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Abstract

In this thesis, | present a study in which | inygetie language-in-education policy and practices
in four schools in Pakistan: School (A) and (B) bgh fee-charging private English-medium
schools, located in Karachi, with a wide marginwestn their fee structure. School (C) is a no-
tuition-fee, public sector Urdu-medium school, lech in Quetta, north-west of Pakistan,
andSchool (D) is also a no-tuition-fee Urdu-meditgiigious school in Karachi, locally known
as aDini Madrassah. The study aimed to address the following ovehiaug research questions
1) What is the relationship between the languageduncation policy of Pakistan and the
everyday language practices found in its schools™M@v do pupils, teachers and parents
become socialized into the language practicesszhaol, in the classrooms, at school functions
and in the social spaces in the school? 3) Hovtrerdanguages of pupils, teachers and parents
valued/legitimized or constrained by the schoolgrb and covert language practices? 4) Why is

a particular discursive practice legitimized in goschools but not in others?

Following the critical interpretive tradition of gearch on multilingual classroom discourse
(Martin-Jones and Heller, 1996; Heller & Martin-g&sn 2001), | combined methods and
perspectives mainly from post-structuralist theqBourdieu, 1991), critical ethnographic
sociolinguistics (Heller, 2011), and sociolinguistiBakhtin, 1986; Gumperz, 1982). | gathered
data using a number of different methods, mainlsenvation, audio-recording, note-taking,
interviews, photography and the use of a questioena

The findings of the study suggest that there issmmatch between the language practices
observed in these schools and language policyeagdkernment level. The language practices of

the research participants are more complex thay &éne assumed to be at the governmental



policy level and in findings of survey-based reshaon language-in-education in Pakistan.
Research participants draw on a variety of langsiagelifferent times and in different spaces in
schools depending on a number of factors. The sfadgd that the stance of some of the
research participants on the role of languagesiucation was ambivalent. Moreover, there was
a mismatch between their views on the role of laggs in education and their actual languages
practices in school. The use of local language$dional education was largely considered to be
a problem in all four of the schools. There waso awvidence of antipathy towards local
languages and the participants in my study seemdthve accepted the argument that these
languages need to be substantially developed yf éine to be used for teaching and learning in
formal schools. Access to full bilingualism anditeilacy in the language of the former colonial
power and the national language seemed to be atestrio those attending School A. The
students in School B and School C were provideti Wilingual education in English and Urdu
only in theory despite the fact that there is wmtead demand for bilingual education, with the
emphasis being on English in School B and on Urd&ahool C. The linguistic repertoires of
students were thus shaped in different ways inedfit types of schools and there was a
significant relationship between the nature andstmye of the linguistic resources of
individuals/groups and the formal education opti@wilable to them. Given the complex
sociolinguistic realities in the country and actdaicursive practices in schools, the home-school
language gap does not appear to be the major pnolstead, the institutionalized regulation of
access to powerful languages seems to be shapmnghtinces of different groups of students,
positioning them in different ways vis-a-vis thetional political economy and the changing
market demands for languages. Regarding the chaoiicparticular languages as media of

instruction, my study has shown that historicalalggs, and also socioeconomic and political



interests, are the primary motivations. In turresth choices have led to particular discursive
practices in schools and those of particular wdyegitimizing and displaying school language
policies.

The findings also suggest that the display of la@ggs in public signs in schools needs to
be taken into account in investigating languagacgpllinguistic ideologies, hierarchies and
power relations at micro, meso and macro levelsh&igns contribute to the construction of a
sociolinguistic order in which standard varietiéd€Eaglish and Urdu dominate the public space.
The orthographic aspects of languages on displagxinthe socio-political and economic
struggles embedded in the history of asymmetrielations. There is also a mismatch between
the spoken language practices observed in schodlghe clearly defined boundaries between
the languages on display. In addition, at a pdéwel, signs such as those photographed in the
schools in this study misrepresent the multilingnahkeup of Pakistani society by only
displaying the officially-mandated languages.

In short, this thesis primarily contributes to firedd of LPP and bilingual education by
showing how the study of languages on display,@leith observation and analysis of everyday
discursive practices in schools and classroomspeamsed to investigate language-in-education
policy. It also shows how local situated languagel gignage practices index wider socio-
political relations across time and space. It a@lsotributes to bilingual education by illustrating
the complexity involved at the implementation siféilingual education, showing the agency of

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

Overview

This chapter provides an outline of the study wheatamines the discursive practices of four
schools in Pakistan, three of them private and amgovernment school. | have named these
schools (SA), (SB), (SC) and (SD). While SA, SB &D are private schools, SC is a
government school of the type where a majorityhef $chool going Pakistani children receives
education. | used an interdisciplinary researgbr@gch, combining methods and perspectives
from post-structuralist theory, namely Bourdieuq1}p linguistic ethnography, Rampton (2007,
2010, and 2012) and sociolinguistics, Gumperz (1882 Bakhtin (1986). My main concern is
to theorize the ways in which multilingual pracgsae schools and classrooms contribute to the
reproduction and contestation of linguistic ideaésg language hierarchies and language policies
in these settings. This is mainly achieved throagkervation and audio-recording of language
practices in and outside the classroom and dumhgd events, i.e., the morning assembly, a
farewell party and parent-teachers meetings. THraligcourse analysis of the audio-recorded
texts, and the languages and images on displayclmo$ environments, | explored the
relationship between them and institutional, comityuand wider socioeconomic arenas in
Pakistan.

This chapter comprises five sections. Section tesgnts the central argument and outlines
the sociolinguistic context of the study ; in Sentil.2, | explain how | became involved by
presenting the case of my current working placea Kgan University, as a way to contextualize
the project; In Section 1.3, | outline the reseagciestions set to be answered by this study
followed by their rationale; in Section 1.4, | oné the nature and significance of the study and,

finally, in Section 1.5, | delineate the structofeéhe thesis.



1.1The Central Issue
Statistical accounts on languages and literaciesirmadequate as they assume the context of
communication rather than investigating it, besidsch they lack specificity and engagement
with real-life communication. A complex study ofnguages and literacies requires an
interdisciplinary approach and methods that ingeséi the context of communication and
closely examine real-life language use in specibigtexts.

| draw the central argument of this thesis frorma thadition of a critical interpretive
approach to language policy study. A closer exatiineof the discursive practices in specific
settings helps us understand the processes ofdimyudge policy is interpreted and practiced at
the local levels. The consequences of monolingumal hilingual policies for teachers and

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

1.2 Thecontext for this study

In order to situate my project in wider socio-pohl and socioeconomic contexts, it is important
to present a brief picture of languages and educagainst the backdrop of poverty in Pakistan.
In Chapter 5, | discuss in detail the reliabilifyEihnologueand government data on languages in
Pakistan. | use them here solely to present theranemntext in which the study is situated.
Ethnologue (2009) has seventy-two entries for Pakistan. Quihese, fourteen languages are
shown to have more than one million first-languageakers. The number of speakers and their
percentage of the population differ significani¥yestern Punjabi, for instance, has 60.6 million
speakers and is spoken by 38.3 percent of the appuilbut there are also languages which have

only a few hundred speakers such as Aer, Bhayaaoondaki. Overall, it is claimed that 85



percent of the population speak fourteen languagesthe 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 maljlial country like many others nations
worldwide. Its multilingual population, however, it served by a matching multilingual
language-in-education policy. As a matter of f&akistan’s language-in-education policy has
many contradictions and ambiguities but sinceithisot directly relevant to my project | will not
elaborate on my assertion. But it merits mentibat tthe current education policy (NEP,
2009:28) stipulates that ‘The curriculum from Cldssnward shall include English (as a
subject), Urdu, one regional language, mathemaiosig with an integrated subject’ and
‘English shall be employed as the medium of ingtamcfor sciences and mathematics from
Class IV onwards.” However, it is important to ndteat while the policy (NEP, 2009:8)
maintains that comprehensive school language goeekhould be developed in consultation
with the provincial and local governments, it doest recognize the importance of the
community, the school management/teachers and thnglspin the development and
implementation of such a policy. Teacher trainimg @urriculum revision is non-existent. Like
all other previous language policies, the appraaeh has been adopted seems to be top-down

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

Whether as a result of such a shortsighted poliacytizer factors, education outcomes are
dismal: the officially stated overall literacy rai® 58 percent (PES, 2011-2012:8), of which
69.5percent of males are literate and only 45.Zperof females attain this standard. The urban
population with a literacy rate of 73.2percent hasedge over the rural population which has a

literacy rate of 49.2percent. Furthermore, mostppemnly receive elementary education.



A mere 18percent of girls and 24percent of boysimrgecondary schools and just 5percent of

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

While the country’s dismal literacy rate, seenhe tontext of a monolingual language-
in-education policy for a multilingual populatiois, a reflection on the efficacy of such policies,
a look at the buildings and spaces allocated fboalking tells a story about the state of public
schools: 32.7 percent of elementary schools arbowit boundary walls; 36.6percent without
drinking water; 35.4percent without toilet facdit; and 60percent without electricity. These
statistics help us understand at a surface levgl ovity 10percent of children out of roughly

70percent enrolled in schools manage to finishr degondary education.

In addition to this, it can be seen that 23peroérRakistanis live below the poverty line
of USD 1.25 per day. The 2010 Human Developmengxriths Pakistan in 125th position — out
of a total of 169 countries. Shocking inequalitneanifest in every sphere of life—the poorest
10percent of the population have access to 3.8perof the total national income while the
richest 10percent access 26.5percent (Colemd):20 The state of the country can also be
measured by the fact that since 2006, 35,000 angliand 3500 security personnel have been

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

1.3 Motivation for this study
| believe it is important for me to explain how edame interested in studying the actual
language use in concrete school settings and ¢ialgmplications and why | 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

| taught English language to GCSE ‘O’ and ‘A’ lewtlidents in three schools in Karachi
for a period of ten years before being appointeghias instructor at the Centre of English
Language in the Aga Khan University (AKU), KaradRgkistan. | currently teach English in the
School of Nursing at the AKU Karachi (Stadium Roadmpus) which also houses a major
medical college. Most students of the medical galleave attended expensive private schools
that offer ‘O’ and ‘A’ level education while thos# the nursing school have studied in the so-
called English-medium private schools. Studentpuddlic sector schools where the majority of
Pakistani children study rarely have the opporfutatenter this prestigious institution of higher
education.

Most students of the AKU medical college come fraffluent Pakistani families living
in all parts of Pakistan. Many of them have studredelect schools which endow them with the
right ‘habitus’ (Bourdieu, 1991) valued by the tséorming labor market of the country. As
Coleman (2010:10) notes, such schools are extremglgnsive and provide education for the
children of a small and powerful elite. As Bourdexplains, habitus is a set of dispositions that
incline agents to act and react in certain waysjlarly the practices, perceptions and attitudes
of medical college students are very regular afi@rént from those studying in the School of
Nursing. They seldom travel on public transportefwear branded clothes and enjoy both local
and Western music. They are socially recognized @spected and the majority of them
eventually go to Western countries for further edion. Their college does not have an English
language support program because students hageleoable command over English and have
also developed 'practical competence' (Bourdie@11%hich is valued by their institution and
the outside market. Their parents either hold sgmisitions in multinational corporations or in

public sector institutions in Pakistan. Themajoofythem do not require any financial assistance



during the course of their degree program. In tesfimguistic resources, one can easily see that
the students of the medical college are fluenhguals in English and Urdu.

Compared to the medical college, the School of iMgreas a larger number of students
who mostly hold Pakistani certificates of Matridida and Intermediate and have studied in
supposedly English-medium schools. They need anligdfndanguage support program
throughout their studies. They generally travelpoplic transport, listen to Urdu/ Hindi music,
and many of them try to emulate students of theicaédollege in their attire. Their parents
mostly work in the lower tier of public and privaitestitutions in Pakistan. After graduation,
nursing students seek jobs in the local labor ntarkee majority of them receive financial
assistance from the university for the completibnheir degrees in nursing. To summarize, in
the wider society, they enjoy lesser social, ecanand political power in comparison to those
who study at the medical college.

With respect to public presentations, | noted ovesd occasions that students of the
medical college delivered their presentations iglish with ease, confidence and fluency which
distinguished them from the majority of the nursstgdents whose presentations were often
marked by tension and anxiety. It looked as if theasing students were examining the
grammatical correctness of each sentence beforadiual delivery. No matter how hard they
work on their texts/compositions, they fail to aore the confidence and fluency levels of the
students of AKU medical college. On campus, in siasms, and at official programs, all
students communicate either in English and/or Uithey do not communicate in the local
languages. Those who visit the campus would pertiapk that Pakistan is a country in which

only two languages are spoken—namely English armt Ur



The fact that stands out is that the linguistiotses of these students are very different
from an average public sector school-going studéRakistan.

While the student population of the AKU does refftd® larger picture of the linguistic,
socio-economic and political inequality existing Pakistani society, it simultaneously invites
investigation into the role played by educatiomatitutions in multilingual societies in terms of
the production and distribution of valuable lingiagesources. While it points to the emergence
of the global neo-liberal market economy which sedmhave offered new opportunities for
cosmopolitan, multilingual elites to acquire distime linguistic repertoires, it does agitate one
to investigate the communication practices of leesnand teachers and their role in the
production and reproduction of linguistic inequakt

Although the case of AKU clearly suggests margnagion of local literacies and
languages by the normative ascendency of EnglidhUadu as the only legitimate languages of
Pakistan, one needs to further explore the sigmfie, experiences and contributions of local
actors in order to understand how members of diffespeech communities develop culturally
distinctive linguistic repertoires.

While teaching in these institutions, | was parewéryday differential processes that lead
to the construction of disparate social identitiedles and life chances of social actors in
multilingual settings. | witnessed firsthand diffet communication practices and various
linguistic resources in these institutions andwider society. The institutions | worked for had
an unequal distribution of linguistic resources,imyaEnglish and Urdu. | lived through the
complex processes of reproduction of the linguistisources. | felt that in many ways these

processes were socially stratifying and were angatnguistic disparities. In brief, | recognized



the central role of formal education in the congtinn of social categories, social relations and
life chances of individuals and groups.

| consulted the existing local accounts of langsam Pakistan and discovered they had
no answers to my questions. | found that these umtsohad little data on real-life
communication practices in education in Pakistastead, | found static correlation orthodoxies
between policy and practice, macro socioeconomét faolitical forces, dominant-subordinate,
majority-minority relations without attending toetitommunicative practices in specific settings.

| assume that there are many masked realities/ipteultauses /links in the linguistic
landscape of Pakistan and the challenge is tordeterhow processes at different levels come
together in everyday language practices in concestings in order to understand the
mechanism through which linguistic inequalities an@de to appear natural and taken-for-

granted.

1.4 Research Questions

The research questions formulated below were stegdsy the bookVoices of Authority:
Education and Linguistic Difference edited by Heller and Martin-Jones (2001). It igportant
and relevant to highlight the post-structuralistspectives encapsulated in the key word
‘differences’. Heller and Martin-Jones (2001:4) kxp the term ‘as a resource for constructing,
leveling, contesting, and blurring boundaries idesrto attempt to maintain, contest, or modify
relations of power’. As the above quote shows &t#hce’ is central to human relations and can
be used to shape the nature of the relationshipdagt groups and communities. It also shows
that institutions tend to play a key role in orgamg the relations of ‘difference’. What is

perhaps more important is to see how social acioderstand and respond to ‘difference’ in



specific contexts. As Rampton (2006:19) states, ithrolves: ‘...looking closely at how people
make sense of inequality and difference in thaialsituations, and how they interpret them.’

The study sets to answer the following researclistores:

1) What is the relationship between the language-ieducation policy of Pakistan and the
everyday language practices found in its schools?

What are some of the common classroom interactjmmaaitices in schools?

What are the ways in which pupils are categorizethbir teachers?

How are pupils’ categorizations tied to their ethilyiand class?

2) How do pupils, teachers and parents become solizad into a school’s language practices
in classrooms, at school functions and in the sotispaces in the school?
Under what conditions do we find strategies ofalmtiration or contestation?

Under what conditions may these strategies be woless successful?

3) How are the languages of pupils, teachers and gants valued/legitimized or constrained
by the schools’ overt and covert language practic@s
What counts as legitimate language and what dokeis malucational settings?
What values are attributed to local languages é@ity in schools?
What are the ways in which these processes uniad@ily life in schools?
The key assumptions behind the questions outlinedvea are: A) studying the
negotiation of meaning in and through interactiothva focus on learners, teachers and local

community language in a specific context, B) soeiabrs have multiple and alternative social



roles and identities available to them in everydacursive practices. These assumptions are
consonant with the general view of critical int&tpre approaches to the study of language in
bilingual and multilingual settings (Martin-JoneB08), sociolinguistically informed approaches
to the study of school processes ( Hornberger, @08 linguistic ethnography ( Rampton,
2010, 2012). While 1 draw methods and perspectivesm linguistic ethnography,
sociolinguistics and post-structural theory, | viewy study as ethnographic in perspective as
opposed to ethnographic in natypes se.

In terms of the focus, there are a number of aebiag research questions: RQ 1
investigates the classroom interactional pattethea@@mines the link between the stated and the
practiced language policy. As the questions arebtoad to be answered fully within this study,
| have sharpened their foci by adding sub-questielating to specific issues that can be covered
in this thesis.

The focus of RQ2 shifts to the reactions/contriimsi of social actors to everyday discursive
practices in the school. The empirical focus remadhe micro discursive strategies/responses
made by social actors in their everyday cycle sfiiational life.

RQ3 again is a question that seeks its answer ghrthe study of policy decisions made at the
level of the institution. The underlying assumptienthat social actors occupying different
positions in the institutional hierarchy possessnag, and they interpret and respond to policy in
complex ways. The scope of the last question cometsonly the now-and-here but also the
consequences of everyday language practices divéseof individuals. The rationale for each

overarching question is presented below.
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1) What is the relationship between the language-aducation policy of Pakistan and the
everyday language practices found in its schools?

Question (1) focuses on the actual language pesciit a specific institutional setting.
This will help us understand how actors in theiingbn position themselves with regard to
official language-in-education policy and how thpasitioning is manifested in their language
practices. It also helps us understand the interection between the micro, the meso and the
macro levels of language-in-education policy, &, the level of the people, community,
institution and the wider socio-political and sebigtorical dimensions of language-in-education
policy of Pakistan. Bourdieu’s (1977: 650) thearakiperspective used in the study underscores
the importance and relevance of looking closelthatdiscourse beyond the immediate context
to get a fuller understanding of the phenomenorittes whole truth of the communicative
relation is never fully present in the discourser m the communicative relations itself...a
genuine science of discourse must seek the truthinvdiscourse but also outside it, in the
social conditions of the production and reproducid the producers and receivers and of their

relationship.’

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

in classroom, at school functions and in the sociapaces in the school?

Following this line of argument of looking withinnd outside the discourse, Question (2)
investigates the micro level of the language poligthin the classroom and within different
social spaces in the school. This question wilphe understand the processes through which

institutions legitimize certain language ideologidis will allow me to understand how
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discursive spaces like classrooms become ‘... sitesavday-in-day-out, participants struggle to
reconcile themselves to each other, to their futtogolitical edicts and to the movements of

history’ (Rampton, 2006:3).

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

by the schools’ overt and covert language practic@s

Question (3) examines both the stated and the tedsfanguage practices in school. This
guestion helps us understand the sources of miativaind the role of actors at the level of
institutions in negotiating and interpreting thedaage-in-education policy. The study does not
assume social actors as devoid of agency resporuiiearly under external pressure but as
active agents who contribute to the policy in npitiand complex ways and whose behavior
therefore needs to be studied rather than assur@elolars working in the area (Corson 1999;
Chick 1996; Canagarjah 1995; Hornberger, 1988, 1988y 1997; Heller 1994, 1999, 2007,
Heller and Martin-Jones, 1996, 2001; Martin-Jo@687, Lin 1996, 2001; Lin and Martin
2005) underscore the importance of agency and nagemination of the ways social actors
contribute to policy in their everyday lives in erdo 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 theelarsocio-historical dimension for
understanding the origins of parallel schoolingtays in Pakistan and with those found in

similar contexts. This focus helps us understanel plower-play involved in the policy
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development and implementation in Pakistan andnmilas post-colonial contexts. The question
will give us an insight into the hegemonic discasrand their implications in the lives of social
actors. This will also help identify the reifiedmmunicative practices that construct linguistic

and social inequalities amongst students.

1.5 The Nature and Significance of this Study

My investigation is a qualitative study combiningetimods and perspectives from linguistic
ethnography ( Blommaert, 2007; Creese, 2008; Hyrh@36, Rampton et al., 2004; Rampton,
2007; Rampton, 2010) and critical interpretive aaghes to the study of language in bilingual
and multilingual education contexts ( Heller, 20Heller and Martin-Jones, 2001; Lin and
Martin, 2005; Martin-Jones, 2007, and sociolingass( Gumperz,1982) . The approaches that |
draw on share a fundamental assumption that ‘psrsencounters and institutions are
profoundly interlinked, and a great deal of reskascconcerned with the nature and dynamics of
these linkages- with varying degrees of frictioml atippage, repertoires get used and developed
in encounters, encounters enact institutions astitutions produce and regulate persons and
their repertoires through the regimentation of emters’ (Rampton, 2010:2). On the level of
methods, the traditions | have worked within alsoognize the importance of the ethnographic
perspective in understanding the complexity of eomorary sociolinguistic dynamics, and the
fine-grain multilayered analysis of a linguisticgstomenon.Linguistic analyses are not seen as
linguistic per se but rather as a means of revealing the manifesimtof ‘specific institutional
regimes, the wider political economy and the glgirakcesses of cultural transformation at work

in contemporary society’ (Martin- Jones, 2007:168)line with post-structuralist thought on
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language, they argue against a notion of languagmanected to but distinct from society and
culture, and for a view of language as one forraazfial practice in which importance is given to
how language practices understood by speakerdeatda other forms of social and political

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

...understanding language as a set of ideologicafindd resources and
practices constructs language as a fundamensatiial phenomenon. In this
respect, it also reflexively constructs our anadyas a form of social action, and
situates our disciplines (centrally, linguisticsittaopology and sociology, but
also such disciplines as political science, edooatir history) within the modes

of regulation and discursive regimes of our times.

This study comes at an important time when thee dtguage-in-education policy in
Pakistan claims to have introduced English frondgrane onwards in all public sector schools
in order to ‘bridge the public-private divide’ (NEROQ9: 25) and the British Council has made
recommendations for policy and practice on langtiageducation in Pakistan (Coleman and
Capstick, 2012). Both these recent development® tsmicceeded in bringing language-in-
education issues into the country’s public domaike all official accounts, the context of
communication has been assumed. There is littlde@gie of investigation into the real-life
language practices in educational institutions akigtan. Languages in these official accounts
have been treated as clearly bounded autonomousnss/s Orthodox correlations between

languages and identities have been establishealddition, little importance has been given to
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indigenous experiences, realities and knowledge smwibl actors are assumed to be passive

recipients of the language policy.

Against this backdrop, | am reasonably confiderat tthe current study will make
meaningful contributions to the field of languagdigy and planning, bilingual education and
language policy scholarship of Pakistan. From arétecal point of view, the study also has the
potential to make a methodological contributioriiie field as the current study investigates the
discursive practices of four research sites anidtes the examination of oral and written forms

of languages.

1.6 Structure of the Thesis
In order to avoid repetition of the themes for eatthe four schools, the dissertation is
organized thematically as opposed to case-wise.

Following the introduction, the thesis is organizedo three main parts: The
interdisciplinary research context (Part [I); higtal, sociolinguistic and language-in-education
scholarship in Pakistan (Partll):Everyday discuggwvactices in schools in Pakistan: Its purpose
and value and Conclusion (Part Ill)

In Part I, | review and discuss the relevant liier@a and conceptual frameworks
informing this study. In Chapter 2, | review theléi of LPP with an emphasis on empirical foci
in different stages and strands of research toadith language policy scholarship, and present
the case for the theoretical framework that theesirstudy draws on. In Chapter 3, | present,
discuss and justify the selection of the post-$tmadist theoretical framework and theorize the
fundamental concepts that the study engages vatigulage, bilingualism and language use in
multilingual settings, ethnolinguistic differencesducation and legitimate language. | then
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provide an overview of the sociolinguistically-imfioed ethnographic approaches to discourse
and present the case for Critical Ethnographic @oguistics (CES) that the current study
draws on.

Chapter 4 presents the sociolinguistic context akif®tan and discusses the issue of
reliability of theEthnologue and government census data followed by an exaimmatf
language-in-education scholarship in Pakistan waticular focus on the methods and analysis
employed in these studies. | then examine the gutrends in bilingual education and discuss

the Linguistic Human Rights approach to bilingudlieation in Pakistan.

Chapter 5 describes all of the four research siie® of the research sites is situated in
an affluent locality in Karachi while the next tvsites are in underprivileged locations of the
city. The fourth site, which is a public sector soh is also located in an underprivileged area
but in a different province, some 1000 kilometexsrf Karachi. | particularly try to show the
intersection of the political economy with the lingtic resources of the social actors in these
research sites.Using Hornberger’s (1991) framewbhave also attempted to assess bilingual

education in practice in my research sites.

Chapter 6 outlines the research approach and matgdal choices for the study. I first
outline and justify my approach in this study, @nein describe the selection of my research sites
and issues related to accessing them. From thaerecked to discuss fieldwork procedures and
how | conformed to ethical standards at all stajebis study.

In Part Il, the core of the study, | describe andlgze the everyday discursive practices
found in my research sites.

Chapter 7 discusses the socio-cultural valuesaafl liieracies and languages found in all

the research sites. | discovered that local langsi@ad literacies are not only marginalized but
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there is clear evidence that these are held ineocapit. Discursive practices including classroom
practices differ widely in terms of language choibeman resources, academic material and
material conditions. It was found that while thésea great desire for bilingual education using
English and a local language, the state languagehilcation policy shift of introducing English
seems to be mere rhetorical as social actors wereeen conducting lessons in bilingual modes.
As a result, a false appearance of English languegehing is created by teachers who are
poorly-qualified and struggling to show competengng rote learning as a strategy to save loss
of face.

Chapter 8 addresses the circumstances in whidegiea of collaboration or contestation
are found and the conditions in which these wereenoo less successful in the research sites. |
found that while social actors respond to policycomplex ways, there are sophisticated,
systematic approaches to time and space managaememtominant modes of teaching-learning
which help to generate collaboration at the leviethe classrooms. Along with collaboration,
contestation is also found in the midst of seenyimgllaborative responses to the social order of
the schools. In other words, | found overlaps itiabmration and contestation in relation to

institutional regimes on behalf of students, teaslaed the community.

Chapter 9 discusses the question of legitimateuageg in multilingual schools. | found
that legitimacy is largely created through languelgeice and through restricting spaces for turn-
taking. | also found that languages are legitimiaadhe basis of the position of the power elites
on ideological, political and social issues as vaslimarket demands for languages. | found that
the new, multilingual cosmopolitan elites have migad themselves in strong institutions that

endow their children with linguistic resources whia turn enable them to become a valuable
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resource for both the national and internationabtamarkets. The majority of children, parents
and teachers seem to be trapped in old natiomabstil religious discourses associating local
languages and literacies with religious fervor aationalistic ideals.

In Part I, | summarize the findings of the stualyd explore their implication for further
research in the area of language policy and pexticalso point out some limitations of the

current study and consider a few areas for funtésearch.
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Chapter-2: An overview of theempirical foci in Language Policy and Planning studies

2.1 Introduction

Emerging in the 1960s as a formal research disgplianguage Policy and Planning (LPP) has
always been engaged in addressing a wide arrayldicpl, social and educational problems
through a variety of theoretical frameworks and hods with diverse and changing empirical
foci and preoccupations of the scholars involvetleTson, (2008: 3), Ricento (2000:197). The
shift from macro to micro level studies, and froesdriptive to interpretive paradigms, can be
attributed to the wider changing intellectual ot&rons in the social sciences, particularly the
shift towards interactional/ discursive orientaicand social constructionism. At the same time
there has also been a growing dissatisfaction ast@uafpolars of LPP with the inadequacy of the
early models and taxonomies to grapple with thestjoles of ideology, power and inequalities
(Hornberger, 2006:27). The preoccupation with idgg)] power and inequality—also known as a
historical-structural or critical approach to LPRerrained in place until recently. It was felt that
too much emphasis on ideology, power and inequaligks the agentive spaces and the active
role social actors play in interpreting/ appropngf resisting policy in complex ways. Hence
there was a clear shift of attention towards mathr@pological and sociological approaches to
LPP which reconceptualized the field as ‘agentyele and processes’ and argued for
ethnography as a method to ‘slice the onion’ (Hergbr and Johnson 2007:509). Examining
language practices vis-a-vis policy documents becathe central preoccupation of
anthropological and sociological approaches to (Béhnson, 2009, 2010; Hornberger and
Johnson, 2007; Ricento and Hornberger, 1996). Tineigt trend in LPP seems to have moved
towards taking practice as the ‘real policy’ (Spgls2004) although there is ambiguity amongst

scholars as to what actually constitutes practes how these can be studied. For instance, in
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one strand of research (Shohamy 2006) it is sugdeistat the study of entire mechanisms
comprising rules and regulations, language teatguage in public spaces, language education,
ideology, myth and coercion leads the researahedtiress thede facto’ policy ( Shohamy,
2006:59) with little methodological guidance . Inogher strand of research (Martin-Jones and
Heller, 1996;Heller and Martin-Jones, 2001) there is a sharpdam empirically studying the
classroom discourse and linking it to the widerigguolitical arena with relatively much less
attention to studying the available semiotic re@ses in the school environment. In the socio-
anthropological strand of LPP, policy documents sti# considered very important in the

analysis and interpretation of practices.

My aim in this chapter is to highlight the less kxpd area of LPP, namely the study of
the dialectics between the language on displaytl@danguage practices. In addition, | present
the case for the Critical Ethnographic Sociolingaispproach proposed by Heller (2011) in
addressing the complex role of social actors wssathe material conditions of their lives in
interpreting, appropriating, negotiating, resistiagd collaborating with the language policy in
their everyday institutional lives. In order tohave this aim I: (a) critically examine the
existing comprehensive reviews on LPP proposed bynbtrger, (2006); Hornberger and
Johnson, (2007), Johnson, (2009,2010); RicentoQ2RP006a); Ricento and Hornberger, (1996),
Tollefson, (1991, 2002a, 2008), Martin-Jones, (202Q07), (b) analyze the methods and
emphases of key empirical studies in the secondlardl phases of LPP scholarship and show
that the proposed area of investigation is reltiless explored in LPP and (c) discuss research
on multilingualism in classrooms. | argue thatithrough the examination of language display
in institutions and its intersection with real-lilmguage practices in different parts of the sthoo

taken against the backdrop of the material conatiof social actors, that we can complement
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our understanding of the ways in which the changiolitical economy, history, politics as well
as language ideologies get played out. We camoexphe interstices in discursive practice to

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

Following Blommaert and Huang (2010), | argue tthat display of signs [languages on
display] is primarily a manifestation of materiarées subject to, and reflective of, conditions of
production and patterns of distribution. As a meafnepresenting social reality, as actual social
agents they have real effects in social life. Thmnestigation reveals the historical, ideological
and political forces behind these manifestatiors the role of actors in highlighting/ contesting

such displays.

| start out by reviewing and showing the major eag#s in the fields, illustrating the
changing empirical foci and examining key empirisaldies. Then | offer my reflections on
them. | go on to focus on the less explored aramely the examination of language on display
in school environment, and its relation with thegaage practices of the social actors against the

backdrop of their personal circumstances and tldempolitical economy.

The chapter comprises three sections. In Sectidhs223 and 2.4, | review and discuss
the major emphases and empirical focuses in LPBlaship by examining the reviews and
pointing out the strengths and weaknesses of thetio stages of research in this area. As the
current body of LPP research grows, mainly outaf concern for the inadequacy of critical
approaches to the subject, | analyze key empigtalies of the critical approach to show the
major preoccupations of the scholars and the ndstleb investigation employed by them in the
selected studies ; in Section 2.5, | examine threentitrends in LPP in light of these reviews,

and by analyzing key studies employing the socitical approaches to LPP. | show the less
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explored areas of investigation covered in thislgtun Section 2.6, | present the case of Critical
Ethnographic Sociolinguistics as being the mostable approach for the current study and in

Section 2.7, | outline the contribution that thisdy makes to the field.

A survey of the general findings of the reviews trmred above clearly show the diverse
and changing foci of research in LPP: models, tardas and dichotomies were the major
emphases in its first wave; engagement with theéystd ideology, power and inequality emerges
as the central preoccupation in the second waveeakenvestigation of agency and ecology
come out as key areas of concentration in the phiake. The study of language practices clearly
comes out as the major concern or interest of tigegn amongst LPP scholars. Ricento
(2000) characterizes the field by identifying somiethe most salient macro-sociopolitical
processes, epistemological paradigms and strafagiors that have informed LPP. Based on
them, he sees the first two phases as primarilyoreding to the practical needs of the newly
independent states in Asia, Africa and the MiddbstE In other words, the early phase was
largely informed by decolonization as the macroigmalitical event; structuralism was its
guiding epistemology and offering practical solosoto what Fishman (1968:491) calls
‘language problems of the developing nations’ wagpragmatic stance. The second movement
was largely the outcome of the growing dissatigbactof researchers with the failure or
limitation of the first wave to develop explanatomgcounts through descriptive models, its
claims of neutrality/ scientificity/technicity analso its problem-solving stance. The focus of
attention shifted to ideology, power and inequality.PP and the paramount aim was to develop
what Hornberger (2006:27) calls a ‘theoreticallytiveted LPP framework.” In recent times,
under the influence of critical and post-modernrapphes, the emphasis moves beyond power

and inequality to agency, ecology and ideology ®kile previous models and taxonomies have
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been built upon/refined or integrated into newanfeworks ( Hornberger, 2006: 24-41). | now
go on to examine in detail the empirical foci irffelient stages of LPP, and also study the
research on multilingualism in classrooms and skshonder the headings of first, second and
third wave research paradigms in LPP. | do notyrhpere a lack of interaction/overlap between
these phases of LPP. In fact, all three waves tmgmt one another as evidenced by the way in

which scholars draw on the works of different plsasieLPP.

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

The pioneering works of Fishman (1968, 1972, 19F#hman, Ferguson and Das Gupta (1968)
and Rubin and Jernudd (1971) responded to the-patitical demands of the times by devising
concepts and models which led to the formation @adelopment of LPP. The major emphases
of the works were to address practical, languate@ problems of decolonized nations. For
instance, Fishman (1968) proposed a typology ifleng the language problems confronted by
developing nations and proposed solutions. He ntitatl Western languages were constantly
undergoing elaboration and codification and argtieat such processes were even more
necessary (and noticeable) in those new nationshich an indigenous language had been
selected for some function above and beyond th#t which it had been hitherto associated
(Fishman, 1968: 218). As the politics of the timess dominated by nationalistic ideologies to
unify public linguistic practices, the scholarshipsponded to it by offering conceptual
frameworks and models. | concur with Ricento’s @0@02) and Hornberger's (2006:27)
observations that scholars in the earlier periodeve®ncerned with status planning and issues

related to standardization, graphization and madetion, and that in the second phase a
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number of scholars focused on the social, econamicpolitical effects of language contact. In
terms of empirical foci, the focus remained largatythe macro-level processes of countries and
governments. Probably the best explication of tleenm national-level focus of LPP research

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

The problems of developing nations differ largetydegree rather than in kind
from those of most other nations since few natidhsany, are completely
stabilized, unified and legitimized... a widespreadhtem of new nations is that
their political boundaries correspond rather impettlyy to any pre-existing ethnic

cultural unity.

It was assumed that a successful language polimysiog on “nationalism” (Fishman,
1968:215) would ultimately help form the new na#iem just as surely as a successful
language policy focused on nationalism helped susii@ new nation. As a result, the dominant
language planning activity was the creation of n&d&orpus planning” and “status planning”

(Kloss, 1969: 81), and “acquisition planning” (Ceopl989: 33).

In the current literature on LPP the above arerofabeled as the “traditional approach”
(Ricento 2006b: 12; Tollefson, 2002b:5), “neocleskiapproach” ( Tollefson, 1991: 35);
(Hornberger and Johnson, 2007:510,) “ classic&icento, 2000:206) or “ presentist approach
to language” (May, 2008: xiii). May interprets thexs “decontextualized” and “ahistorical”, and
“apolitical” (May, 2008: xiii). Blommaert (2008:2)hinks that such an approach takes “no
account of human agency, political interventionywpp and authority” in the formulation of
policies. While it is true that the emphasis oflgacholarship was not on agency and power

relations, it seems difficult to accept that therkgowere “ahistorical, apolitical” (May, 2008:
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xiii) in the light of my reading of Fishman (1968972, 1974); Fishman, Ferguson and Das
Gupta (1968); Rubin and Jernudd (1971) which | fasply embroiled in the politics of their
times. However, it is true that the empirical focasd the aims of the endeavors were

macroscopic.

In short, from the 1960s to the 1970s, languagenmtg researchers had two major
preoccupations: (1) devising conceptual framewahkd models, which continue to date in
revised forms such as an integrative framework gsed by Hornberger (2006:29), and (2)
orthographic, grammatical and lexical codificatidxs Tollefson notes (2008:3) ‘much of the
early work focused attention on devising concepfteaheworks’ as we find in Einar Haugen’s
(1966) language planning model and Heinz Kloss369) typology of multilingualism. As
Ricento (2000: 198) notes, much attention in stglasmning centered on the selection of a
national language for purposes of modernization aation building, primarily because

linguistic diversity was taken as an obstacle toomal unity.

2.2.1. Srengthsand Limitations of Early L PP Scholar ship

The fundamental typologies and models such as sétatpus (Kloss, 1969), acquisition
planning (Cooper, 1989) and Haugen’s (1966) modeleetion, codification, implementation
and elaboration—were developed in this phase twigecthe basis for further development of
the field. Studies in the relationship between dtree and functions of languages in various
domains, for instance (Fishman, 1968), were majotrdutors to the scholarship. As Tollefson

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

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

The widespread dissatisfaction with the early satsblip of LPP (Tollefson, 1991, 2008;
Ricento and Hornberger, 1996) was on account offabethat it assumed a direct correlation
between planning processes and their outcomestimgnthe complex attitude and perspectives
of communities, in particular, with regard to th®gesses. In the words of Tollefson (2008:4) ‘it
ignored the complexity of sociopolitical systems,which cause-effect relationships between
policies and outcomes are highly complex and sagialips often have covert and competing
goals’. The second major critique is that it whileaddressed the wider historical, social and
political issues it ignored the micro level proassinfolding in everyday lives ( May, 2008:
Xiv). In addition, it is also critiqued on the néiga outcomes of policy efforts in different parts
of the world, particularly in Asia and Africa. Asorhberger and Johnson note, the wider
consensus about early LPP is that ‘it has not faatmrily accounted for language policy
processes across national, institutional and ietsgmal 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 crtiquesstioning the descriptive models
developed in the first wave and the need for neeitbtical and empirical perspectives (Ricento,
2000: 198; Hornberger, 2002, 2006; May, 2001). Aartivi-Jones states (2011: 6) ‘new
proposals were made for the developments of appesawhich could take account of the ways

in which language policies contributed to the reluciion of asymmetrical power in different
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political and historical contexts.” The main LPRsearch preoccupation shifted from solving
national problems to examining the relations of ppwdeology, politics and the history of

different polities and institutions under the ihce of critical theory and more specifically
related to developments in sociolinguistics. THallenged autonomous linguistics as a viable
paradigm for research in language acquisition, asd change, with direct relevance to

developing models of language policy and plannRigénto, 2000; 201).

In many ways, the broader intellectual shift tovgardritical perspectives”, “critical
linguistics” and “progress in sociolinguistics” (Hiberger and Johnson 2007: 509; Ricento,
2000:202; Ricento and Hornberger, 1996: 406; Tedef 2002) made LPP more
interdisciplinary. It examined the issues of ideglopower, inequality and history. These
preoccupations clearly manifest themselves in tkg Ruestions set by Tollefson in his
pioneering work (2002) ‘How do language policiesahnool create inequalities among learners?
How do language policies marginalize some studehtke granting privilege to others? How do
language policies in education serve the interegiominant groups within societies? How can
linguistic minorities further their interests thgiu attempts to change language policies in
schools?’ (Tollefson, 2002: 4). Tollefson adds tiha&se questions are at the heart of fundamental
debates about the role of schools in society, itiles Ibetween education and employment and

conflicts between linguistic minorities and “maiestm populations.”

What stands out in the above questions is the @kpdioncern with inequality,
asymmetrical power relations and ideology. The tioes also show very clearly that the
proponent conceptualized the relationship betweditypand individual/groups as linear and
top-down. In these questions, LPP seems to appean appressive process, and social actors as

passive victims.
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Tollefson, the pioneer of the critical perspectind PP, calls this a “historical-structural
approach” (1991: 31). He explains that the diffeeebetween the neo-classical and historical-
structural approaches is in the unit of analysishilgVthe former emphasizes the rational
decisions of the individual, the latter underlinies origins of the costs and benefits confronting
individuals. He argues that language policy shdadseen as one mechanism by which interests
of the dominant sociopolitical groups are maintdirend the seeds of transformation are
developed. For Tollefson, the primary goal of reskand analysis is to discover the historical

and structural pressures that lead to particulacips constraining all individual choices.

2.3.1 Srengthsand Limitations of Critical-Historical Approaches

I now analyze selected, key empirical or represterd studies of the historical-structural
approach in the area of language policies in edutaiPennycook, 2002, Coulmas, 2002,
Sonntag, 2002). Pennycook (2002) looks at the talldanguage policy in Hong Kong and
shows the intersection of language policy with thscursive construction of Hong Kong-
Chinese as politically passive. He draws on petsmgsc from Foucault's notion of
governmentality, docile bodies and language pdis\cultural politics and operationalizes these
concepts. He argues that in language policy theeiss not so much one of mapping out the
formal policies that promote or restrict the useceftain languages but about how debates
around language, culture and education producepkant discursive regimes (Pennycook, 2002:
92). After analyzing the competing discourses foumdifferent reports and research findings in
Hong Kong, Pennycook argues that the study of étetionship between language policy and

broader political concerns needs to move away femmunderstanding of language policy as
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imposition or denial of particular languages. TiBigecessary if one is to view policy in terms of
governmentality by relating the complex relatiopshamongst language policy, cultural politics,
curriculum, educational practices and the modesuofeillance of the liberal state (Pennycook,
2002: 108). The central point Pennycook makes a #h‘postmodern approach to language
policy and planning requires a rethinking of ouciab economic and political categories in

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

words Pennycook offers a new perspective on LP@areb by drawing attention away from a
view of the state as an international actor thekseo impose its will on the people and instead

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

Coulmas (2002: 203) investigates the language yafticmodern Japanese education.
Like Pennycook, he analyzes the discourse of thm@@ policy documents concerning language
and education from the Meiji era (1868-1911) utiié end othe twentieth century which he
labels as language and modernization, languageeamure, and language and democracy.
Coulmas’s (2002) findings however differ from thejor trend of the times because he shows
how democracy, the demands of the economy and eerpmemt of the resident minority
succeeded in changing the language policy fromriséid more liberal orientations (Coulmas,

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

policy.

Discourse analysis of policy documents is also ymolsby Sonntag (2002) in her
investigation of minority politics in north Indidn her focused case studies of (1) Nepali
speakers in the Darjeeling area of West Bengal (@hdJrdu speakers in Uttar Pradesh, she
examines the relationship between the symbolictipsliof language and the practical,

pedagogical import of minority language use in edion in north India. Her findings clearly
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show that the conflict over Urdu is more intensel grotentially explosive, with greater
ramifications for liberal democracy in India as hole. The imagined states seem to be the main
actor impacting significantly on the practical inmpof minority language use, particularly in

education (Sonntag, 2002: 176).

The strength of these studies lies in the fact tinatscholars are extremely plausible in
their claims of power inequality, and the role @éology and history shown through an in-depth
discourse analysis of policy in specific times asmhces. The dominant research methods
employed by the scholars are questionnaires, ili®ss and document analysis. The other
strength | find in these works is the fact that #wholars carry out an extensive survey of

historical evidence and policy pronouncements aaanéne them closely.

However, the examination also shows that the mampigcal focus of scholars still
remains the macro domain of LPP. While their ipteanalysis of the competing ideological
discourses found in policy documents and socictpali histories clearly point to the
asymmetrical power relations embedded in histony ideology, the epistemologies they adopt
do not allow one to see the phenomena through yhe ef the local actors. The indigenous
experiences of ideology, power and inequality issimg. My observations match those of
Johnson, (2009, 2010); Hornberger and Johnson,7§2@dd Ricento and Hornberger, (1996).
Johnson (2009:155) states that critical languagécypoapproaches have enriched our
conceptualization of language policy but by focgsmmimarily on the power invested in policy,
they obfuscate agency and perpetuate the reditati policy as necessarily monolithic. In like
vein, Hornberger and Johnson (2007: 510), Canaga @005) and Pennycook (2002) observe
that recent critical work in language planning gaicy shows an [over] emphasis on the

hegemonic power of policies which obfuscates thtemally agentive role of local educators as
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they interpret and implement policies. As Martimds (2011:6) observes about critical language
policy studies ‘the empirical focus was still ore ttnacro level processes.’ Perhaps another very
obvious point is that critical scholarship does se¢m to engage with real people and the actual

ways in which languages are used in specific unsbins.

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

Following Hornberger (2006:34), | divide this sectiunder the headings of agency, ecology and
ideology. In order to remain brief, | only analythee key empirical studies showing particularly
the agency of social actors under the heading eh@gand briefly touch on the major emphases

of ecological framework and studies in which idggldnas been microscopically examined.

2.4.1 Agency

| have shown the weaknesses of the theoreticaldnaorks and the sets of methods employed by
critical-historical approaches in grappling withetttomplex ways in which social actors
interpret, appropriate, collaborate or contestqyoin their everyday lives. | now show how this
gap was overcome by a number of influential studie®rnberger ( 2002), Hornberger, (2005);
Hornberger and Johnson, (2007); Johnson, (2009)€kwhiunderlined the strength of
ethnography as a method to capture the subtleerpratation of policy at different levels. The
central assumption behind the socio-anthropolog@apgiroach is what Ricento and Hornberger
observe as (1996: 417). ‘policy change as theygllage policies] move down through

administrative levels.’ Insights also get reflectied the notion of ‘opening and filling up
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implementational and ideological spaces’ proposgdbrnberger (2005). Hornberger (2005:
605) explains that the notion of opening and fgliap implementation spaces for multilingual
education was originally inspired by Chick’s (20@003) suggestion that the emergence of
alternative multicultural discourses that he obsdnamongst teachers in South Africa was
enabled by the ideological spaces opened up by meltilingual language policies. The key
assumption behind opening and filling up implemBoteal and ideological spaces was the
active role or agency of social actors as polickena (Hornberger, 2005). The field of LPP was
reconceptualized as layers that can be seen hysthef an ‘onion’ as a metaphor—"Unpeeling
the onion” (Ricento and Hornberger, 1996) and itsticthe onion” (Hornberger and Johnson,
2007)—signifying the importance of investigatingeats, levels and processes that permeate and
interact with each other in multiple and complexys/éRicento and Hornberger, 1996: 419). In
the layers of planning and policy, the classrooacptioner is placed at the centre of the onion
and seen as an “unwitting reproducer of socialits¢ahnd a “primary language policymaker”
(1996: 418); the outermost layer of the onion &s Itihoad language policy objectives articulated
in legislation or high court rulings at the natibhevel and the intermediate layers comprise
situated contexts such as schools, businessesytiosis and interpersonal interactions (Ricento
and Hornberger, 1996:409). The key insight in layef language policy is that each layer
comprises competing discourses that create tensamuls ambiguities in policy formation
(Ricento and Hornberger, 1996: 409) and that LP&cgsses interact across layers. The
ethnography of language policy took into accouet $poken and written language practices in
specific settings and linked them with the natigmalicy and influential socioeconomic changes
at the global level. For instance, Johnson (20@0@kéd at language policy and bilingual

education in the School District of PhiladelphidneTethnographic data for the project comes
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from a multi-sited ethnography: participant-obséorg field-notes compiled in a Spanish-
English dual language classroom, teacher meetingdaanguage policy meetings. For the sake
of data triangulation, multiple formal and informakerviews were conducted with teachers,
administrators and Pennsylvania state and fededadypmakers. The data was then compared
with critical discourse analysis of federal, stated local language policy and discourse
(Johnson, 2009: 143). What emerges clearly fromdéte is the conception of interconnected
layers of language policy comprising diverse/conmgediscourse capable of modifying and
interpreting policy in different ways. In the word# Johnson: ‘language policy is an
interconnected process generated and negotiatedgtnrpolicy text and discourse’ (Johnson,
2009: 156). In like vein, the methods employed loyriberger and Johnson (2007) in their study
of the role of two intermediary agencies in policyerpretation and implementation in two
different contexts: the School District of Philgolela and the Andean regional graduate program
in bilingual intercultural education in CochabamBalivia show more or less similar approach
and methods. In their long-term ethnography workach context, researchers present excerpts
from spoken and written discourse. The methods eyepl in the ethnography include
participant observation, recorded interviews, rdowy naturally occurring conversation,
historical legal analysis and textual analyses (Herger and Johnson, 2007:513). The key
identified actors are the administrators that séeimave played a vital role in interpreting Title
lIl of the No Child Left Behind Act and two studsnin the case of Andean regional graduate
program in bilingual intercultural education in @abamba, Bolivia. The selected actors were
interviewed and their views were interpreted in baekdrop of the discourse analysis of the
policy document. While the analysis clearly illadas the links between the micro-macro policy

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

in specific settings.

One of the implications of reconceptualizing theldi through socio-anthropological
approaches is the clear shift in the empirical $oéwom the macro to the micro levels and
exploring the intersection of the micro with di#et layers of policy. Analyzing the data against
the backdrop of policy documents and investigativgrole of actors remain the salient features

of this strand of research.

2.4.2 Ecology

Since the 1990s, greater attention has been govdéenguage loss, and revitalization has been
seen largely through the paradigm of the ecologwamduage proposed by Haugen in 1970. This
led to the establishment of a unified branch oguiistics in 1990 (Fill and Muhlhausler, 2001:
1). As explained by Fill and Muhlhausler (2001: 1,5%e central premise of the ecology-of-
language paradigm is that linguistic diversity isresource whose value has been widely
underestimated and that linguistic diversity shaubd be seen as a problem but as an essential
resource, and that there is an urgent need tose\mlicies and practices that currently threaten
thousands of small languages (2001:159). In LPRarek, the concepts of the ecology of
language or ecolinguistics have been drawn on fierdnt ways by Hornberger in her works
(1997, 2003), and by Phillipson (1992) and Skutrbhgas (2000). The latter draws on the
concepts of ecolinguistics by invoking the termisduistic imperialism’ and ‘linguicism’ as
shorthand for a multitude of activities, ideologaexd structural relationships between the global

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

2000:204).

Quite apart from the major critiques on the lingiailuman rights paradigm by Davies,
(1996) Edwards, (2001) and Brutt-Griffler, (2002byen those scholars who are sympathetic
with this paradigm argue that linguistic imperiadignd linguicism models are ‘too deterministic

and monolithic in their assumption and conclusigRs¢ento, 2000: 204).

2.5 Current trendsin LPPresearch: Synthesisand broadening of the empirical foci of L PP

Thus far | have shown that the LPP empirical faidnbeen shifting from macro level to micro
level investigations of key identified events, nipsh classrooms. | have also shown that the
emphases in LPP have shifted from politics anduaéty to agency and ecology. While these
shifts are prominent in the literature surveyedvahdhrough a process of periodization | do not
intend to bracket them to particular decades asntestudies show parallel developments in
socio-anthropological approaches to LPP, resemrahultilingual classrooms, the linguistic-
human rights paradigm and the ecological paradigire emphases on ideology, agency,
inequality and the intersection of the broader @gaulitical conditions with economic realities
are also being shown in current work. In this sextil particularly focus on the revised
‘Continua of Biliteracy’ (Hornberger and SkiltonI8gster, 2003) originally proposed by
Hornberger, (1989) as this model is perhaps thet mo#ied framework synthesizing key
research findings on multilingualism and literadytlee past several decades (Hornberger, 2003:

xii). Apart from the synthesis of research feedimg the Continua, | also look at a synthesis of
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major approaches to LPP such as ecology, new dietalingualism and bilingual education

policy.

2.5.1 Continua of Biliteracy

The updated version of the Continua (Hornberger Skitton-Sylvestor, 2003) has added a
critical dimension. The matrix of Continua now slsoloth the traditionally powerful and less
powerful ends in all the sub-continua of contexdyelopment, content and media of biliteracy.
According to the authors, the power weighting does imply fixed power but refers to the
traditional weighting observed in schools acrogsdlobe. As Hornberger and Skilton-Sylvestor
(2003: 325) point out, the purpose of labeling temtinuum is not to reify power but to
emphasize that such labeling can be transformexighr critical reflexivity that allows learners

to see themselves as agents who control or resigtmin their everyday practices.

What is perhaps more relevant for me here is thstepological shift that the new
Continua of biliteracy framework seems to have pe@gl. | examine research by Basu (2003) as

one of the studies that has employed the Contiawafeamework.

Drawing on two sets of the Continua of biliteracyditérate media and biliterate
content— Basu (2003) analyses two bilingual schoolsew Delhi to investigate the reasons for
different proficiency levels in Hindi and Englisimangst students of two schools run by the
public administration: Sarvodaya KanyaVidyalsay&kV{$ and Nagar Nigam BalVidyalays
(NNBYV). These schools are organized on the bastee@imedium of instruction. In the former,

there are two sections: in the Hindi-medium sectiall subjects are taught in Hindi with
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English taught as a second language while in thgdigfamedium section science, mathematics

and English are taught in English whereas soaigiss and Hindi are taught through Hindi.

The home language of most SKV children is Hindieifhfathers are public sector
employees and most of them have had at least andagolevel school education while their

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

The other school, Nagar Nigam BalVidyalays (NNBWffers education from nursery to
class 5 in a medium that is ‘totally Hindi’ (200393). Parents of most of the children in this
school work as domestic workers. The children ofB\Nmostly speak some dialect of Hindi at

home which is not taught to them in school.

The problem Basu addresses is that while NNBV stisdare not taught through their L1
(dialect of Hindi) in school, they are more proéict in Hindi as compared to students of SKV
whose home language and the language of instruatischool is the same, i.e., Hindi. Despite
the language similarity in the two domains, i.@mke and school, the positive transfer between
Hindi and English is not evident amongst the stisleh NNBYV. Basu finds that the children of
NNBV are very close to the similar structure (begwedialect and Hindi) and successive
exposure ends (as they start learning Hindi alteraige of three) which helps children of NNBV
acquire the L2, i.e., Hindi and the dissimilaritgtiveen English and Hindi is a cause for low
proficiency in English of NNBV students. Her ethnaghic investigation revealed that in the
case of poor proficiency of SKV students in theft, lLe., English, it is not only their being
positioned on higher or lower points on similadigsimilarity continua that is significant but
also that the macro-micro contexts in which languagquisition takes place which include

home environment, fluency of teachers, involvendwnhe parents, poverty, difficult textbooks
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and corporal punishment. Interpreting the situatath the sub-continua: majority vs. minority,
decontextualized vs. contextualized, the findingews that NNBV students are able to master
Hindi because in addition to their being exposedHindi in school, Hindi is the majority
language in Delhi. Hence these students get anygesere to it outside the school whereas
English is a majority and minority language, thenfer because of its prestige and latter because
it is only spoken by a small segment of the popahatin other words, limited proficiency of

SKYV students in English is also linked to the stattithe languages in the wider society.

While the study clearly showed how the use of sofitioua of media and content could
help identify multiple causes at both micro- andicno levels leading to asymmetrical linguistic
relationships, the data collection scheme did mocbmpass real life discursive practices in and
outside classrooms which could help show how s@atdrs make use of the choices available to
them in their interactions. As a result, | tendcancur with Cummin’s observation that the
Continua needs to add a sub-continuum of ‘actotslidéracy’ (Cummins, 2003: viii) to account

for the ways in which social actors make use ofcth@ces available to them.

2.5.2 Broadening the empirical foci

The recent work of Shohamy (2006) has broadeneceiimgirical focus by offering a critical
examination of the policy mechanisms or policy desiwhich encompass rules and regulations,
language education, language tests, language ilic@mgace, ideology, myths, propaganda and
coercion (Shohamy, 2006: 58). These mechanisnisestieen ideologies arde factolanguage
policies. Her key argument is that “language poliays in the midst of... manipulations and

battles, between language ideology and practiceX(p She explains that the “real” de facto

38



language policy is formulated through a varietyad@litional devices or mechanisms, beyond the
official policies that are included in language ippland language laws. While the notion of
mechanism or policy devices seems to offer a broadeé multifaceted examination of LPP, the
methodological guidelines for their study are femnumber. Also, it is not clear whether policy
devices should be seen separately or as beingralaed. If there exists some kind of
relationship, one wonders how to empirically essdibthe links between them. While Shohamy
recognizes the agency of the individual in appedprg, resisting, ignoring or changing policy;, it
remains largely a top-down examination of LP. Hogrewer invitation to take into account the
linguistic display found in workplaces, schoolgrss, public signs, labels and advertisement has
not been addressed in LPP and research in multdinglassrooms. Drawing on Landry and
Bourhis’ (1997) notion of linguistic landscape, 8amy (2006:110) argues that the public space
is a mechanism that uses symbolic messages ‘tabjest] the legitimacy, relevance, priority
and standards of languages and the people and gyithey represent.’ In other words, the
languages on display act as a mechanism to come&stogy into practice. As stated above,
while it certainly amounts to broadening the engairifoci of LPP research, Shohamy does not
indicate how languages on display can be investifyais-a-vis the language practices found in a
specific context. The current study makes an atteam@xamine the relationship between the
languages on display and the everyday languageiqggadound in different social spaces and
events in schools. In addition, the study partidyuléocuses and problematizes the role actors
play in interpreting, appropriating, collaborating contesting language policy. I completely
attest to Cummin’s (2003: x) observation that whdducators may work in oppressive
conditions, they never lose the choices in the thiay structure the pattern of interactions in the

classroom. Hence, the investigation of social actgnould not be viewed as dichotomous:
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collaborating or contesting but rather looking $ttuated behavior in a particular space, time and
situation with the inclusion of micro, meso and noggolicy levels and socioeconomic, political,

religious factors surrounding them.

2.6 A proposed Critical Ethnographic Sociolinguistics

To start with, Heller (2011) builds her argument @witical ethnographic sociolinguistics by
saying that what ‘in the here and now is not’, nmay be separated and assumed as constant
from the larger schemes of social categorizatiosh thiat the ‘now and the here is shifting and
shiftable’. In other words, ‘the here and now’ isnoected/linked to wider schemes of social
categorization and social stratification and touass it is constant can at best be an orthodoxy.
By implication, the investigation of situated miatscourses may not be seen as an end in itself
but rather as a means to explore the interconngctivdiscursive patterns. In other words, the
key idea here is that by following the trajectoriek conversation and of conversational
participants, it is possible to empirically recdhg interconnectedness of different discourses in
a discursive space. Therefore, it becomes impot@arbok beyond the local and contingent
discourses that develop over time and across spdteh then means looking at the
interconnectivity of discourses and not assumiregnitio be constant (see Chapter 3 for details
discussion on CES).

Secondly, Heller argues that material conditionsst@in how we make sense of things.
Social action is tied to social structuration (Gdd, 1976) and as researchers we need to
proceed by understanding both action and struaturdd be social processes unfolding over
time and across space, rather than conceptuallyearmrically distinct realms of micro- and
macro-social phenomena. By implication, an invedian of the political economy of the social

actors, institutions and their intersections witlscdrsive practices is something which CES
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promises to contribute to the existing ways of ust@nding languages in specific settings. In
short, it is a materialistic approach in which laage is seen as a form of capital that is
unequally distributed and elements of which havteint values in a market in which people
participate.

Thirdly, while CES underscores the primacy of mateconditions and unfolding of
discourse over time and space, it also acknowledgestive spaces and the power of structures.
The prime focus in CES is the material base/mabwatfor social action as seen or
conceptualized through the notionsresource, discursive spa@ndtrajectory (Heller, 2011).
While these notions are constantly shifting andtabie and are very plausible in the current
context of neoliberal economies, such ideas retaagely programmatic. In other words, Heller
has not offered adequate methodological guidanceéhfise who wish to study empirically the

interconnections between political economy and- ddaldiscursive practices.

2.7 The contribution of the current study

The current study attempts to show the intercomvigcof different discourses by broadening
the empirical foci. It not only takes into accouiné microscopic examination of the classroom
discourse but also identifies and examines othgrekeents in the schools’ processes such as
morning assembly and parent- teacher meetings. ass deen shown in the survey of the
literature above, scholars in LPP and researchuhilmgual classrooms have invariably given
less attention to the dynamics between the soemldics in the school environment and the
discursive practices found in different social gsam the school. There has also been relatively
less attention given to the material conditionstleé social actors and the broader political
economy in shaping the actual language practicags 3tudy 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 jastify the selection of a post-structuralist
theoretical framework and the approach of critetiinographic sociolinguistics (CES) that the
current study draws on. | achieve this aim by ttaog the fundamental concepts that the study
engages with and reviewing the sociolinguisticafliprmed approaches to discourse as a way to

present the case of CES.

The main argument | pursue is that the selectiothefframework and the approach is
motivated by their relevance to the nature of ing@aind the research questions that this study

seeks to address.

| organize this chapter into three sections. Intisec3.2, | discuss globalization and
language teaching; in section 3.3 | present the-gtoscturalist perspective. In section 3.4, |
theorize the fundamental concepts that the studyges with. In section 3.5, | present and
discuss the sociolinguistically-informed approactwediscourse as a way to introduce and justify

the selection of critical ethnographic sociolingigis.

The chapter begins with an introduction to glokatian and its implication for language
education, particularly English language educatiod * bilingual education, conceptualized as
national language with English (3.2) followed bybaef introduction to post-structuralist
perspectives (3.3); it then theorizes the fundaaieabncepts that the study engages with:
language, bilingualism and language use in mudfilad settings (3.4), ethnolinguistic

differences (3.4.1), education (3.4.2), legitim#é&eguage (3.4.3) and justification for using
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Bourdieu’s theoretical framework (3.4.4). Section5 3then presents and discusses
sociolinguistically-informed approaches to disceyrdealing in turn with critical ethnographic
sociolinguistics, the reconceptualization of poliag practice (Spolsky (2007) and critical
interpretive approaches to language practices itilmgual classrooms. This is followed by the
justification for the selection of critical ethn@ghic sociolinguistics as the approach adopted for

the current study (Section 3.6).

3.2 Globalization and Language Education

Recent studies in globalization and language educéBlock and Cameron, 2002) tell us that
globalization seems to have weakened the natida-sta an economic and political entity,
however, the empirical evidence of language pedadegn Japan (Kubota, 2002); England (
Harris, Leung and Rampton, 2002) and Canada (H&@02) suggests that the nation state
clearly continues to exert significant influence nmany areas of its inhabitants’ experience,
including their experiences as users and learrfdeiguages. While the findings of the research
by the authors listed above show us, in three natisettings (Japan, England and Canada) that
national differences, particular histories and ea@amonomic and political processes are
important contributors to the varying outcomesythkso illustrate that globalization has shifted
the conditions under which language learning takase and that some of the most significant
changes are ‘economic’ ( Block and Cameron, 200Z:6g shift from an economy primarily
based on manufacturing to a service-based econommany of the countries of the global north
and west seems to have changed not only the lapgelagce and motivations of people for

learning languages but has transformed the traditiovays of framing languages; language
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education as a means of constructing a sense iohahtind cultural identity is now contested
with new ways of framing languages and bilingualieation as ‘commodities’ (Heller, 2002,
2003, 2006) and ‘skills’ (Cameron, 2002) which ak value within the new globalized

communicative order created by the internet.

Probably the best example of the commodificationlasfguages and bilingualism and its
implication comes from Heller’s (2002, 2003 and @0®&ork in which she has focused on both
public and private sectors in Canada. These inkdefftnographic studies show clearly that the
demand for commodified bilingualism in Standard kstgand French forces people to view and
acquire languages for largely socio-economic acged as opposed to hallmark of authentic
community promoted by the ideology of nation-staf¢hile the demand for commodified
bilingualism is on the rise, its distribution is aqual. In the words of Heller * double
monolingualism’- understood as multilingualism-ist equally distributed, hence, giving rise to
‘new bilingual, even multilingual elite that margiizes both those bilinguals whose linguistics

resources do not conform to new norms and thoseamdsimply monolinguals’ (2006:5)

The implication of globalization for language edtion, particularly English language
education and bilingual education are both diveas®l complex. In practice, we see
marketization of English language education and roodified bilingualism in which only

English and the state-mandated language becomeblalresources or ‘skills’ (Cameron, 2002)
valued by international corporate agencies. Fotame, Krishnaswamy and Krishnaswamy
(2006) report the differential values and framirfglamnguages in India. In their words ‘Only
effective communication skills in English- both &pa and written - have a market value. All
multinational companies, corporations and outsogrcicenters ask for competence in

communication skills and everyday use of Englidiiie quote is reflective of the part of the
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larger phenomenon, what Cameron (2002) calls ‘thlea) ideology of effective communication’
in which specific genre and style of speech isdai&d by the global organizations and corporate

capitalists.

The marketization of English and a particular sel@mational language is also reported from
Japan. Kubota (2002) discusses the impact of gkaimdn on language teaching in Japan.
Kubota (2002: 27) observes that language learnmigt@aching in Japan has been influenced by
the discourse of Kokusaika (internationizationg gim of which was to ‘understand people and
culture in the international communities throughrimas social, cultural and educational
opportunities’ (p.16). Interestingly, this authotpéains that the essentialization involved in the
discourse of Kokusaika blends both Anglicizatiord arationalisms: (1) ‘foreign language’ is
‘English’; (2) the model for English should be sdand North American or British varieties; (3)
learning English leads to ‘international/intercu#tu understanding; (4) national identity is
fostered through learning English and the constoctof national identity is based on
essentialized images of Japanese language andecliwbota (2002:28) observes that despite a
prominent increase in the ethnic and linguisticedity in Japan, language education pays

insufficient attention to it.

In short, the above review reveals that bilingualuaation in these settings is often
conceptualized as the coexistence of a nationgukge with English. The trend has transformed
the language choice, motivation and rationale éaching and learning languages. The ideology
of nation-state seemed to have given way to nemdgansf social organization in which there is
an increasing role of international agencies amdball corporate organizations in validatating a
specific set of languages. Three major consequéditmedrom these changing social/ economic

conditions: (1) there is a wide-spread commodifozabf English and national languages; (2) the
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rise of an elite class that possess the rightfsedloed bilingual resources; and (3) increasingly

asymmetrical power relations between social graufs different language resources.

3.3 Post-Structuralist Perspectives

Although there may not be a simple definition okpstructuralism, its central tenet lies in its
skeptical and critical stance towards reified nagioconcepts and knowledge. Pennycook (2001:
134) describes post-structuralism as a ‘philosalhguiestioning of many of the foundational
concepts of received canons of knowledge’. By ingilon, knowledge is not a neutral, objective
phenomenon to be accepted without problematizingngitead, it is constituted socially and
culturally, and mediated through discursive pragicAs a result, assumed established notions,
ideas and categories are brought under empiricatisg, which reveals that they are produced,
reproduced, sustained and transformed largely tfirodiscursive practices manifested in
everyday interactions. In my view, the critical aggment with reified ideas and notions is one
key idea behind post-structuralist thought. To hgitt the ‘tacit presuppositions’ behind the
efficacy of legitimate language in multilingual segs is one of the main aims of interpretive

and critical paradigms in sociolinguistics.

In the following paragraphs, | briefly unpack myssamptions about language,

bilingualism, language use in multilingual settingdnolinguistic differences and education.
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3.4 Language, Multilingualism and Language Use in inguistically-Diverse Settings

The works of Martin-Jones and Heller (1996); Helderxd Martin-Jones (2001) led me to
reconceptualize language, bilingualism and languesgein multilingual settings from a neutral,
essentialist or static (and thus unproblematicxephto a ‘resource and terrain’ perspective that
views the classroom as an arena for the struggle the reproduction of social difference and
social inequality. | see language and bilingualiss socially, culturally and historically
contingent. Connected to my reconceptualizatiotanfuage and bilingualism, | see linguistic
practices as central to struggles over controlfiregproduction and distribution of resources and
over legitimizing relations of power (Heller and Ma-Jones, 2001: 2). In other words, the
issues of multilingual education are not the issafdgguistic proficiencyper se they are about
debates over controlling resources. Based on nsghéind experiences of being an English
language teacher in a post-colonial context, | egveh Heller and Martin-Jones’ observation
that by exercising control over linguistic resow,ceducational institutions (and the dominant
social groups who organise and control them) regudacess to other resources and legitimize

the social order that permits them to do so by mmgsfhat is naturalizing) their ability to do so.

3.4.1 Ethnolinguistic Difference

| view ethnolinguistic differences as largely sepulitical differences. They are constructed and
sustained mainly through legitimizing certain limgjic practices in multilingual settings. In
many contexts they function as a smokescreen higmigico-economic inequalities among

different groups. As Heller and Martin-Jones (2001gte, ‘Difference is a resource for
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constructing, leveling, contesting and blurring bdaries in order to maintain, contest, or

modify relations of power’.

Although the usual explanation of ethnolinguigtifference sees it in terms of a cultural
differences model, | do not find the explanatioe@ehte because they do not take into account
the ways in which institutionally organized relatso of power constrain what happens in
interaction and also the fact that difference maybe the result of separate experience. | hold

that differences are primarily the result of sdgiabnstructed boundaries.

3.4.2 Education

Following Bourdieu and Passeron (1977), cited inlléedieand Martin-Jones (2001:6), |
understand education as a ‘key site because opatsibilities for the construction and
application of processes of symbolic dominatiorfieTauthors explain that symbolic domination
works because ‘it masks its concrete sources’ apgears not to work by convincing all
participants in an activity that the rules defirgdone group are natural, normal, universal and
objective, and that it is in everyone’s interest @ccept those rules’ (Ibid). Bourdieu and
Passeron’s view of education destabilizes the ticadil notion of education as an objective
egalitarian practice. It also throws light on itstgntial for appropriating certain discourses and
giving the impression of neutrality—a common- ser®/ering up of the processes of
development of differential power among actorsal$o shows that the power of education lies
not only in the construction and application of &aiic domination but also in its capacity to
make things appear not to work and work at the siame. It works because it hides the actual

reasons of domination and as it hides the actwHores, it seems not to work. As Heller and
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Martin-Jones (2001:6) rightly maintain: ‘One of tlbjectives of education is to construct
hegemonic discourses and to ensure their acceptaacdo convince participants that the
discursive practice in educational settings is fnmal’, ‘universal and objective’ and is in the
interest of all. In reality education systems ofsamve the interests of dominant groups. In this
sense, education is deeply connected to the samdl political order of institutions and

communities.

3.4.3 Legitimate Language

Bourdieu (1977) formulates the notion of legitimdémguage in the economics of linguistic

exchange:

...we can state the characteristics which legitimdigcourse must fulfill, the tacit

presuppositions of its efficacy: it is uttered blegitimate speaker, i.e. by the appropriate
person, as opposed to the imposter (religious lagefpriest, poetry/poet etc.); it is

uttered in a legitimate situation, i.e. on the appiate market (as opposed to insane
discourse, e.g. a surrealist poem read in the Stxthange) and addressed to a
legitimate receiver; it is formulated ime legitimate phonological and syntactic forms
(what linguists call grammaticalness), except wiransgressing these norms is part of

the legitimate definition of the legitimate produ¢e. 650).

Bourdieu points out the key elements of legitimiieguage i.e. legitimate speakers,
legitimate situations, legitimate receivers, legdte linguistic forms and the market. What is
perhaps a key phrase in the quote is that of tmegupposition’ which often goes unchallenged

and plays an important role in making a certairglege legitimate and others illegitimate. The
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guote also shows the importance of going beyondattaysis of internal linguistics, to see its
link in the social norms and power relationshipattendow the speaker and listener with
legitimacy. Bourdieu (1979:650) mentions that tearsh for such presuppositions should start
with schools, ‘... starting with schools, which impose the legitiemedrms of discourse and the

idea that a discourse should be recognized if ahdibit conforms to the legitimate norms’.
Bourdieu (1991: 45) elucidates the notion of legéte language in a larger context thus:

to speak of the language, without further spedifica as linguists do, is tacitly to accept
the official definition of the official language @f political unit. This language is the one
which, within the territorial limits of that unitmposes itself on the whole population as
the only legitimate language..... produced by autlwane have the authority to write,

fixed and codified by grammarians and teachers aif@oalso charged with the task of
inculcating its mastery, the language is a codethm sense of a cipher enabling
equivalence to be established between sounds aadimgs, but also in the sense of

systems of norms regulating linguistic norms.

In the quote above, Bourdieu highlights the waywlimch a language is made legitimate.
It is done in a top-down manner - ‘imposed’ - arebple are invested with power to make
language legitimate by performing certain taskshsag codifying and writing grammar. While
Bourdieu does highlight the importance of ideol@y political power invested in legitimizing
certain discourses, he downplays the significalesrplayed by actors occupying different social
positions in interpreting top-down policy in th&wn interests with respect to their everyday
institutional lives. By implication it is not theagticular form of language which is legitimate but

the existence of an institution which defines tloaditions (place, time, agents) that must be
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fulfilled for the language to be called legitimaespite this shortcoming, in my view one of the
strengths of the framework is its potential in theiag discursive practices in multilingual

settings.

3.4.4 Justification for using Bourdieu’s theoreticaframework

My research questions are primarily social questias outlined in chapter 1. They deal with
everyday communication practices in specific instns. The implicit consideration behind
them is that (1) everyday communication is moreseguential than previously imagined
(Berger and Luckman 1966; Giddens 1976, 1984 aitdgmpton, 2012:1); (2) social actors are
never powerless, they have choices in the ways #teicture the pattern of interactions in
specific social spaces and events (Cummins, 20@3);power lies in each of us and our
immediate personal and social relations, as weih asstitutional formations (Street, 1996:13);
(4) at the ontological level, my research guestisnbscribe to the view that reality is more

fragmented, less coherent and less predictableviieamsed to think ( Rampton, 2012: 1).

The key question that this thesis aims to addresBoiv and why certain discursive
practices are legitimized while others are notolder to answer my research questions, | have
chosen to use the concept of legitimate languagenvestigate the role of language in
multilingual educational contexts because this idaws me to not only examine how certain
discursive practices are considered normal, takeigfanted, objective and neutral, but also the
development of power relationships among socialraabccupying different social positions in
society. The notion also helps me examine the ppessitions and rationales for making certain

discursive practices legitimate. The concept oftimgte language primarily allows me to find
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ways of ‘mapping micro and macro relations’ (Peraojg 2001:5). | have selected the concept
of legitimate language also because | think thiswat give my work arappearance that Corson
(2000:415) describes as 'exclusive and inward laggkiAs | have examined studies employing
this framework, | am quite certain about its conmgresibility for academics in Pakistan. The
third rationale is that Bourdieu's theoretical mddeks at the different types of relations to the
world that different social groups possess. Thedations are embedded in different sets of
dispositions and attitudes towards the materialdvand towards other people, which means that
many of these relations go well beyond "what cansh&l in natural language™ (Corson,
2000:412). Corson explains that linguistic investign can be more meaningful and complete
by addressing the wider context of socio-economit political issues that affect it. | find it the
most appropriate model to guide my work becauéelpps me address the socio-political issues
that impact language-in-education. In fact, accgdito Robbins (Robbins,1999:427),
'‘Bourdieu’'s main objection was to the way in whiaiguists and then anthropology had
generated conceptual systems that had lost toutthtive phenomena which they purported to
explain. In other words, Bourdieu's framework stessknowledge construction through the

primary experiences of real people.

The other alternative models that | have reviewedak allow me the scope and breadth
of examining issues which are important for my walich as wider socio-economic inequality,
the legitimization of particular languages in sdsoas well as their relationship with wider
economic and social aspects. Corson (2000:417karthat in theorizing literacy education, we
are stepping resolutely into the ontological mielefithat is the real world of human social
interaction—a world that includes, at the very tedbe needs, values and interests of the

students receiving that literacy education. Corsaplains that if we confine ourselves to
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working from an epistemology that has its rootsyanllinguistics, rather than from all the other

areas mentioned above (and more), then we riskptragnon the needs, values, and interests of
the very students we hope to serve. What Corsonhasiges here again is the need for
interdisciplinarity as an approach to addressirgy iflsues facing real people. In other words,
Corson is arguing for an open system of knowledgatmn in which the researcher does not
lose touch with the real people in situations thathis context comprise teachers, parents and

school managers.

In short, the post-structuralist viewpoint allows to shift my focus from discovering an
objective reality or ‘truth’ to examine its constibn at the intersection of socio-economic and
political arenas. | do not see a one-to-one ralatigp between social categories, social
inequality and interaction in education. Instedwese relations are mediated and produced in

institutions that are fundamentally about produang distributing different kinds of resources.

While | draw on Bourdieu’s theoretical frameworlarh aware of its limitations in terms
of seeing power as mainly negative and oppresSitele it is concerned with the relationships
between everyday practices and socio-historical eswhomic conditions which shape them,
there is little accounting for how these day- tay gractices come about (Street, 1996; Heller,
1999) address this shortcoming by taking an insergdiinary approach discussed in section 3.5.
In this next section, | provide a brief overviewtbe empirical foci and methods employed in
sociolinguistically-informed approaches to disceuas a way to contextualize my discussion on

the selection of critical ethnographic sociolingigis as an approach
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3.5.2 Sociolinguistically-informed approaches to dcourse

Hornberger (1995) traces the intersecting influenoé different kinds of interpretive work
(ethnography of communication, interactional soomgulistics and sociolinguistic micro-
ethnography) on research in multilingual classraofdsrnberger (1995: 245) calls these

different kind of approaches ‘sociolinguisticallpformed approaches’.

Whereas interactional sociolinguistics, ethnofyap of communication and
microethnography share the common assumption tthet meaning, structure and use of
languages are socially and culturally situated rextive”, (Hornberger, 1995:240) they differ in
terms of their focuses and methods. Interactioaeiofinguistics investigates the actual process
of communicative interaction, primarily in instascef inter-ethnic communication, while the
ethnography of communication focuses on the desanipf the components of communicative
events and the interpretations of their meaningpaoticipants within a particular culture.
Microethnography focuses on “particular culturaérses within the key institutional settings”
(Hornberger, 1995:243). Methodologically, interanfl sociolinguistics makes greater use of
audio-recorded verbal interaction for analysis, andmportant aspect of its methodology is to
play back to the participant these recordings alidt ex joint interpretation of what was
happening in a particular interaction. The ethnplgyaof communication discovers a relevant
frame or contexts, identifies the items which castwithin it and determines the dimensions of
contrast for the items within the set so definegrfids, 1968: 103). Perhaps more importantly, it
looks for levels of analysis for uncovering botle tihames or context and the items within the
frames from smaller to larger. Microethnography bamas ‘participation observation’ with
detailed analysis of audiovisual records of natyrakccurring interaction in key scenes in

people’s lives’ (Erickson and Mohatt, 1982:137)
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While the approaches outlined above differ in ®iwhempirical foci and methods, they
share a common interest or emphasis on close afd amalysis of discourse in context
(Hornberger, 1995: 236). The examination remainsuged on situated discourse and the
analysis is informed by critical perspectives oe thle of discourse in reproducing or creating
alternatives to dominant social structures andlages. They explore ways in which different
languages or language varieties are ratified by insechools and what, if any, are the
consequences for the speakers of different languafpe their learning and educational

opportunities and for the future of certain langesmg

3.5.1 Conceptualizing Critical Ethnographic Socioklguistics (CES)

Describing what ‘critical’ means, Heller (2011: lddtes that ‘the concern for what social

process means for social difference and socialualdy is at the heart of what | mean by

critical’. In other words, understanding social processdéisel subject matter of CES. She notes
that describing, understanding and explaining tekations of social difference and social

inequality is what being ‘critical’ means.

The conception of ethnography in CES is about disdng how language works as a
situated social practice and how it is tied to aborganization especially to current political
economy. CES argues that while the descriptiontwdtvis going on is an important ethnographic
commitment, it should not stop there. It shouldlaixp‘why things happen the way they do’
(Heller, 2011:42). Drawing on Giddens (1984), He(011) argues that there is no such thing as
a bounded whole. There are only processes whighdigether across space and time. There are

boundaries which are socially constructed, and ned®e described and analyzed.
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CES examines what actors do with linguistic resesirthat circulate through social
spaces and networks. It particularly examines hawihzing linguistic resources is part of the
other form of social action contributing to the straction of linguistic ideologies. In this view
of sociolinguistics, language is not an autonomsystem and ethnolinguistic categories are not
natural and they are not based on immutable cuitiiferences among groups. Such a view of
sociolinguistics primarily focuses on the examioatof the daily processes and practices. In
other words, the function of the sociolinguistissta link agency and structuration empirically.

(Heller, 2011:49)

3.5 Language Practices as Policy

As shown in chapter two, the dominant analyticgdrapch in the socio-anthropological study of
LPP was to examine language practices in compamstimthe policy documents. However, it

was suggested by Spolsky (2004, 2007) that practliemselves constitute policy. As Spolsky
notes (2007:3) ‘they [practices] constitute a pplio the extent that they are regular and
predictable...describing them is the task of a sowyoiistic study’ (2007:3). By implication

policy lies within practices which adds a new disien in LPP research. In order to study
practices, Spolsky proposes a model (2004, 20008)2hat takes into account the “explicit and
observable effort by someone or some group namedasagers™ (2007:5) as well as the
practices of individuals. As Spolsky notes (2008%&nguage policy has three interrelated but

independently describable components—practiceefseland management’.

His model draws on Fishman’s (1972) generalizatimnthe domain and proposes three

interrelated but independently describable comptsneihLPP: practice, beliefs (or ideology) and
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management. Spolsky (2004, 2007, 2008) informghas$ there are two main underlying
assumptions behind the model: A) policy is esstynt@asocial phenomenon; B) language policy
has three interrelated but independently descrilbednponents: practices, beliefs and

management.

The key argument by Spolsky (2007:1-14 2009: 1s9hat each domain has its own
policy with features controlled internally, and @lgy others under the influence or control of
external forces, and that the regular choices nhgden individual are determined by his or her
understanding of the language choices appropr@tthé domain. In other words, all three
components account for language choices. In Spelskew, the strongest of the three
components is the language practices because withai there is no available model of
language to learn. As a result, we note that ttemqrupation with the study of language
practices takes primacy in recent LPP endeavorsls®p and Shohamy (2000:1) elucidate the
concept of practice which they describe as ‘thelicitpules that seem to underlie the language
of a defined community.” In the words of Spolskyda®hohamy, ‘it is necessary to distinguish
between the language practices of a speech comynuitét habitual pattern of selecting among
the varieties that make up its linguistic repegand any specific effort to modify or influence
that practice by the formulation of specific langeapolicies.” The quote clearly shows that
deducing the implicit rules governing the languapeice is the central task of LPP and the
guiding questions for policy research are ‘Who plahat, 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 jige@s and exploring their links with
the wider socioeconomic arena has been the hallofastudies commonly known as the critical
interpretive research in multilingual classroomstablished by a series of influential
publications by Martin-Jones and Heller (1996), leteend Martin-Jones (2001) and Martin-
Jones (2007). It is important to highlight the elifnce between the two strands of research, i.e.,
the approach proposed by Spolsky (2004, 2007) duh&@ny(2006) and the one by Martin-

Jones and Heller (1996) and Heller and Martin-3(2@01)

Bonacina (2010) notes that one of the major diffees between the study of language
practice proposed by Spolsky and Shohamy and thatdiler and Martin-Jones is that while
the former accounts for language choice pattertis sgigard to policy within the interaction by
‘deducible, implicit rules that seem to underliee tanguage use of a defined community’
(Spolsky and Shohamy, 2000:2) the latter accoumtdainguage choice outside the interaction
with a clear emphasis on exploring links betweearanand macro policy. Other than this, there
is also dissimilarity between the two in their thetecal and methodological perspectives. The
former is rooted in an ecological model proposedHayigen (1983: 27) and the seminal works
of Fishman (1972) which correlate social structued situations with linguistic repertoires. On
the other hand, the latter explicitly draws on etimaphy of communication (Hymes, 1974),
ethnomethodology and conversation analysis (Gasfjrk972; Sacks et al., 1974), interactional
sociolinguistics (Gumperz, 1982) and micro-ethnpgsa(Erickson & Shultz, 1982), and uses a

post-structuralist framework, namely Bourdieu (19%4 inform the studies.
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| now analyze some recent empirical studies in ttlaglition of critical interpretive

classroom research to show the emphases and thexiglored areas in this tradition.

For example, Martin’s (2005) study of two classreom two rural schools shows how
teachers and learners implement a macro langudgy potwo micro contexts situated in North
Borneo (East Malaysia). The communities living eh@re a minority in Malaysia and the
languages of wider communication in the area ardaldieand Saben. ‘The study purposefully
gives emphasis to the actual language practicéiseirschools, as many studies that purport to
consider policy and practice together actually gve-eminence to the former and neglect the
latter’ ( Martin, 2005: 94). Classroom languagecfices in two rural Malaysian schools were
audio-recorded, transcribed and analyzed throuditairdiscourse analysis, and intersections
between the interactional practices of the clasasand the wider policy context were explored
with national and global levels as well as the lamze. The findings show that there existed a
tension in both local and national contexts. In cadiion and literacy (including electronic
literacy), English and Malay predominate whereaslémguages of ethnic Kelabit and Saben are

relegated to also-rans (Martin, 2005: 94)

More or less the same approach is followed inWei and Matrtin, (2009), Rashka et al,
(2009), Tien, (2009) and Li Wei and Wu, (2009). kwstance, Rashka et. dP009) focus on
code switching as a strategy employed by teaclmetiseir EFL classrooms in two commercial
bushibans or cram schools in Taipei. Two classes,faom each cram school, were selected for
detailed observation followed by detailed intervsewith teachers and students. The transcribed
material was then analyzed for patterns of codéctimg. The findings of Rashka et al show that
the constraints on code switching seem to be mahlagea policy dictated by external forces and

its value is not acknowledged. While the links betw code switching found in the classrooms,
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institutional policy and larger commercial ELT disese of English-only is clearly illustrated,
the study seems to restrict itself to the invesiigaof classrooms and interviews with social
actors. Hence, it does not offer a comprehensigewatt of code switching and its significance in

the society at large.

The preoccupation with classroom interactionalgrat and language practice with little
attention to languages written in the school emuiment can be seen in two doctoral research

projects reviewed here: Bonacina (2010) and Chiarei{2009).

Bonacina (2010) looks at the monolingual educatiggragram for newly arrived migrant
children in France. Drawing on Spolsky’s (2004) agptualization of policy as text at the level
of “language management”, discourse at the levélamfguage belief” and practice at the level
of “practices”, Bonacina argues that language pobtian be interactionally constructed in
practice, hence she prefers to call it a ‘practiteaguage policy’ (2012: 217) and uses
conversation analysis to operationalize the idea iset of audio-recorded data. The study
reveals the policy within the practice by showihgttspeakers draw on a set of implicit rules
that they have deduced from their observation ttepas of language use (Bonacina, 2012: 230).
The empirical focus remains on a close study of-lifea interaction in classrooms, and
interaction by itself is taken as policy as opposed policy document or competing discourses

of policy.

Chimbutane (2009) looks at the purpose and valtrdoatied to bilingual education by
participants in two schools in Mozambique. Drawimg epistemic perspectives of linguistic
ethnography and critical, interpretive approachesbilingual education, he focuses on the

analysis of the relationships between discoursectipes in bilingual classrooms and
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institutional, local and societal discourses ontitdjualism and multiculturalism. The account

draws on a combination of different data sourcesanalytical perspectives such as participant
observation of the classrooms, and interviews witferent stakeholders followed by discourse
analysis of the audio-recorded discursive practi€as key epistemological site remains mainly

the classroom discourse.

While these studies in classrooms in multilingudiaols have given practical examples
of linking practices with policy in different contts, their examination of classroom discourses
do not take into account other potential sourceRmmfuage and semiotic practices and in the
school environment. Moreover, the work of Bonacié2@10) does not tend to give importance
to material conditions of the social actors andrtile of the wider political economy that shapes

the responses of social actors to language praahceomplex ways.

3.5.4 Ideologies indexed in everyday classroom lamage practices

| need to briefly mention here a body of scholgysivhose preoccupation was with ideology.
This preoccupation was either on the basis of conie., schools, the work place, the courts,
etc. or of topic, i.e., education, accent discrimion, research methodology , etc. (Ricento,
2000: 205). This body of scholarship is exemplified the works of researchers such as
Canagarajah, (2000); Jaffe, (1999), Davis, (199eeman, (1998, 2004); Ricento and
Hornberger, (1996). According to Ricento (2000: R0fhese scholars, often associated with
postmodern theoretical approaches have offered moamced, contextualized and historical
descriptions of events and practices.” Hornberg606:34) notes that these contributions called

for greater attention to the role of human agemuy ia particular bottom-up agency in LPP. As
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Ricento observes (2000:205) ‘in this approach indial agency—and not impersonal
ideological forces—is the locus of analysis’ whigbes to show the scholars do not assume
social actors as passive recipients of policy. Wueks of Canagarjah (1995, 2000), Heller
(1999) and Jaffe (1999) could be taken as the nepsésentative of this approach to LPP where
ideologies have been shown in the everyday langpesgices in Jaffna, French Ontario and in

Corsican classrooms.

3.6 Justification for the selection of the approactadopted in this study

The principal justification for the selection of 6Hs that it allows me to answer my research
guestions that do not assume permanence of traditadiscourses, roles of actors and policy. |
find CES particularly useful as it is focused ommning the political economy and its link with
the everyday discursive practices in multilingugitisgs. It does not consider the investigation
of situated microdiscourses as an end itself ihieraas a means to explore the interconnectivity
in discursive patterns. Perhaps more importarityghtly argues that the- now- and- the- here is
shifting and shiftable. In my study, | find a cleshift in multilingual urban elites’ orientation
towards languages concurrent with the rise of dlehterprise in Pakistani society. They seem to
give little importance to old nationalistic disceas and sentimental associations with languages.
| see the urban elites as taking an extremely madistic view of languages with the changing
labor market conditions in Pakistan. In short, @hTES as an approach shares the basic
principles and methods with other sociolinguisticahformed approaches to discourse, its
explicit emphasis on taking a materialist appro@cthe problems of languages in institutions is

its niche and the central reason for its seleaticdhe current study.
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Chapter 4: Pakistan: Sociolinguistic profile and overview of colonial and post-colonial

language-in-education policy and resear ch.

Overview

The existing accounts on the history and curramguage-in-education policies in Pakistan given
by the government (National Education Policy, 2008jernational bodies and independent
researchers in the country are mostly based oredagale, survey-based research methods.
These accounts show pervasive inequalities in egucan Pakistan in terms of differentiated
available options of education for different ethnguistic groups in the country. They bring out
variant material conditions, student-teacher ratigender literacy rates and professional
qualifications of teachers. In short, differences shown in terms of ‘context, development,

content and media’ (Hornberger, 1989).

| argue these are superficial accounts primarilyalise of the explanatory limitations in
large- scale, survey-based research methods. HBekyspecificity and they do not engage with
everyday language/literacy practices in instituios a result, they fail to capture the
indigenous experiences, meanings and cultural tiam® Perhaps more importantly, they take

the complex role of social actors in languageséitg practices for granted.

The aim of this chapter is to engage criticallyhatihe major perspectives and empirical
studies on the historical development of languageducation policy in Pakistan. In order to
achieve the aim, | review selected studies on d¢aland post-colonial language-in-education
policies with a particular focus on the methods kygd in these studies. To limit the length of
this chapter, | will not consider the scholarshipguced in the former East Pakistan, the present

day Bangladesh.

63



| organize the chapter into three sections: IrtiBeet.1, | present the location, demography and
sociolinguistic profile of Pakistan followed by ascussion on the sociolinguistic profile of
Pakistan. In Section 4.2, | examine the researcthods and analyses of selected works on
colonial language-in-education policy within Indigiswanathan (1989), Phillipson (1992),
Pennycook (1994), Brutt-Griffler (2000) and reléibem to the recent scholarship on language
policy in education of British India and post-calminPakistan: Annamalai (2005), Durrani
(2012), Mohanty (2006) Khubchandani (2008). In ®ect.3, | closely analyze the research
methods, in particular the survey tools in seledted empirical studies on language policy, in

post-colonial Pakistan.

4.1 L ocation and Demogr aphy

Pakistan, officially the Islamic Republic of Palkist borders the Arabian Sea, between India on

the east, Iran and Afghanistan on the west andaChithe north (see Map 1 in Appendix 1).

The country has a total area of 796,096 squarenkters and a population of 176 million
(in 2011) according to the Population Census Owmgdian (PCO), a body of the government of
Pakistan. The PCO- estimated population of Pakistifiers from the estimates given by
international agencies such as The World Bank (b&8ion) and the United Nations
Development Programme (164.6 million). Pakistan poses seven administrative units:
Khyber Pakhtunkhwa, Punjab, Sindh, Balochistan,dAgashmir, Gilgit-Baltistan and Federally

Administered Tribal Areas (FATA) (PCO, 2011). Thapital is Islamabad.
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4.1.1 Sociolinguistic Profile of Pakistan

As stated in chapter 1, the sixteenth editionEtinologue, Lewis, (2009) lists seventy-two
languages for Pakistan. | now discuss the religbihf Ethnologue data in the context of
Pakistan. Out of seventy-two entries for language®akistan, twenty-five entries have no
source of information at all. Particularly, theléaVing Pakistani languages are reported from
published sources: Aer , Goaria , Ghera , Gurgdéngdavra , Sindhi Bhil , Parkari Koli , Bhaya ,
Vaghri . In fact many of them are reported in apublished report by Jaffery (1999). This

means there might be many more languages in Pakistdare not documentedHithnol ogue.

For the entries which have source-years, the digian of entries over the decades is as
follows: seven entries in 1980s, thirty-seven i®Q$ twenty in 2000 whereas eight are marked
‘no estimate available’. The earliest entry is dat®81 while the latest with just one entry was

made in 2007, thus reflecting the obsoleteneskeoflata.

The evidence of field work is largely restricted morthern Pakistan and is dated:
Languages of Kohistan (Rensch, Decker and HallbE9§2); languages of the Northern Area
(Backstrom and Radloff, 1992); Hindko and Gujarie(Bch, Decker and Hallberg, 1992);

Pashto, (Waneci, Ormuri, Hallberg, 1992), and laggs of Chitral, Decker (1992).

The remaining complex sociolinguistic data of tlweiriry seem to have been inferred
from published sources. In addition, | found indetencies between the data and the source of
information. For the entry relating to Bagri, thewvem source date is 2011. This was, an SIL
study carried out in Rajisthan, Punjab and Haryanbdia whereas the data shown has been
carried forward from the previous editionskihnologue. This is one of many such cases where

there is a mismatch between the source data andatze presented. Some of the following
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entries can be taken as further evidence of ttastdtn Balochi, Balti , Bateri and Brahui . | also
found inconsistency in the number of sources fdries that have sources. Out of forty-seven
entries with sources, seventeen have a single sairmformation, nine have two sources and

the remaining twenty-one have a range of sources three to fifteen.

The examination above raises questions on theityald Ethnologue data. The poor
reliability of Ethnologue data also has been documented by Cambell and Gman(2008),
Hammarstrom (2005, 2012), and Blench & Dendo (200 common observations about
Ethnologue are that the information is dated; there is str@wvglence of over- and under-
reporting, inconsistencies in information and atreely weak system of classification. More
serious issues raised in these reviews relatestdefinition of language used Eyhnologue, and
the unacknowledged complexity involved in the inmpdatation of the laid- out criteria for

distinguishing between language and dialect.

Of relevance to me here is the estimated populatiospeakers of first languages in
Pakistan shown ithnologue. The primary source of these figures is Pakistaatsoonal census
which quite clearly is not conducted on a regulasi§; the latest data available is from the
census of 2001. The other aspect is that the qumestire used in the census for gathering data is
not accessible to the public at any forum as altre$wvhich it is difficult to determine whether
the tool had a section on languages or not. Assyiibidid have a section on languages, it still
remains necessary to examine the manner in whigbstmpns were worded, asked, interpreted
and filled out as these have an impact on the tegalrticularly in a context where the claimed
rate of literacy is about 57 percent (Economic 8unof Pakistan, 2010:145). The poor
infrastructure and volatile political conditions keathe administration of the tool challenging.

As | had no access to the tool, | conducted inférdiscussions with two senior residents to
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understand their lived experiences vis-a-vis tpaiticipation in the national census of Pakistan.
[Ahmed and Ali, 10 August, 2012]. The respondemsficmed that the national census survey
contains a single question on the mother tongueveder, they also pointed out that in many
cases the mother tongue is assessed/inferred tnenethnicities of people. The respondents
reported that the political interference of goveemt political groups, bureaucracy and gender
issues (men reporting on behalf of women) raise®ise questions on the validity of such
claims. Both the respondents share the view thahasallocation of national resources and
assembly membership at the national and provirleials are mainly decided on the basis of
population, the national survey in Pakistan hasrmoliecome a political exercise and may not be
treated as valid. Perhaps a very telling case abeutalidity of the Pakistani national census is
the gap in population estimates reported by govenirand international agencies. For the year
2010, the gap in the population estimates of theegonent and international agencies was
sixteen million. The government of Pakistan repbrfopulation estimates (Government of
Pakistan) as 169 million whereas UN populationnestes for Pakistan in the same year was 185
million. Furthermore, the number of Urdu speak&:§{ million) has not changed from the first

census of the year 1951 (Source: Census 1951)0tb &burce: Census 2001).

4.1.2 Discussion on the sociolinguistic profile of Pakistan

The available sociolinguistic profiles of Pakis{@ahman, 2010; Mansoor, 2003; Coleman and
Capstick, 2012) have largely made use of natioeasgs data and have taken into consideration
the reported number of speakers as the sole eriferilabeling languages as major or minor. In
other words, following the logic of numeracy withoattending to internal variations in the

languages, as well as regional and social varigtiorthem, languages are categorized as major
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and minor languages. The census data are ofterseaiday charged political factions to provoke
ethnic violence in the country. To take an exam@eleman and Capstick (2012: 13) note that
‘for complex historical reasons, the national laage of Pakistan is the mother tongue of a small
minority of the population’. Urdu may or may na bghtly claimed as the mother tongue of 7.5
percent of the Pakistani population, considerirsgdiffusion in Pakistani society particularly
within its urban and educated classes. Also, cenisig the rich tradition of Urdu literature
produced in the Punjab and the everyday use of Uydoeople of that province, it would be no
surprise if Urdu is claimed as the mother tongueadérge number of urban families in the
Punjab and elsewhere in the country. Apart fronecidlying the very notion of mother tongue,
discourse on the language and number of speakdeefy entrenched in the works of scholars
in Pakistan. It tends to assume a one-to-one letlwéen two entities: ‘language’ and ‘people’:
both of them are said to possess similarity and dganeity. By this logic we are forced to
believe that all speakers of Punjabi speak Punjabimatter whether they identify themselves
with this language or not. Whether or not the laggihas undergone changes in recent decades,
the experts still identify them with Punjabi. Asesult, ‘crucial differences within the group of
speakers [are], like in language, obliterated:giraip of speakers could in some way or another
be qualified as “speakers of language X", eveméirtinternal differences were so massive and
fundamental that any reference to commonness aradedimess would be empirically
unsustainable’ (Hymes 1968; Rampton 1998 cited lomBnaert, 2005: 391). Contrary to the
‘idealized notion of language and society’ (Blomma2005: 391), we are informed by the rich
research tradition of ethnographic sociolinguig@cadigms that the use of languages vary along
different social parameters and that linguistic erépre of the people are ‘truncated’

(Blommaert, 2011).
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On the contrary, English is still shown as a bouhaatity in the official rhetoric
claiming it as the official language of Pakistarthwa& promise of replacing it with Urdu in the
next fifteen years (Article 25, Constitution of shkn, 1973). The academic discourse around
English language has also seen it and other larguagrtrayed as what Blommaert (2005: 391)
calls ‘monolithic, uniform and homogenistic’. Deing the role of English in Pakistan,
Coleman and Capstick (2012:15) note that ‘it is ldreguage of government, the military and
higher education. It is the language of power amstme of an elite class that has dominated the
country since independence’. Similar idealizedamiof English come from other scholars such
as Rahman (2002) who notes that ‘it [English] ie thost empowering language in Pakistan’.
Apart from essentializing tendencies, which obscurgportant processes of change that
languages register when they come in contact witierolanguages, such scholarship remains
restricted to seeing languages as permanent obyatisut internal differences. It can be argued
that while English may have been the language lwinzers, it has mixed with local languages
and must have emerged with new characteristics, it.anust have registered changes and
variations in the use of these varieties. Unfortelyascholarly works on English language in
Pakistan have not moved beyond the rhetoric thgti€nis the language of power spoken by

imaginary elites.

To sum up, accounts of the existing sociolingaigtiofile of Pakistan is based on very
dated and essentialised sources of informatiorrelles on folk conceptions of languages,
ignoring important processes of language changsstige, variety, register, stylistics, generic,

and channel-related variety.

| now will examine the perspectives on colonialgaage-in-education policy with a focus on the

methods of investigation and then link the findimgth recent scholarship.
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4.2 Colonial Language Policy

Viswanathan (1989) offers the most comprehensiw®wat of the adoption of the content of
English literary education to the administratived goolitical imperatives of British rule. She
explores the relationship between institutional@atof English in India and the exercise of
colonial power manifested in the process of culaicselection. Drawing on Gramsci’'s (n.d.)
writings on the relations of culture and power, Wasathan’s central argument is that the
introduction of English in the Indian curriculum the manifestation or representation of
embattled responses to historical and politicakguee and tensions between the East India
Company and the English parliament, between paginand missionaries, and between the
East India Company and the Indian elite classesw&nathan, 1989:10). Based on an in-depth
examination of archival sources of British Indi@ducational policies, she explains that certain
humanistic functions were attributed to Englislkeritture and that it was largely turned into an
ideological instrument in which it was linked witproper development of character’ or
‘civilizing the natives’ (p.24). The aim was focadsen ‘raising’ the Indians to the intellectual
level of the British which then helped constitute power asymmetry between the colonizer and
the colonized. Viswanathan (1989) claims that theagry motive was to control and dominate,
whether it was the Orientalist faction arguing toaining British administrators and civil
servants, learning the local languages and cultrésaglicist factions advocating the spread of

English language and culture.

While the historical accounts and arguments preskintthe work appear plausible in the
face of strong documentary evidence, the resedscliecus was on examining the textual

manifestation of curriculum changes.

70



Phillipson’s (1992) account of language-in-edugafolicy in India is quite dated now;
however, it is still the popular account of coldngglucation policy in Pakistan. For instance
Mustafa (2011) draws her arguments from Phillipgb®92) who weaves grand narratives of
imaginary core and peripheral countries restingttos assumptions that English learning has
served the interests of the receiving countriestarddonors and which then has contributed to
perpetuate North-South inequality (Phillipson, 1992 The complex colonial educational
language policy and practices have been simpldiedi linked to abstract imperialistic designs of
imaginary core countries. The core countries arewshas perpetrators and the periphery
countries as innocent victims. The evidence fohsluitks has been largely gathered from the
idiosyncratic interpretations of the works of otlseholars and reports of different agencies. At
best, the work offers some insight into colonialgaage-in-education policy of India with little

empirical evidence.

Pennycook (1994) adds a valuable metaphor: that®#inging pendulum’ (Pennycook,
1994:78) to signify the fact that both the Angliasd Orientalist factions of the colonial regime
were two sides of the colonial coin with a commenaminator of control and domination of the
local population. He rightly suggests that the iBhitanguage-in-education policy should not be
seen as the victory of one camp over the otherthntt there were competing discourses that
operated/existed in British educational policesifercolonies. Drawing on historical accounts,
policy documents and particularly the work of Viswthan (1989), he argues that colonial
education policies were significant not only be&aos the spread of English that they brought
about but also because of the increase in studigsglish that they produced (Pennycook,
2004: 6). The key method employed by the researchéhe discourse analysis of written

documents, Macaulay’s minute of 2 February 183ponts produced by different governmental
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organizations and other empirical studies on calol@inguage policy in India and elsewhere.
The conclusion he draws is that educational paioiethe British in colonial times must be seen
in the context of the economic and political inggseof colonialism and as part of the shifting

discourses on colonialism (1994:82).

Brutt-Griffler (2002) shows the inadequacy of theedry of linguistic imperialism
(Phillipson, 1992) in accounting for the complergliistic processes by which English has
spread and argues that the locus of language ispiech community rather than geographical
territory ( Brutt-Griffler, 2002:11). She rightlysaerts that the specific school community should
be seen as one unit of analysis for the investigatif language policy and practices. It is a
groundbreaking study for the field of language @plof colonial times in which Brutt-Griffler
(2002) critiques the use of purported politicalgms such as imperialism, colonialism, neo-
colonialism and underscores the importance of takito account the agency of locals. Drawing
on Hornberger (1997), Brutt-Griffler states thatiabactors should be seen as ‘active shapers’
(Brutt-Griffler, 2002:63) and she argues for theagnition of bottom-up language policy as

well.

The author employs to discourse analysis of edoieakipolicies, commission reports and
presents the statistical overview of education siaAfocusing on the comparative number of
students in vernacular- and English-medium schimo{Seylon, the Federated Malay States and
the Unfederated Malay States; she also examinetotabnumber of vernacular- and English-
medium schools along with the varying percentadediféerent ethnic groups (Brutt-Griffler,

2002: 191-195)
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| now discuss the common threads in the literatureeyed above in the light of more
recent reviews and accounts on language-in-edungatfmolicy of British colonial rule in India
Annamalai (2005), Durrani (2012), Mohanty (2006 hukchandani (2008), and Ramanathan

(1993).

From the literature review presented above, it ballclear that the language-in-education
policy of British India was largely a ‘contestedrten’ (Brutt-Griffler, 2002:62) with multiple
perspectives and interpretations ranging from goenmlistic design plus a civilizing mission to
fulfilling the economic purposes of the colonial @ne. However, the common perspective and
interpretation is that British colonial educatioolipy, though using different strategies in
response to the economic and socio-political chghe of the time, had control and domination
at its heart. Creating differential access throwaffierential institutionalization of languages
seems to have been the major strategy adopteditishbBindia. As Khubchadani (2008: 371)
notes, in actual terms, three patterns of educatimerged in British rule: (1) the vernacular
medium in rural areas for primary education; (2¢ tBnglish medium in urban centers for
education of the elite; and (3) the two-tier mediuhe vernacular for primary education and
English medium for the advanced stages in towns Thplications of these differential
educational pathways with variant distribution afglistic resources in them is very well
captured by Ramanathan (1993) in her ethnograpgnglish teaching and the textbook in
state-mandated vernacular- and English-medium $shdbe findings show that the divergent
English instruction in these settings contributesthte construction of two different kinds of
student populations with implication for unequadtdbution of linguistic resources and, in turn,
social goods. A more or less similar social imglma of language policy in the Pakistani

context is documented by Durrani (2012:37). Sheuesgthat as access to English was
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differential in colonial times leading to socialiiion, the current Pakistani education system
perpetuates this division between English-mediunncation for the elite and Urdu-medium for

the rest.

The second important thematic thread in the suofditerature is the top-down manner
of British language-in-education policy implemerdat where the key actors are the colonial
administrators, the British parliament and the upmass of the Indian population; little evidence
of locally-informed language policy is found in Bsh India. It can be argued that the manner of
formulation of language policy and its implemergathas not changed much over the years. As
Durrani (2012:38) notes, current Pakistani sclsotard policymakers continue to pursue a top-

down education policy that fails to account fordthg- informed communicative practice.

The survey of literature also shows the monolingsslumptions behind the language-in-
education policy of British India where only a féanguages were selected for formal schooling
under the regime and the remaining local languagee regarded as deficient. It is important to
note here that the legacy of monolingual languagediucation still sways the language policy
landscape of both India and Pakistan. Mohanty (R208ports that education in India largely
remains monolingual as he notes (2006: 279) ‘On whwle, education in India is only
superficially multilingual and it remains monolirguat an underlying level'. Durrani (2012: 37)
reports that despite the rhetoric at the policelef the strengths of multilingual education, key

social actors such as teachers are ‘hesitantciogréze the use of multiple codes in education.

The analysis of the survey above shows scholassiqmupation with the economic and
socio-political struggle involved in the use of Eslg for educational purposes. It shows that the

differential institutionalization of languages lemlthe creation of linguistic and social hierarchy

74



in colonial and post-colonial India and PakistarrititWg about the state of English in Indian
education system and its social implications, Analarif2005: 35) reports that English actually
reproduced inequality not only in terms of langupge se but also by its varieties. Annamali
explains that there are several varieties of Ehginsindia with a few that are privileged, the
mastery of which ensures social and economic distin. Similarly, multiple varieties of

English have been reported in Pakistan (Rahmaril;1B&umgardner, 1993; Mahboob, 2009).

However, the social implications of the use of thearieties are less explored.

In this section, | have shown that major accowmtthe language-in-education policy of
British India are largely constructed on the badiarchival sources and policy documents since
these are the sources that are generally usedstorical accounts. | have also shown that the
colonial language policy is probably best describedcontested terrain’ (Brutt-Griffler, 2002:
62) with a multiplicity of interpretations. | hawsso explored some common grounds in these
accounts and have shown their resonances in saeetneorks. In the next section, | present an
in-depth analysis of the key empirical studies gmatly 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 (1Z8%®, 2004) are the key empirical studies
in the area of language-in-education policy (LIER)Pakistan. As | show below in my
examination of these and a few other recent woskeim, 2011, and Coleman and Capstick

2012), Mansoor takes a descriptive approach to LERwing on survey work while Rahman
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takes a critical approach. In the review belowgdus particularly on the methods, analysis and

findings of these studies.

Mansoor (2009) examines the role of regional laggsaof Pakistan in higher education.
The aim of the study is to highlight issues andceons for language planning in higher
education. This is then achieved through investigathe differences in students’, parents’ and
teachers’ language attitudes and language use vereEhmeasured by using a questionnaire,
conducting interviews and documentary analysis. dinestionnaire is not made available in the
report. As the study intended to capture ‘real-aiaghquiry’ (2009: 35), it involves students
(N=2163), teachers (N=121) and parents (N=63) fatinthe provincial capital cities in Pakistan
through the use of multi-stage cluster samplindnsttatification. Using univariate analysis, the

following trends are shown:

1. percentage distributions of available materialdifferent mediums;

2. students’ competency in speaking and writing inrtivether tongue;

3. language use by students in different domains andey;

4. reasons for learning English;

5. teachers’ and parents’ recommendations for meditinstruction at various levels of

education.

The results show that a majority of students frdma private sector received English
medium of instruction teaching whereas the majasftgtudents from the public sector received
Urdu medium of instruction at different levels @hsoling. The regional languages are seen as
deficient for educational purposes because of #lo& bf material produced in scientific and

technical subjects. In terms of the language coempet of students, the results show that there is
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a wide range of levels of spoken and written preficy amongst students, teachers and parents
in their mother tongue. However, students’ hightten proficiency in mother tongues is
reported to be very low. Significant associations made in language use and gender in the
family domain: males reported most use of the nroteague and regional languages as
compared to females. In terms of language attitatlepverwhelming number of participants
showed a highly positive attitude towards, and efggence for, English. The motivational
orientation to learn English is found to be maimlyits being instrumental for getting jobs or
studying abroad. The study also illustrates thguage shift from mother tongues to national

language i.e. Urdu among speakers of Punjabi amdhSianguages.

In her earlier study, Mansoor (1993) reports on ifaki university students as
positively- oriented towards English mainly for tnsnental reasons. The result was later
confirmed by her doctoral work (2003). Her PhD studvolves 2136 students. The data
collection involves the use of a bilingual surveyesgtionnaire in English and Urdu for teachers
and parents, and unstructured interviews and iddaliand group interviews. A short English
language proficiency test comprising reading, cahpnsion, vocabulary and structure was
adapted from IELTS and the Michigan English TesEnglish Language Proficiency which was
administered to assess and correlate the respaa@ehicational background and their level of
English. This was complemented with document amalgé the Constitution of Pakistan,
educational reports and policy documents from thbffié eras and economic survey reports

produced by government of Pakistan.

About the aims of the survey, Mansoor notes (20@®), ‘great care was taken to get a
representative sample’. The quantitative data wasyaed through the use of statistical tests and

the document analysis mainly focused on contenlysisahrough working out the frequency of
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issues explored as found in the documents. Thetatinae data for the study comes from audio-
recording of interviews with educational ministepglicy makers, teachers, administrators,
parents and students and their views were presergdshtim. The classroom language of
instruction was also measured through the use etoqpunnaires, while group interviews were
conducted to ascertain the medium of instructionl@ssrooms. This data was then analyzed in
the light of current language- in- education polimcuments. The researcher asserted in the light
of the results that the policy has led to a sitratvhere students neither have sufficient material
in Urdu, nor the required language proficiency mghsh and that this situation is perpetuating
the existing divide between private and public @estudents as a result of the differentiated
medium of instruction for them (Mansoor, 2005: 34&nhportantly however, the actual
language/literacy practices in this study weretakén into account. In other words, the context

of communication was assumed.

4.3.1 TheCritical Approach to Language Policy Study in Pakistan

Rahman, through a series of substantive works 192996, 1999 2002, 2004a, 2004b, 2010a,
2010b, 2011) illustrates the politics of languaigereifying inequality, power differentials vis-a-

vis the role of ideology, and the continuity oftbiscal discourses in constructing/sustaining the
asymmetrical relations of power in different ethnguistic groups in Pakistan. However, | have

selected his works on LIEP (2002, 2004a) for revéavthey are more relevant to my project.

Rahman (2002) primarily aims to connect languageni@g with language, ideology and
power among the Muslims of Pakistan and north Intire second aim of the work, as Rahman

notes, is to offer ‘a comprehensive study of wlaaiglage-teaching policies were adopted and
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how the people responded to them’ (Rahman, 200R: IR4s important to point out the key

assumptions of the author about how language p@hasks and about the question of power,
ideology and worldview. These assumptions are Igleaanifested in the form of questions he
sets to answer in this study: “Does the state hmvadeological aim when it enforces the
teaching of certain languages, through certaingpitessd books in educational institutions?”,
“Does English bring Pakistanis in contact with Western world view?”, “Is it in the interest of

the West that this should happen?”, “If so, is tvhy British Council and the American Centre

make efforts to teach English to Pakistanis?” (Ramn2002: 22).

Suffice to say that the questions have strong weesmes of Phillipson’s theory of
linguistic imperialism (1992) and Skuttnabb-Kangd®89) notion of linguicism as discussed in

section 5.2.

In order to determine the ideological content, lHreguage textbooks from grade 1 to X
was analyzed by Rahman (2002) with referencel@anisPakistani nationalism and militancy.
The frequency of these words is then expressedeaemages of total number of lessons at
different level of schooling, language and provimdse. The varying percentages for the use of
these words are interpreted by the author as “adpcdl content” (Rahman, 2002: 518), in
different languages, taught to school studentgfferdnt provinces. The author then links them
to the design of an imagined state. In his worlds State uses the motivational power of religion,
patriotism and romanticized history to create aifahki identity which supersedes kinship,

regional or ethnic identity’ (Rahman, 2002: 519).
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This analysis is complemented by the findings afuastionnaire administered to 1519
students in different urban locations. The avadafpliestionnaire is in English. However, the

author mentions the use of an Urdu version of thestijonnaire as well.

As stated above, the key tool for the data coldects the questionnaire structured into
two parts titled ‘Questionnaire on Language-teaghand Ideology’. In the absence of general
instructions, and the aims and objectives of tlod, thhere seems to be a great deal of confusion
on the part of respondents about the purpose dittity. To begin with, the questionnaire opens
with factual questions requiring respondents tediveir names (optional), age, gender, grade,
and mother tongue which the author assumes to éepoly. The items take the form of actual
guestions ending with a question mark followed Wy pptions: ‘Yes’ or ‘No’. For the sake of
analysis here, the items can be classified intotiyes : W-h words items seek information on
the medium of instruction in the school, i.e. ifstthe mother tongue or not followed by closed-
ended statements in section two intended to adbeswviews of the learners as to which
language or languages should be taught in schdwther one’s mother tongue should be used
as the medium of instruction; whether higher jolesavailable in English, Urdu or in the mother
tongue of the people of province; and also, wheHraglish-medium schools be abolished. The
other focus of the questionnaire, on ideology, cenme the form of statements seeking
respondents’ views on the ideological content airthanguage textbooks, and whether the
narratives of the text are correct or not.

Part two of the questionnaire that is composechen form of statements followed by
Likert scale options (‘strongly agree’ to ‘stronglisagree’) intends to measure the ideological
loading in language teaching by asking questionsemsitive and contested political, social and

religious issues : whether religious laws shouldifmglemented, whether Muslim religious
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minorities and other religious minorities shoulddreen equal rights. Similarly, items deal with

military budget expenditure and Pakistan-India ozl relations and also focus on media and
political issues. For instance, the statementsoofesitems read: “make the press completely
free”; “establish democracy fully”; “make TV/Radammpletely free”. One wonders about the
interpretations of phrases such as: ‘completely, fdemocracy full, mother tongue’. It is also not
clear as to how the contested concepts used iqubstionnaire such as ‘democracy’, ‘ideology’

‘Sharia’h law’ (Islamic law) would be understood lig respondents keeping in view their age
and exposure to debates about these conceptsertissthat the questionnaire was primarily
created from the author's own interpretation of fleenomena without any regard to the
knowledge and practices of the respondents.

It is also worth illustrating here that the desigreé the questionnaire has certain
contestable assumptions about language use irrabass in Pakistan. These were reflected in
the ‘Yes’ or ‘No’ choices given. While the responti® experiences of the medium of
instruction may have been very different acrosse ¢hrriculum, topics, teachers’ personal
language preference, on task, off task, in thesobasn, out of the classroom, their choices to
report have been constrained by ‘Yes’ or ‘No’ opio The fundamental problem with ‘Yes’/
‘No’ options is that they restrict the respondeimserpretation of the phenomenon by closing up
the spaces for expressing themselves. In other sydords the writers’ interpretation of the
phenomena manifested in the questionnaire itemhhsatto be either approved or disapproved
(Block, 1998). Likewise, the fundamental problenthamthe use of Likert scales is that the
respondent may not mean the same thing as doegu#stion writer (Alderson, 1992). One
person’s “strongly agree” may be much stronger fenassionate than another’s. In addition,

the empirical investigation on language use indlassroom and media in Pakistan also contests
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the black-and-white ‘medium of instruction’ assumptof the author (Khan, 2004, Rasul, 2008;
Qadir and Rasul, 2009, Abbeisal, 2011).For instance, Abbaat al (2011: 104) note that code-
mixing is widely used in classrooms in Pakistan.like vein, Khan (2004) reports that the
students of Karachi University code-switch betwdemglish and Urdu frequently in their
classroom discursive practices.

The most confusing aspect is the analysis in wHiobct correlations are made between
the data and the assumed social categories. Tharcber then draws the conclusion that the
educational enterprise is largely unorthodox amaveational in Pakistan (Rahman, 2002: 531).
He also concludes that the feudal lords, clergyeducracy and military are perpetrators of all
evils (Rahman, 2002: 532). While these claims magnay not be true, they do not have valid
empirical bases. Perhaps more importantly, thepatdhighlight the language/literacy practices
in the institutions which are discussed.

Rahman (2004a) is another book-length study of &ittut, inequality and polarization in
Pakistan with very similar methods, tools and cosicins. This study involved some 1924
participants selected through stratified randompenrg from the list of educational institutions
provided by the government of Pakistan. The primmasgarch tool was a two-part questionnaire
written in English although the researcher mentidne use of an Urdu version of the
guestionnaire (not provided in the report). In &ddito the questionnaire, examination results of
matriculation from the Board of Intermediate andc@wlary Education Rawalpindi were
collected.

The untitled questionnaire without any generalpecsic instructions for the respondents
began with the instruction of not writing the parabname but the name of the institution. It

then opened abruptly with a series of items inftren of actual questions for the teachers
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surveyed, including with question marks ‘occupatiof spouse’, ‘ranks’, ‘titles’, ‘average
monthly income’,  ‘occupational status’, ‘salary'grade’, ‘income from all sources’,

‘qualifications’, and ‘medium of instruction in wth they studied and their children’ .

The first part of the students’ questionnaire fileut by grade 10 students, required them
to report their ‘father’'s occupation’, ‘his ranktjtle’, ‘occupational status’, ‘salary’, ‘grade’,
‘income from all sources’ and ‘mother’'s occupatiofrank’, ‘title’, ‘occupational status’,

salary’, * grade’ and ‘income from all sources’lte responded to by * yes’ or ‘no’.

The second part of the questionnaire included itémas were written in the form of
statements followed by three options: (1) Yes,N&) and (3) Don’t know. The content of these
items included contentious religious, political amtological issues: the issue of disputed
territory between India and Pakistan, the poligdizeligious issues between majority Muslims
and minority Muslims, and other religious minorstien the country such as Hindus and

Christians and the issues of rights for men and &oas in Western countries.

The answers to these questions are then interpmated shown as ‘Militancy and
Tolerance’ among different strata of the sample mdced with the medium of instruction as
well as the educational policies of the countrycsinndependence to the present times. The
analysis was carried out by largely showing thdistteal differential between educational
budgets, monthly incomes, average monthly tuites teacher-student ratio, and cost per year
per student, and by tracing the historical rootgefjuality in education. The key findings of the
study show varying access to educational institigtiamong different social classes, varying
spending of state resources on educational instisit polarization of worldviews among

teachers and students of different educationaltuisins, commercialization of education in
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Pakistan, and differential access to English laggu&®ahman, 2004: 147-153). In addition, the
analysis links educational institutions with theation of asymmetrical social classes: ‘the rich
and the powerful are found in the English schopts/éte elitist and cadet colleges) as well as
private universities; the lower middle classes amiking classes go to Urdu medium schools

and public universities’ (Rahman, 2004: 148).

The study of languages through large-scale surieeg$so found in the recent study by
Shamim, (2012) that looked at the issues, chalkergel possible solutions in the discourse of
English as the language for development in Pakisté&e survey was carried out through a
guestionnaire in public sector universities of Btd. The total number of students who
responded to the questionnaire was 3552 while ifghir teachers also responded. The
guestionnaire was not provided in the publisheantepn this project; however students’ family
income and examination scores were correlated aggepted in the form of a bar-graph. The
positive correlation between students’ income dredrtexamination scores was linked to their
schooling types. The researcher concluded thaetisean urgent need to provide relevant and
high-quality English language programs for learnerpublic sector universities to enable them
to compete with their more fortunate counterpgi®hamim, 2011: 9). It is interesting to note
that teaching-learning practices are described ontgrms of methods of teaching without any
reference to the empirical evidence regarding tleémed methods of teaching. However,
Shamim (2011: 9) asserted that in public sectoo@shthe grammar-translation method through
Urdu and/or local languages is used in crowdedgeunesourced classrooms while in private
schools English is the medium of instruction arithual discourse is commonly used. This has
created what Shamim describes somewhat dramatiaally ‘a state of language apartheid’ in

Pakistan (Shamim, 2011: 11)

84



Coleman and Capstick’s (2012) study gathered dative different ways: through a
series of policy dialogues held in the major cities Pakistan, through discussion with
participants in the annual conference of SPELT i@pcof Pakistan English Language
Teachers), through a half-day consultation with raug of provincial education ministers,
through a series of radio phone-in programs in MirAJK (Azad Jammu and Kashmir) and
through unsolicited written contributions from maens of the public (Coleman and Capstick,
2012: 18). The opinions of participants are presgras findings of the study against the
backdrop of statistical accounts of literacy, nuacgrand educational poverty in relation to 17-
22 year olds, amongst speakers of different langsiag the country. It is telling to note that all
the respondents with diverse socioeconomic andatidmal backgrounds in Pakistan are shown
speaking standard English without any local tradés 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 poliajietun Pakistan have looked at policy at the
national level, largely concentrating on policy downts, archival sources and interviews with
policy makers, and tracing the history of languéig®ugh historical records. Whereas these
studies present clear evidence of the power asymna@iongst different social groups, their
focus remains on the macro arenas of languageyp@ a result, we still do not know what

happens in real life in concrete settings.

The models of bilingual education proposed by satsobnd journalists in the country

(Table 2) show strong traces of the popular dissewf linguistic human rights (LHR) around
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bilingual education in Pakistan. To begin with, fuggested models are not based on the actual

multilingual realities of in Pakistan. The suppogtiresearch evidence is anecdotal (Coleman,

2010, Rahman 1999). The available research hasdeg®lucted outside the walls of schools. As

a result, particularity and concreteness is missiegms such as mother tongue, home language,

language of the environment, and even languageseated as neutral, essentialist or even static

concepts.

Table 2: Proposed Models in Pakistan (Mustafa, 2p1151)

T. Rahman

Levels Medium of Instruction Languages Taught as
Pre-primary Mother tongue Subjects

Grades 1-2 Mother tongue Urdu and English
Grades 3-10 Urdu Urdu and English
Grades 11-12 English English and  mother
Tertiary English tongue

H. Coleman

Levels Medium of Instruction Languages Taught as
Pre-primary Home language only Subjects

Grades 1-2 Home language only -

Grades 3-5 Home language -

Grades 6-9 Urdu Urdu
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Grade 10 onwardsEnglish Home language and
Tertiary English English
English Urdu and home

language

Z. Mustafa

Levels Medium of instruction Languages Taught as

Pre-primary Language of environment (LE) Subjects
Use mother tongue
(MT) if different from\
LE to induct child into

Grades 1-3 Language of environment LE

Grades 4-6 Language of environment Udu and MT if

Grades 7-10 Language of Environment or Urg

Grades 11-12

(if preferred) and LE not develope
sufficiently
Offer choice between English ar

Urdu

udifferent from LE

Ecbrdu and English

Urdu/LE and English

What is perhaps more interesting in the suggestatkia above is the tacit assumption of

linear progression of language learning in spettiperiods of time and the smooth switch from
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one language to another. In all the three suggestatkls, indigenous languages are not seen as
resources to be developed simultaneously along théHanguage of the former colonial power
and the state-mandated language, but rather amnsition from the local languages to official
and national language. In other words, the propasediels seem to suggest hegemonic
bilingualism (i.e. in English and Urdu) where theaultiingual populations of schools and
teachers are supposed to move from their own layeguto the official and national languages of
the country. In short, the scholars do not feelrtbed to invoke empirical data to support their

suggestions.

4.4.1 Bilingual Education and the discour se of Linguistic Human rightsin Pakistan

Bilingual education has largely been promoted blyokars and popular writers in Pakistan
mostly using the frame of the linguistic human tgyiparadigm (LHR), a paradigm often
associated with the works of Skutnabb-Kangas andlij3bon (ed. Skutnabb-Kangas and
Phillipson , 1994; Skutnabb- Kangas, 2000, 20G8)proponents in Pakistan give the general
impression that minority languages are in greagdanf extinction because they are not used in
the power domains such as the military, educateom, or parliament, whereas major languages
such as Punjabi, Seraiki and Pashto are too b tkilled easily. Rahman (1996:4) notes that
“the other powerful language can be called a é&dilllanguage... however; Punjabi, Seraiki,
Pashto and other Pakistani languages not usee idaimains of power are too big to be killed so
easily.” Following their now outdated theory ohgjuistic imperialism and linguicism, scholars

have classified English as a ‘killer language’ (Maor, 2005, Rahman, 2004, Mustafa, 2011)
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without invoking empirical data and neither takingp account the conceptual problems of the

version of LHR promoted by Skutnabb-Kangas.

| now illustrate some fundamental problems with LHR

LHR is mathematically represented by Skutnabb-Kan@Q98:5) as follows: Language
rights + human rights = linguistic human right, atishows that language rights are a type of
human rights. Although seemingly a simple equatibare are complex theoretical and practical
problems behind this formula in which language tsgare constructed as being synonymous

with human rights.

LHR encompasses the right to maintain and develoghen tongues. It implies, at an
individual level, that all people can identify pigely with their mother tongue and have that
identification accepted and respected by otherstiveletheir mother tongue is a minority
language or a majority language. It means the rigHearn the mother tongue, orally and in
writing, including receiving at least a basic edigain one’s mother tongue, and to use it in
many official contexts. It also means the righletarn at least one of the official languages of the
‘country of residence’. In other words LHR framés promotion of bilingual education through
a universal human rights paradigm. According to tB&lbb-Kangas ‘one of the basic human
rights of persons belonging to minorities is—or @idobe—to achieve a high level of bi- or
multilingualism through education...education papttes in attempting and committing

linguistic genocide in relation to minorities’( Skuabb- Kangas 1994:626).

One of the central criticisms leveled against migoanguage rights (MLR) is that it
essentialises the language and the groups concdixiad them eternally at a particular (usually

long-past) point in time and offers simplistic agots of language-identity links. According to
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May (2005: 327), this often-unquestioned languagefity link is then used, in turn, to justify

any associated ‘collective’ language rights claim.

The LHR view promoted by Skutnabb-Kangas preseatgydages as very broad,
bounded, homogenous systems. Nations and comnsiaitieidentified by bounded systems at
all times and in all spaces without empirical ewicke to support this view. In the case of
Pakistan, its proponents identify large communitiéh unbounded homogenous systems such
as the Punjabis by Punjabi language, the SindhiSibglhi language, the Balochi by Balochi
language, majority vs. minority language and thiag@eakers of a given language have the same
linguistic repertoire, motivations and rationale are similarly attached with the languages they
speak. Perhaps a telling example of essentialishmguistic scholarship produced in Pakistan
can be taken from the work of Rahman (1996: 119) wtes, “.... because the Punjabi ruling
elite, in collaboration with the Mohajirs, wanteal ¢olonize and exploit Sindh so that Sindhis
would not have ‘separate governments of their owrere Rahman imagines a similarity of
linguistic repertoires, social and regional vada# of Urdu, Punjabi and Sindhi amongst the
hugely multilingual speakers and puts them in separategories: Urdu, Punjabi and Sindhi. Put
differently, here we see an essentialising angirejfof languages and establishing unquestioned
language-identity links in speakers of Urdu, Sindhd Punjabi. The intended outcome is the
establishment/construction of a battlefield of lisjic inequality in which all speakers of these
languages are shown to have become oppressors iatichsv of one another. Similar
essentialisation of languages and language-idefitiks have been found in other works
(Rahman, 2000, Mansoor, 1995, Mustafa, 2011). Toexel agree with Blommaert who notes
that LHR and its proponents often promote poligdiznarratives produced by politically

mobilized ethnolinguistic groups without attenditg ‘internal inequalities’ in the languages and
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that ‘diversity and inequality is reduced to int@nguage diversity and inequality’, i.e., diveysit

and equality within particular units conventioyathlled language is not treated.

The data makes me concur with Blommaert's (200]): $88ement that: ‘what counts is
not the existence and distribution of languages thoelavailability, accessibility and distribution
of specific linguistic communicative skills such @ampetence in standard and literate varieties
of the languages, therefore granting a member rafrerity group the right to speak his or her
mother tongue in the public arena that does nelf isnpower him or her’. He further points out
that people can be members of the majority commiuret remain thoroughly disenfranchised
because of the lack of access to status varietiiseoso-called ‘power languages’. This is the
case in SC and SB schools in Pakistan where speak@articular languages are in a majority
and have access to the so-called powerful languiagié® country, yet they remain powerless.
One of the reasons for this is that access to peeific communicative skills and specific

varieties of English and Urdu valued in the lab@rket is regulated.

By implication a critical and reflexive form of buistic inquiry should take into account
the variations and differential values attributedvarieties within the languages. Ignoring them
according to Blommaert (2001:136) would mean ‘oveking the political economy of
linguistic-communicative resources in society.” Tlhadamental problem with MLR is that they
merge/coincide the ‘linguistic community (an idegital unit) and ‘speech community’ (an
ethnographic unit) perhaps because of the methoels émploy in the study of languages in

society.
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4.4.2 Reflections on these Schools obser vations

My observations, interviews and audio-recordingffitial medium of instruction policy
and actual classroom language use in the four $sghdocumented in chapter 7, show that the
linguistic inheritance of colonial times of bilingu education in English and Urdu/Hindi
continues to be practiced until the present dawialty and perhaps even now, the question of
who does or does not become a full bilingual aridebate is overshadowed by a nationalistic
ideology in which Urdu is claimed to be promoted.the government level, the controversial
guestion of the medium of instruction—Urdu medius English in public/ private schools has
been debated and policies implemented on an expetah basis without having empirical
evidence of the languages practices in Pakistdrmoas. While the current language policy of
the country (NEP, 2009) theoretically addresseswvittkening gap between students in private
and public sector schools, there is a dearth adaret on the actual practices in schools and

classrooms.

In reality, schools in Pakistan have respondececfitly to the discourse of one nation
and one language. While in theory all schools uphioé nationalistic discourse of Urdu as the
national language, in actual fact the programs thedactual discursive practices in classroom
show complex responses. In the case of SC, thergment school, the discourse of nationalism
is compulsorily enforced. On the other hand, SRegia false impression of having English as its
medium of instruction, using this as a businesatesfyy to attract more students. In a like vein,
while SD claims to be teaching Arabic and linkstto the Muslim identity, it seems that this is
primarily a niche-marketing strategy targeting tnaderprivileged segments of society. It is

probably only in SA where children are trained éxdme bilingual and biliterate in English and
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Urdu. However, the main focus is on English andréhis minimum compliance with the

requirement that Urdu should be taught.

Thus, there is some evidence from the study oeiptoitation of linguistic resources by
social actors to serve their personal and institati interests. At the same time, there is also
evidence of adherence to nationalistic and religidiscourses by schools. While social actors
such as those in this study claim to take prideheir local languages and literacies, their
attachment to their languages is often subsertestrong socioeconomic interests which in turn
guide their response to policy. In many ways tlssioom language use practices of SA, SB and
SD are the local school and community’s respongbhdaentralist language-in-education policy
which does not seriously address the question w#ldping Pakistani children as bilingual and

biliterate.

One explanation of these phenomena comes fromisheyof the modern nation-state
taking from thesighteenth and nineteenth centuries onwards. Tnsbe understood as being a
kind of moment of crystallization of the nationaarket and the idea of nation-state as being the
way everybody should organize themselves. Hobsbd®®®0) argues that the rise of the
bourgeoisie and capitalism made it useful for theemying industrial bourgeoisie to organize
themselves through national markets. This was dongave privileged access/ control of the
market with clear boundaries, relationships ackisigh could then be regulated, state-to-state.
He further argues that these markets were legiéichithrough the notion of a homogenous
population with a long standing history of occuyierritory which then legitimized particular
historical boundaries. For a number of reasons élaéntially had to do with the regulation of
social inequality, institutions like education westablished which were about forming national

citizens, establishing a legitimate history andlittan, and standardizing language so that it was
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understood to be the legitimate language of themaln other words, institutions were erected
to produce, reproduce and legitimize the ideolofglaoguage in which what counted as normal
behavior was to have a population that shared guksge, history and a set of cultural practices,

and in addition occupied a certain territory dedifg clear cut political boundaries.

To conclude, the studies surveyed above show a eumidbcommonalities: First, the
context of communication is assumed in all the issdSecond, they tak&thnologue, national
census data, local board examination results aatiststal accounts given by international
agencies for granted. Third, they strive to getresentative samples. Fourth, they use
guestionnaires for the study of language and kiesawithout attending to the validity of the
tool. In short, scholarship in LIEP in Pakistan hgisen little importance to everyday

communication practices in educational institutions
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Chapter 5: The Research Sites: Communities, Schoasd Classrooms

Overview

This chapter describes the sites selected for msgareh work, and focuses on the salient
characteristics of the communities, schools andsela observed in the study. | show that the
sampled schools serve communities with very diffesocioeconomic conditions. | also show
differences in linguistic resources of social astdouildings and facilities, classrooms, and
student-teacher ratios. Although all four selectéds are located in urban areas, the specific
localities where they are situated are reflectif/¢he socioeconomic status of the communities
they serve. | suggest that the socioeconomic dsioas of a community have links with the
linguistic resources available to them through stho

| organize this chapter in two sections: in sectoh, | present comparative information about
the selected schools—Ilocation, tuition fee, studeather ratio, parents’ occupation, and the
dominant language used in the community. In sedi@n | present the ethnographic profiles of
the research sites— the community served, theitotabuilding and facilities, classrooms and
details regarding the teaching staff. In sectio, 9. 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

| show below the salient characteristics of theosth selected for this study (table 1)

Table 1: Comparative information about the schools

School Location Fee/month Parents’ Occupation Total Total Average Dominant
uUss$ Student Teacher Class Size | Language in the
Population | Population Community
in 2011 in 2011
SA Clifton District South 14,000 150 Businessmen, financial advisors, 300 26 1:30 English & Urdu
Karachi accountants, bankers, feudal lords,
doctors, engineers, media personnel, |
specialists
SB District Malir Karachi 1200 13 Fishermesahool teachers, office 2,280 159 1:33 Balochi & Urdy
assistants , sales workers, bankers
SC Quetta No fee | No fee Laborers, junior police officials, 1200 45 1:65 Pushto
carpenters, drivers, janitors and cleang
SD Central Karachi e Nofee Nofee Cattleniag, pushcart vendors, labor 120 12 1:10 Mix of Sindhi,
cottage industry, rickshaw/ taxi drivers Punjabi, Pushto,
Seraiki
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5.2 Ethnographic Profiles
In this section, | present the ethnographic prefié the sampled schools with a focus on the
community served by them, material conditions @f $kchools, classrooms and details regarding

the teaching staff.

5.2.1 School A (SA)

The community served by this school mostly comgrigeople who are either entrepreneurs or
holding senior positions in multinational and/otioaal organizations. It is difficult to work out
the dominant L1 of this community. However, theonamon linguistic denominator is the
relatively higher degree of proficiency in Englisind Urdu. Most communication amongst
community members takes place in English and Urdh frequent code-switching from one

language to the other. However, officially the muliof instruction (MOI) is English-Only.

Members of this community live in big, expensiveubes. Many of them employ personal
drivers, security guards and other domestic stafiost have some members of their families
residing in the USA, Canada, or a European coutoth male and female members of this
community either run their own businesses or waerksénior positions in banks, the armed
forces, telecom companies, the stock exchange,arealises, etc. Children are encouraged by

their parents to speak in English.

The grades taught in the school are from 6 to & # mixed-gender school housed in a two-
storey residential bungalow built on a plot of ab8000 square yards. In all, the school has
twelve classrooms: each floor has a staff room w#parate cabins for teachers and a well-

maintained separate toilet facility for boys andsgiApart from classrooms, there are rooms
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assigned for laboratory work, science exhibitiond an arts room. The building has a separate
space for the housekeeping staff, with janitor reamn each floor. All classrooms, staffrooms,
and offices are air-conditioned. The school haseahe area where the children of teachers are
cared for during the school hours while their motleae at work. The open areas at the front and
back of the school building are used for sportsas greeted by everyone in English. The staff
and teachers of the school offered me coffee aad Tthe school logo with a Latin caption
‘Venimus Vidimus VicimugPic. 1) encapsulates/represents its internatiaisain. “The number

of such schools is very small in the country’ (Goéa, 2010).

Pic 1: School Logo of SA

In the classroom, separate desks and chairs angdpdo for the pupils and the teachers.
Classrooms also have projectors, audio-video egempiair-conditioning, a white board, many
soft boards and a number of colored markers. Thatfwe is made of plastic which makes it
easy for the tables and chairs to be repositiogedrding to pedagogic needs. Teachers’ access
to each pupil is easy. During the period of my obsons, the school suffered the usual power
cuts in the city but this did not affect anything the standby generators of the school instantly

made up for this outage.
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Ms Fatima is a native speaker of Punjabi with dro¢lreading, writing and speaking skills in
both Urdu and English. She teaches Pakistan Stuaines English Language and Literature to
students of grades 6 to 9. Since | chose not tdhaskn explicit question, it was difficult for me
to determine her L1, but in my assessment it cawgdll be English. She attained her O’ and A’
levels certificates from Pakistan and studied hd@onal Relations in a private university in

Lahore. She has few or no professional qualificetim education.

5.2.2 School B (SB)

This school mainly serves two communities: thegedous Baloch community living in Malir
Goth (an underdeveloped residential area in tharMatrict of Karachi) and migrants from
Hansot, Gujarat, India. Popularly known as the latees, members of the latter community are
mostly involved in banking and teaching. Prior @it migration to Pakistan, the community
spoke a Guajarati dialect commonly known as Hahebti 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 comityunompare themselves with those of their
members who are more affluent and make strongdiekdetween their language resources, i.e.,
English and Urdu and their respective material peasy. Officially the MOI in the school is

English-Only.

The Baloch community lives in a neighborhood sunded by a boundary wall known as Goth.
This community is involved in fishing, labour, amdnning donkey carts to provide short-

distance transportation services. They live iniatjtamily system which means sharing their
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living space with other family members. | notedtthmsome cases six to seven families live
together in single, small rooms built in one snealinpound. | met an old lady—let’s call her Ms
Shahida—from the Baloch Goth. | soon realized Idegesomeone’s help to communicate with
her because we did not share a common languag&hiisida called her daughter-in-law to act
as our interpreter. Ms Shahida informed me thatfdrefathers had migrated from East Africa
to India and from thence to Sindh, Pakistan. Theyreworiginally speakers of the Swabhili
language but that was a long time back. Now theykesphe Makrani , a dialect of Balochi
known as Southern Balochi, spoken in the coastdl mountainous strip of Makran which

extends from Balochistan in Pakistan to Iran.

The school building comprises two large blocks @hee side of a small street in the Malir
district of Karachi. One building is called ‘prewpary’ and the other ‘secondary’. In both
buildings, the school runs in two sessions: therfimg shift’ and the ‘afternoon shift'. The
school has large soft boards put up at the entraara in the corridors and classrooms, all of
which depict European characters with English caysti(pics. 2 and 3). It is important to
mention that every fifth school-going child studiesa similar type of school in Pakistan.
(Coleman, 2010) Classrooms in the school are spadio which pupils and teachers can sit
comfortably. The classroom consists of wooden déskthe students and a chair and table for
the teacher. Although the students’ desks may eaghbved easily, the teacher can easily access
students through the aisles between the rows ddsdd$ie school was a mixed sex school. The
home-language of the majority of children in thch@ol was Urdu and Balochi. However, in
every class | found children coming from Punjahisio, Seraiki language backgrounds. In

short, the classrooms were linguistically diverse.

100

All names used from here on are fictitious names, so as to preserve confidentiality



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 tw@apeaker of Urdu and has received
education from private institutions in Pakistan.eSéeemed to have limited competence in
speaking, reading and writing both Urdu and Englesid had no professional training in

education.

5.2.3 School C (SC)

The communities surrounding SC are located in tash®n belt in the north of Quetta,
Balochistan. They are mostly migrants from oth@vprces/districts of Pakistan and are broadly
labeled as ‘settlers’. Members of this communitypimed me that the recent spate of violence in

2010-201 by ‘militants’ had targeted lawyers, edarsg unarmed civilians and children. | had
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been assured by my host the principal of a higloaicim Quetta that my life was not in danger
because | was in a Pashtun-dominated locality whvels not threatened by the ‘militants’
because the Pashtun themselves were an organizedaramed community. The political
volatility can be judged from the fact that my hegto had been working in the education
department of this province for the last twentyefivears was compelled to send his family back
to his ancestral province on account of the threatbad received from the insurgents. He also
informed me that many of his colleagues—Iectureis school teachers—had become victims of
insurgents in 2011. People belonging to other mes of Pakistan were labeled ‘settlers’ in
Quetta and were made the target of violence. Tisé language of the residents is taken as the
central criterion for categorizing him/her as ‘Battor ‘local’ in the province.

SC belongs to that category of schools where thprithaof Pakistani children receive their
education. These are ‘government schools’, derogjgtireferred to as ‘Peela Schools’. Peela
refers to yellow. The public schools’ building iarly 80s was painted yellow. Since then, the
Peela’ has become symbolic of public sector schaol$akistan. More importantly, they
symbolize poor educational facility made availaolgpeople working the lower tier of economy.
Although, the government is changing the colouthef public sector school buildings, they are
still known as ‘Peela’ school. Officially the MO§ iUrdu-Only. They are funded by public
money. SC’s student (all boys) population comeanfrthree locations: Pashtonabad, a
community of laborers and farmworkers who spealht®aas their first language; Darul Falah
(orphanage house), where most people are speakPasbto as their first language and which
includes many Afghan nationals; and the Policef&afony, populated by mostly junior police

staff interspersed with others who are speakePashto, Punjabi, Balochi, Brahvi and Urdu.
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The school is accessed through a big open areaawltigh iron gate. On top of this gate is a
green board with the name of the school (Pic. A ffont wall of the school (Pic. 5)is painted at
three levels: on the top is the name of the schoitlen in Persio-Arabic script with pictures of

the Holy Quran on either side.

Pic 4: Entrance of SC Pic 5: Face-wall of SC

The name of the school is written in English onlgfeand right sides of the middle area of the
wall. In the space in between are pictures of tlodyHKaaba, the Prophet’'s Mausoleum and
Pakistan’s map along with the national flag. Th&dra portion of the wallhas a large inscription
in Persio-Arabic script that says in Urddomain taleem say banti hain which roughly
translates intoeducation buildsnations’.

In terms of infrastructure, the school has twemtyreoms including one laboratory. Doors and
windows of most rooms and the laboratory are brodeth some are without them. The school
has six washrooms for 1200 pupils and one for fovy teachers—all without basic toilet
facilities. The school has a large room which waisitp used as a staff room for the teachers. The
school has never had a librarian. The book shehere locked and had piles of dust on them.
The sports room had no equipment. Only teachers s&en playing badminton in the squash

court of the school. The school has only one lalboyaneant to be used for conducting practical
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classes in chemistry, physics and biology. Duriregiient visits to the school, | did not see a
single student engaged in laboratory work.

The classrooms in SC are spacious. However, camsidéhat there are 80- 90 students per
class, seating arrangements are not adequate.ld$sraom furniture consists of benches made
from kikar wood (a cheap, heavy wood). Each bench has afokeskto it and is made to seat
three pupils. This makes the furniture heavy amtadifficult to move. Five to six pupils sit on
each bench with many having to keep their educatiomaterial on their laps. As a result of

overcrowding it is rather difficult for teachersdpproach their students.

In addition to the pupils’ benches, the classrooadl la chair for the teacher but no table.
Teachers had to keep their material either on their laps or on the desks of the students sitting
in the front rows. The blackboard has been preplyaohinting the center wall of the classroom
with black oil paint. The paint had peeled off atwanber of places and in the remaining parts
most of the black paint has turned nearly whitealise of the regular use of white chalk. As a
result, the writing on the board could not be diediscerned even by children sitting in the front

rows.

Co-occurrence of religious symbols with Persio-Acadzript dominates the semiotics of SC. For
instance, Pic.6 alludes to Noah’s flood and theptetunscribed on it in Perso-Arabic seems to
contextualize/re-contextualize the scene into aonalistic discourse. The translation of the
couplet runs like this: ‘We have saved the boathm storm, dear children, keep this country
safe’. The boat with the Muslim Kalima adorned tmside 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 speakeseraki, he has been settled in
Quetta for the last twenty-five years. He seentsaiee excellent competence in speaking Seraiki,
Urdu and Pashto. He can also read and translatglesiBnglish text into Urdu. He has had
fourteen years of formal education, a Bachelor s Aand a one-year course for a professional
degree in Education. For the last twenty-three s/é@r has been teaching English language in
government schools. He studied in public sectooalsh colleges and went to university in

Pakistan.

5.2.4 School D (SD)

SD mainly serves two residential localities: Hajl @oth, populated by speakers of Sindhi and
Zia-ul-ki-Basti inhabited by speakers of Punjabiazdra, Seraiki, Pashto, Bengali and many
other languages. A majority of the residents okéhevo communities migrated from other parts
of the country and settled here a long time bacseizrch of livelihood. Their main profession is
cattle farming as the city is dotted with shantgas where people sustain their lives through it,
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or working in small-scale factories in Karachi. t@f rickshaws, donkey carts and animals are
found outside the homes of the community membeng youth of the family work as daily
wage workers in local cottage industry while wormaark as housemaids in affluent localities of
the city. Very few of the community members sendirtichildren to formal schools. Their

houses are in a dilapidated state and the streetesxaremely dirty.

SD is a boys’ school primarily housed on the fastl second floor of a mosque. SD is locally
called Dini Madrassah(religious school). The mosgueSC’s ground floor is also used for
educational purposes. The entire building has Jasgepty multipurpose halls (Pic. 5) for
teaching-learning, praying, afternoon siesta armbmenodation for live-in students. These halls
are easily converted by pupils to serve the requmerpose. Pupils manage the housekeeping
and food-serving, taking turns. The school hasa@kavho is assisted by the boys in preparing
meals. SD has a well-stocked library on its fitsbf with large volumes on religious subjects,
mostly in Arabic, Persian and Urdu. It has a fewalkboards which are rarely used for teaching

or learning. Officially the MOI of the school is &bic.

22/1i/201

221m201m

Pic 5:Multipurpose hall at SD Pic 6: Library at SD

Molvi Abdul Rehman, one of the teachers, is a gaselof Dini Madrassah where he

received religious education for eight years. He Aa above average competence in reading,
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speaking and writing Urdu, Arabic and Persian. $la speaker of Urdu as a first language and
could also get by in meeting the official requirenseof English. He is a speaker of Urdu as a
first language and in my judgment would also mdet minimum official requirement of

English.

5.3 Models and Programs- types in Pakistan

Using Hornberger's (1991) typology described abolveexplore the characteristics of the

programs observed in the four schools in Pakistaluded in this study.

| divide the programs in terms of student-teachngyuistic and socio-economic backgrounds, the

medium of instruction policy at the level of thdeol and classroom language practices.

5.3.1 School A

5.3.1.1 Student Population (SA)

Like students from other schools, the language lohstudents of SA is varied. However, the
common linguistic denominator is that by the tirhede students reach grade six, most have
acquired a relatively higher degree of bilingualianmd biliteracy in English and Urdu. Most

students come from high-income group families vin nearby areas.
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5.3.1.2 Teacher Population (SA)

Nearly all the teachers, staff, management andojenare bi/multilingual with English + Urdu as
their common linguistic repertoire (see Table 1Jpépdix 4). A majority of them also know an
additional language. The teachers have mostly estlidi similar schools and seem to understand
both parental and school aspirations to make stadefly bilingual and biliterate. They are
better paid in comparison to teachers of the offebiools. 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 bagghtan English-only medium for about
eight years, from pre-school grade to grade twayTdre rigorously tested in their English and
Urdu skills before being offered a place in graddlée program is conducted school-wide. As
SA is a private enterprise like SB and SD, it reegino funding from the government and meets
its expenses from the tuition fee. The educatigmagram of the school prepares children for
Cambridge ‘O’ and ‘A’ level examinations and hasatfliation with any of the local boards of
examination. The curriculum used in SA is desigr®ed the University of Cambridge
International Examinations. All subjects are in Esitgonly including Islamiyat and Pakistani
Studies. It is interesting to note that the tedtrins for the Urdu language are also written in
English. As stated earlier, students of SA wetghd in the primary levels by fully bilingual,

biliterate teachers and with the school's Englisadiam of instruction these children, from
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grades six to nine, are claimed to have mastergfignlanguage skills. Urdu is learned as a

second language.

5.3.1.4 Classroom Language Use (SA)

The classroom language remains dominantly Engligi-with very rare code-switching into
Urdu (see Extract 4 Appendix 5 and Extract 41 Aplven6.2). Urdu language teachers
complained that students forget to use Urdu inrtdedu language classes. The rare use of Urdu
in the classroom often triggers laughter amongsttéachers and students. The dominance of
English is most clearly visible in the classroomgaage use. The overall aim of the school in
terms of language capabilities is to produce buadgchildren who are highly proficient in both
English and Urdu. There is no shortage of teachmagerials; the school has the latest training

aids while classroom seating arrangements are c¢tabfe.

5.3.2 School B

5.3.2.1 Student Population (SB)

The school is located in a relatively less develbpeea in Karachi (see Chap 6 for the salient
characteristics of the school). At the time of #tedy, the school served 2280 students in its
primary and secondary sections and had 159 teachess primarily a neighborhood school

drawing its students from two main areas, i.e.pBlalGoth, where the majority are the speakers
of the Balochi language and the adjoining area e/tige majority of L1 speakers of Urdu reside.

However, there are a significant number of studeiitis Sindhi, Punjabi or Seraiki as their first
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language. In short, the student population is c@rably heterogeneous in terms of home
language backgrounds. As regards their socioecanbaukground, the majority of the children

come from families in which parents work for thever tiers of the private service sector.

5.3.2.2 Teacher Population (SB)

While the multilingual repertoire in the teachef<S® is considerably large, the majority of them
are speakers of Urdu as their home language (dele T8 Appendix 4). As was the case with
the rest of the schools, the teachers in SB ard¢raimied teachers. The head teachers and senior
mistresses pointed out that there was a great treddve teachers who could speak to their
students in English. The socioeconomic status eteachers was not very different from that of

their students as most of them resided in the npnivdeged neighborhood of the school.

5.3.2.3 Medium of Instruction (SB)

Like SC, SB’s program is a school-wide program-eaildren and all classes have to participate
in it. From the very beginning efforts are madeshift children from their home languages to
English. Here, parental aspiration for a higherrdegf proficiency in English seems to exert

pressure on the school management to promote tepahd learning in English

When children with diverse ethno-linguistic backgnds first come to SB at the age of 4, it is
claimed they are taught general knowledge and maties in English. This is so because the
school describes itself as an English-medium schidw textbooks are in English while teachers
teach in both English and Urdu; two content areadu language and Islamiyat, are taught only

in Urdu. The policy of Urdu + English is followeadhtil the children reach grade two primary. By
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the time they reach grade three, it is assumedthi@gathildren are bilingual and biliterate in
English and Urdu and hence Islamiyat which waseraiught in Urdu is then taught in English
as well. Children are also introduced to the Sindhguage as a subject because passing this in
the local board examination for grade 9 is a mamgatequirement to obtain a school leaving
certificate. According to the Academic Coordinafpersonal communication, August 2011]
‘we start monolingual English only after grade thr@nd discourage bilingual education. The
understanding is that if the subject/ content iEmglish 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 gradeadeg In the junior section, i.e., junior prep
to grade three, there was evidence of frequent-sadtehing between English and Urdu.
However, as the grade level progressed, teachecs ttreir best to stick to English-only (see
illustrative examples in Extract 3 Appendix 5 andr&ct 13 Appendix 5.2). It did appear though
that they were not comfortable in adhering to thacpce of English-only and as a result, the
classroom language kept shifting to Urdu most afeti No evidence was found of local

languages being used in the classroom in this $choo

The ongoing dominance of English and parental preskr imparting education in English is
clearly visible, especially evident from the fabat the school management speaks in English
with everyone who comes to seek admission for tbeildren. They appear to be trying to

justify their claim of being an English-medium sohoThe languages students bring to SB,
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especially Balochi, Sindhi and Pashto, are seea ssrious problem by the teachers and the

school administration—they are kept away from usehé 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 @ab200 students from grade 6 to 10. Most of
the students come from a nearby area called Padbdadnthere is an orphanage located some 3-
4 km from the school. Most students are from a gogioeconomic background. Although they
are linguistically heterogeneous, the majority lnérh speak Pashto as their L1. The official
policy is that students are to be assessed anddlaclasses based on the result of a written test
of mathematics, science and English. However, attore, they are often placed in classes on
the basis of availability of places and the recomdagion of influential people in the education

department.

5.3.3.2 Teacher Population (SC)

At the time when | was doing my fieldwork, the sohhad forty-five teachers; most of them
were speakers of Punjabi as their L1 and Urdu ais L2 followed by Derawal Punjabi, Seraiki
and Urdu. In addition, four teachers were speakéiBashto as the L1 + Urdu and three were
speakers of Balochi + Urdu (see Table 12 Appenilix e principal informed me that although

all teachers had professional qualifications, edrtieough the teacher training college in the
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country, and were bilingual, none of them had dpetriaining in bilingual education. In short,
the ethnic and linguistic background of the teashems 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 coun®C also implements its educational program
using Urdu, i.e., the officially declared natiodahguage of the country, as the medium of
instruction. It is a one-way program implementetighout the school and all classes have to
participate in it. When students first arrive a@ $chool, often with their parents, they meet the
head teacher who decides on their placement baséismral communication with the parents
and candidate. The parents are offered no choicselgcting the languages or medium of
instruction for their children. The language of thericulum is Urdu-only except for the English
textbooks where it is English-only, taught througfdu. While English is the official language
of the country and is a compulsory requirementdoademic success throughout the formal
education system, children get little opportundyptactice it other than in the hour in which it is
taught. In all content subjects, children recan&ruction in Urdu. Therefore, all the content
books (printed and distributed free of cost by khieistry 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 proficiencigb@teaching staff, there is a whole spectrum

of classroom language use. In most of the clasbsesreed during the study it was noted that
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even though the teachers and the majority of stsdgmared a common L1, the language of the
classroom, mostly for on-task discussions, remathetli. However, there was evidence to show
the use of L1 in some classrooms in off-task laggupractices (see illustrative examples in
Extract 1 in Appendix 5; Extract 33 in Appendix 6.2As the majority of the teachers were

speakers of the Punjabi and Seraiki languages seithe proficiency in Pashto, their classroom
language practices remained the prescribed langioageaching and learning. The evidence of
mixed language use was often found in languagdipescoutside of content teaching, especially
on those occasions when students and their teaehgemed in a conversation, mostly outside

the classroom.

The SC seems to meet the criteria of what Skuttikadoigas calls (1981) a 'submersion’ type of
bilingual education in which there is complete alegeof the recognition of the diversity of
languages; it is known as the * sink or swim’ agmio (Hornberger, 1991). In submersion
programs, it is usually the language of the miyorrhich is shifted towards the language of the
majority. However, in the case of public school$akistan, it is the language of the majority in
terms of numbers which is targeted in favor of ttaional language, i.e., Urdu. The local
languages are perceived &mlang ka teekala mark of disgrace) since they are considered
inadequate for carrying the load of teaching amadni®g. Hence, the extensive use of the official
national language, i.e., Urdu, as their replacemBm speakers of local languages seem to have
been incorporated into the State-mandated Urdineatost of the valuable linguistic resources

of the local actors.
The program structure does not incorporate anyilpbgs of maintaining or developing the
languages children bring to school. Although thee bilingual or multilingual speakers in the
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school and multiple languages are heard in thadws, the educational program may not be
categorized as bilingual since no other languageerothan 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 xkentethat it is difficult to work out the

majority home language of the students. The emquirement of the school is for students to
provide evidence of having memorized the Holy Quraéhe socioeconomic backgrounds of
these students are the lowest by Pakistani stasidah@ 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 religiousdastof the same type and run this institution
as a private enterprise. All twelve teachers asakgrs of Urdu as L1 (see Table 13 Appendix
4). They appear to have acquired a mastery of melye complex religious studies involving

high-level reading skills in Arabic, Urdu and Parsi

5.3.4.3 Medium of Instruction (SD)

In the first three years of education children teght Arabic, mathematics, social studies and

Persian using Urdu as the medium of instructiorOlmla (secondary) all subjects are taught in
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Urdu although the books are mostly written in Acaith annotations in Urdu. The assessment
of students is mostly based on their ability tanglate text from Arabic to Urdu. Persian and
Arabic are also taught as subjects in order to me#n¢ghe ability of students to translate from one

language to another.

The school promotes an environment where the usalgfArabic and Urdu are seen as the best
means by which to establish Islamic values, tradgiand culture. English is considered by the
management as the language of the Christians ams, d&d therefore all efforts are made to
avoid using it. The main aim of the program is hdtsstudents towards a more extensive use of
Arabic since it is considered and promoted as dhguage 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, gramndrsanpt are read aloud and translated/
explained to students in Urdu. Urdu remains theguage for both on- and off-task
conversations. It is also the language of instoucin the classroom (see illustrative examples in
Extract 2 Appendix 5 and Extract 36 Appendix 6.Zhe structured, rigid monolingual medium
of education in Urdu and/or English for bilinguateitilinguals does not seem to be conducive

to the fostering of bilingualism and biliteracyAnabic and Urdu.
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Chapter 6: Resear ch Approach and M ethodology

Overview

In this chapter | present and justify the reseapproach and methodological choices for the
study. The chapter consist of four sections: irtieec.1, | outline and justify the approach |
have adopted in this study; in section 6.2, | presad justify the selection of sites and access to
them; in section 6.3, | present the fieldwork pahaes and in section 6.4, | present and discuss
the interpretive processes and the ethical stasdalidwed in the study.

The central argument | pursue in this chapter & this only by producing situated
accounts in specific local educational sites, iHlating the complex ways in which actors
respond/interpret/ make use of their agentive spateat we can adequately address the
problems of language-in-educational policies intihngual settings.

Following Blommaert (2006:4), | theorize fieldwods an intellectual enterprise and a

procedure that requires serious reflection as naggbractical preparation and skills.

6.1 Ethnographically-Informed Resear ch
As was outlined in chapter 1, the sub-questionsvsti@ specific aims of the project: A) to
explore the social, cultural and linguistic sigo#ince of the everyday discursive practices of the
schools within the school and the wider societyid@investigate a range of linguistic practices
used in these settings and C) to investigate hamalactors negotiate/ contribute to everyday
discursive practices.

The project design comprises four ethnographidafigrmed case studies. As the
research project is not a comparative study ofehestitutions, each school is taken as a unique

context or as a set of cases. In each case, |-aedivded classroom language practices, school
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events (morning assemblies and parent-teacher mysgt@nd social functions (a farewell party
in one school , students’ meetings in one schodl ladependence Day celebrations in one
school). | interviewed parents, teachers, studemd management. In order to make my
investigation systematic, | identified two teachansl two students as key informants with whom
| spent a minimum of two full working days. | obged and audio-recorded their classes and
held debriefing sessions with them. From schooll Ayorked with Ms Fatima Gul and Ms
Tabinda and from school B, Ms Shaista and Ms Fdinay school C, Mr. Salim and Mr. Tarang
while from school D, | worked with Moulana Abdur IR and Moulana Mati-ur-Rehman. |
would like to mention that all these names aretioats.

In all I collected 975 minutes of audio-recordedsskroom interactional data. The length
of the interviews and events audio-recorded valnech five minutes to forty minutes. In terms
of numbers, | interviewed and audio-recorded fifit@@anagement personnel, sixteen teachers,
ten parents and eight students. | also audio-recotein debriefing sessions with the teachers. |
attended and audio- recorded two parent-teachetimgegthree morning assemblies, one sports
day, one farewell party, one National Day celebraind one students’ meeting. | administered
and collected questionnaires from twenty-two teesla@d wrote fifty sets of field notes. | took
ten photographs of official and unofficial displagé languages and other visual and textual
material.

The justification for using an ethnographic perspecprimarily stems from the specific
aims of the project as outlined above. At a higaeel, | justify the selection of the approach by
arguing that ‘persons, encounters and institutamesprofoundly interlinked’ Rampton (2012: 2).
Rampton (2012:5) explains that attending to thgmefdundly intertwined) empirical foci,

linguistic ethnography uses case-study methodologgngage with issues, formulations and
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claims made more generally in social science andlipuiscourse. In short, | justify the
selection of an ethnographic perspective basedhenspecific aims of the project and my
assumptions on communication in daily practices aodtines of teaching, learning and
interacting in the school setting.

| use methodological insights from ethnography afiguage policy (Johnson, 2009,
2010; Ricento and Hornberger, 1996, 2007) andcatiinterpretive approaches to bilingualism
(Martin-Jones and Heller, 1996, 2001). The commeathadological thread in the studies cited
above is the close examination of situated intevaat practices. They account for the specific
institutional language ideologies and explore titersection between them and the wider socio-

political and economic issues.

6.2 Selection and Accessto the Sites
In this section, I first discuss the selectionlod tesearch sites (6.2.1) followed by an account of

the difficulties encountered in gaining accesh®dubject sites (6.2.2).

6.2.1 The Selection of the sites

The approaches outlined above from which | drawm@thodological insights usually involve
one or two schools but | decided to investigate fethools because | wanted to examine the
phenomenon in a set of cases. It is important i@rege that | do not have any notion of
representativeness that might form the basis of Hetection. Nor do | generalize by implying
that my findings resulting from the study of thegtes are applicable to the entire country. | see

these schools as a set of cases and | recognizénéna is a great need of empirical investigation
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in other settings in order to make meaningful gelation about language in education in

Pakistan.

6.2.2 Accessto the Site

Although my PhD courses on research methodologescedures and applications had
underscored the importance of adaptability, | feelctually learnt its essence when | was
confronted with the challenges of getting accessiyoresearch sites. While | followed most of
the prescribed procedures of writing letters anftlihg face-to-face conversations to describe
the purpose and nature of the enterprise, | diseovthat these did not seem to work and that |
needed an alternative strategy to overcome thdeciga. | also learnt that my familiarity with
the culture of the informants actually did not help gain the access for research. | overcame

the challenge by enlisting the helpzamins (brokers).

6.3 Fieldwork Procedures

Broadly speaking, the qualitative interpretativergoigm (Erickson, 1996) informed my
fieldwork throughout. | collected and analyzed eiaphic data gathered from mainly three
levels: (1) classroom, (2) institutional and (3xistal, and through general participation and
observation in the school environment in all foikess this activity was conducted over a period
of nine months during which | made several visibsthe sites. | describe my fieldwork
procedures by dividing them into three phasesiainistage (6.3.1), middle stage (6.3.2),
followed by the late stage (6.3.3). | then discimesrelationship between the researcher and the

researched (6.3.4), observations (6.3.5), obsemnain the classroom (6.3.5.1), observations in
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the school environment (6.3.5.2), field notes @.3audio-recording (6.3.7), interviews (6.3.8),

guestionnaire (6.3.9), and gathering relevant dasumand textual material (6.3.10).

6.3.1 Initial Stage
In the initial stage of my fieldwork, | spent tinaequainting myself with the settings largely by
visiting the neighborhood and holding informal cersations with pupils, teachers and
community members during periods when they wereemgfaged in their professional duties.
Although | dressed in shalwar kameez ensemble (the national dress of the country) deoto
subscribe to the norms of the local cultures ofitiséitutions, the observer paradox in the initial
phase was intense; although this started to diminishe latter stages of the process. In order to
dilute the degree of the observer paradox, | avbgting notes or making audio-recordings. |
focused more on familiarizing myself with the gesqgnical settings of the schools for which
purpose | went walking around in the neighborhaodrder to understand the locale from which
majority of the pupils and teachers came. | posét myself as an observer in different spaces
and at varying times, inside and outside the umsbih, to work out the daily patterns of social
life in the local worlds in which the institutiorend the actors were placed, building a broad
picture of the socio-cultural setting. My visits tlee neighborhood and conversations with the
community members, sitting with them in their homesting with them, visiting their markets,
and talking to both the elderly and the young &eélpn giving shape and determining the
direction— ‘the patterns of expectations’ Blommaef996:29)—in which to further explore
my research project.

At all the four research sites, | developed a gagport with at least one person who

volunteered to act as a contact between me arsttiool.
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6.3.2. Middle Stage

This was a stage when | was no longer a strangerytoesearch sites and the associated social
actors. | started to recognize the research ppatts by name and many of them would address
me by my first name without the pre-fix of a forntiélle. The pupils seemed to have accepted my
presence in their schools: walking in the corrid¢atking to them during their break times and
playing with them in the grounds. | started to locdksely at the semiotics in the school
environment. | took field notes at this stage anddtto document all the visible semiotic
displays. While transcribing the data in the evgnirrealized that | was able to use very little of
it to answer my research questions. As a resuhisfreflexivity, | learnt to identity key events
and spaces in the schools for data collectiondthiten, | continued visiting neighborhoods and

interacting with the community members.

6.3.3 Late Stage

| started participating in and observing the fosdk of the study, i.e., the classrooms. |
interviewed the informants. At this stage, | alsad® connections between the data collected in
the initial, middle and late stages.

Before going into the class along with the teachlevgould invariably ask myself what
specific point | was going to look for in that sgecsession 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 professisaaiground and that of the school
setting, | had some advantages in terms of fantifiavith the educational environment and its
patterns in the private, elite English-medium sdlaydy. | found myself as much a stranger as

anyone else with my background would have beehanémaining three sites.
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6.3.4 Relationship between the Resear cher and the Resear ched

My fieldwork relations developed throughout the ggss and continued beyond. They changed
significantly over the life of the project. Initlgl it took me time to establish my professional
identity—that of someone working for a private mm&ional university (i.e. the Aga Khan
University, part of an educational foundation waglobal presence, owned and operated by a
minority Islamic community) and studying in a Bsiti university. In other words, convincing
informants of the independent and academic natfirthe inquiry was a bit challenging. |
addressed this issue by explaining in explicit ®rthe details of my project, how | was
managing my financial resources to fund my studg British university and how | intended to
use the data after obtaining my doctoral degredsd adopted an indirect approach to address
the issue of relationship by participating in theals of the communities and engaging with
them informally on issues of their interests.

In successfully implementing all these strategies the development of good
relationships, my ability to speak Urdu and Englgth varying registers, especially the school
register seemed to have made a substantial combmmbu was particularly mindful of the
institutional patterns and norms of speaking witbde in different positions.

The familiarity with the context and developmentfiaéndly relationships created fresh
challenges in terms of raising the informants’ expgons. These expectations seem to have
links with the sedimented identity of researcher®akistan: a teacher in a public sector school
asked if I knew a donor agency which could provadmputers for the school; another teacher in
the same school asked about study in UK. The popilee private, elite medium school shared
their aspirations of going to the UK and USA foudies. | took these instances as ‘rich points’

(Blommaert, 2006:37) which offered valuable insigio the local social orders of the actors.
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While | tried hard to establish my identity as tb&tan independent researcher, | am not
certain how successful | was in achieving this. ideer, there was clear evidence of a higher
degree of confidence/trust in me which was marefist the voluntary co-operation offered by
the social actors. In this connection, it is impattto note that | did my best to guide the

research participants about the available optionfuhding overseas education.

6.3.5 Observations

The studies cited in 6.1 guided my attention toamdy the core, i.e., the classroom as the central
unit of analysis of my study, but also to the sunding areas. These included different spaces
within the institutions such as the toilets, playgrds, canteen areas, walls (to examine the
graffiti) , libraries, classrooms , staff officeadch staffrooms. These observations also included
the neighborhood beyond the institutions’ boundati® observe the condition of the streets,
modes of transportation, kind of shops, the uswe$sicodes—in short, the complete ecology
and ambience. In the words of Blommaert (2006:28ggan by ‘observing everything’ which
helped me develop the overall picture of the caistar which institutions were situated,
especially the socioeconomic and political condgioprevailing in areas beyond these
institutions. Although such observations were hdlpf realized that they were not directly
useful in answering my research questions and lthateded to retain focus on the more
important spaces. As a result, | tried to introdacgystematic orientation to my observations by
focusing on classroom discourse, observation insitfeol environment and observation of

official events.
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6.3.5.1 Observation in the Classroom
As | noted above in section 6.3.1, | delayed malaadio-recordings of the classroom as part of
a strategy to minimize the intensity of the obsep@&radox. By the time | started recording, |
was a familiar face for the students and teachéosever, after | had obtained permission from
the pupils and teachers and started audio-recottigig classroom sessions, | noticed there was
a degree of unease amongst them but this lastgdfenthe initial few days. With time, the
students and teachers got used to my recorderaagely normal interactional patterns started to
emerge.

| was mindful of the fact that my recording sessiehould not be disruptive and hence
used an unobtrusive recorder and carefully selettecblace to position myself from where |
could record student-student as well as teacheentuoff- and on-the-task interactions.
Unfortunately | was not very successful in audicergling student-student interaction in the
classroom largely because in two of the schoolsa&LCSD, there was no space to put in another
chair for me to sit amongst the students; the ottwrtributory reason was that in these
institutions, as a mark of respect, an outsideeated beside the teacher and in front of the.class
| kept my recorder on the teacher's desk but ewstinat his/her normal practice of placing
things on the desk was not disturbed. The routinee or less followed this pattern: as soon as |
would enter the class along with the teacher, @il would rise to greet us, after which a pupil
was sent by the teacher to get a chair for me some other classroom; the pupil would bring
the chair and place it next to the teacher. | iadid an interest to sit at the back of the class bu
teachers in Quetta informed me that to do so wbalthntamount to them showing disrespect to
a guest, and hence my chair was placed in theeetthe class. The position was awkward

because | was sitting right in front of the facéthe pupils. | had to negotiate with the teacloer t

125



be seated in the corner and of the class and nettlyi 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 mupif even at the back of the class
because according to the norms of the institutideagher’'s guest or a visitor is seated in the
centre, facing the class, as a mark of respecmalf be noted that the teacher’s sitting place
often had a carpet while pupils sat on normal rtiyggt were otherwise rolled out for
congregational prayers.

| observed the sitting conditions, the arrangenaéritirniture, the seating capacity, size
of the classroom, and the linguistic profile of {earners and the teacher. While observing the
classes, | kept making connections with the socioemic environment and the discursive
practices of the classroom. As | was particulartgrested in looking for evidence of the wider
social world and its accomplishments through irdgoas in the class, | paid special attention to
recording off-task communication whenever this t@tkce and noted the moment and purpose
of using language variations at different occasiartbe classroom.

| made recordings of classroom sessions of diffegeades and on different subjects.
However, | focused more on the language classemubed view them as not just as a means of
teaching/ learning linguistic proficiency but aB® terrain in which multiple ideologies leading
to unequal distribution of resources, contestatsmtial-category formation and struggle get
played out and negotiated interactionally on aydadsis.

Although my questions formed the framework withihich | was to observe and record
the lessons, | tried not to be overwhelmed by tlemthat would have prevented me from
attending to the behavior of the social actorhenpirocess of teaching and learning. | took field

notes and audio-recorded the lessons.
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While in classrooms | mostly acted as an obseivaid get opportunities to get closer to
the pupils during classes especially in SA wheme dirangement of the classroom furniture
facilitated group work. | did not audio-record therk of these groups on purpose for fear of
disrupting the natural flow of conversation, butkootes of the language used.

| conducted post-classroom debriefings to undedstdre teachers’ views of their
orchestrations in classrooms. The debriefing sassiprovided excellent opportunities for
developing insight into the ways in which teachereivs 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 woediin chapter 1, | looked closely at the
discursive practices outside the classroom, netheé corridors, playground, at the canteen, and
in the staff room. | noticed there were major difeces between the language practices at all
these different locations. On comparing the didsinties in linguistic practices in the school |
found that the legitimacy of a language actuallyeded from space to space and from event to
event. In events that required the school to mte#iself to the parents, the management
projected as representatives those students addetrsawho were relatively more fluent in the
English language.

My observation also focused on the schools’ mdteonaditions and the languages on
display in these institutions. | looked closelytla¢ use of language, the intended audience and
the ideology represented by such visual materlalgias revealing to compare the difference
between the language use on the official chart$ 3grthe school administration/ provincial

department of education and the informal writingtlo& back walls of the school.

127



| attended parent-teacher meetings in two schoots veas able to have post-parent-
teacher discussions with the teachers. These sessihich | audio-recorded gave me
opportunities to understand the local explanatibthe teachers about their classroom language

practices and the normative expectations of thedahanagement.

6.3.6 Field Notes
| made careful notes at all stages of the studydginto account not only the visible languages
in the school environment but the ‘behavioral réges’. This included the actual range of the
forms of behavior that people displayed (Hymes,1188), the institutional norms of speaking
taking into account the contextual information, agsgion of the physical settings of the
classroom, school and community living styles atsb dhe relationship between me and my
research participants. | also made notes to kaegad of my ideas and reflections throughout
my fieldwork. | gave more importance to noting aothe ‘telling incidents’ (Martin-Jones and
Saxena, 2001) and my spontaneous thoughts/ undeirsg@eflection on them. As Blommaert
observes on field notes:
| attach great importance to field notes, if fothmog else because | still use and re-use
my own field notebooks, some of which are now alerades old. They still provide me
with invaluable information, not only abouthat | witnessed in the field, but even the
conduct, social relations and the encounters | maapeed. | do not see them as marked
and deviant anymore, and | do not feel that they iar need of description and
explanation any more: they have becoyoar social and cultural codes, no longer just

theirs (Blommaert, 2006:34).
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Following Blommaert (2006: 35), | view my field mst as a record of not what | saw in
the field but as an ‘epistemic process’ in whidhidd to make new information understandable
for myself, using my own interpretive frames, cgutseand categories and gradually shifting into
new frames, making connections between earliercamcknt events and finding my way in the
local order of things.

| carried with me a register book the form of whigas very local and distinctive in the
sense that the pages was bound with cotton clotbhvdnhanced its durability. For each school,
| used one such register book. In the evening, ldvoevisit my notes and they would actually
help me for the next day’s field work in the setis& they would point to the direction in which
| should explore further. | kept expanding my scdter coming back from the field and making
connections between the previous and the currgrégreences. From the field notes, | developed
a research diary taking into account not only tegcdption of the phenomenon and my personal
experiences of participating in different events &lso my interpretation of them. | realized that
the field notes became perhaps the most valualdeareh tool for crosschecking other
ethnographic data such as interviews, recordingp@fofficial function and visits to community
members. As Creese notes (2011:44), ‘it is heredlbae detail of local action and interaction is
embedded in a consideration of the wider socialdvorfield notes document details of practice.
They are productions and recordings of the reseasthoticing 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 imporéamis of my fieldwork was to record naturally

occurring data. For that | used a Sony Digital ¥oRecorder ICDB-500, a very slim, light
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device with the capacity to record a large amodrdata. | was particularly mindful of the fact
that the audio-recording process should not interfeith the regular routine so | kept the

recorder with myself and used it only when esséntiaquired.

6.3.8 Interviews

| mostly conducted one-to-one interviews with teashparents and students. On two occasions,
| conducted group interviews with teachers andesttslin school C and A. Most of the informal
guestions | asked during the interview were to @ane the views of informants about the
immediate settings as well as their understandinthe wider socio-political and economic
conditions that they were part of. As a generakedure, in all interviews, | shared with the
informants its purpose, approximate duration aadidpted the informants’ preferred language
for the interview, and also took their verbal cartsghich | duly recorded.

Before every interview, | asked myself, ‘Why amohducting this particular interview?’,
as this helped me to remain focused during thenie®. My PhD course on employing
guestionnaire-design and interview methods helpedeuoonceptualize interviews in the field of
applied linguistics. Following Holstein and Gabriu(@005: 484), | take interviews as
interpretative practices; as processes that “engpage the ‘hows’ and the ‘whats’ of social
reality”. The interpretive approaches treat ‘intews themselves as topics for investigation’
(Talmy 2011: 131) as opposed to using them as duibito the inner voices/ worlds of the
interviewee. Richards and Talmy call it a discuesperspective on qualitative interview which *
is conceptualized explicitly as a socially situatsggeech event’ (Mishler 1986), in which the
interviewer (s) and interviewee (s) make meaniogstruct knowledge, and participate in social

practice (Richards and Talmy 2011: 2). The diseergerspective aligns with Holstein and
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Gabrium’s (1995) notion of an ‘active interview’ igh is not an approach but a ‘theory of
interview’ (Richards and Talmy 2011: 2) ‘which ratly gives the content or what but also the
hows'. In short, theorizing research interviewsiiresearch instrument’ to ‘social practices’ or
as a discursive perspective or active interviewscldr * an ontological and epistemological
shift’ in which the status of interview, data, vejdias, analytics approaches and analytic focus
change markedly’ (See Talmy 2011: 132 ). The acinterview approach | adopted shares
ontological assumptions and methodological proceslwith ethnographic interviews which
view interviews as conversations in which the wmimwer and interviewee are equally active in
knowledge construction. (Blommaert, 2006: 39). Whemeconceptualized interviews in this
way, and analyzed their objectives and the rolegb®interviewer and the interviewee, | did not
judge any of my interviews as either good or batasua linguistic activity in [their] own right’
(Blommaert, 2006: 38). | gave importance to thecdoees, views, and explanations given by my

research participants.

6.3.9 Questionnaire
| decided to construct and administer the questioarnwhen | realized that | would not be able
to gather a large amount of data just through weers, field notes and observations within the
time limit | had for my fieldwork. The constructipadministration and test-retest of the tool
took more time than anticipated.

While designing the questionnaire, | was partidylapnscious of addressing the central
problem of the interpretation of the items by mgp@ndents. In order to address this concern |
used the strategy of test-retest (Alderson, 198f2¢r administering the questionnaire to a group

of teachers who volunteered to participate at flee ptage, | held a small group-talk in order to

131



understand the problems they might have facedlingfithe questionnaire and to listen to their
suggestions for its improvement. Their feedbacké@lme fine-tune the wordings of the items,
rearrange them and add a few qualification credentin the biographical section of my

guestionnaire. | also showed the tool to my sugervivhose comments were useful in helping
me to make appropriate revisions.

In short, | designed aad hoc questionnaire, administered it, held a meetind wite
informants and incorporated changes on the badisenf feedback by adding/deleting and fine-
tuning the wordings of the questions and the respaypes, and also checked the validity of the
tool by the test-retest method. After validating torrectness of the tool, | used the purposive
sampling technique in which | followed two critefiar selecting the informants: (1) all those
teachers who came to the staffroom during the baeak(2) those who volunteered to participate
in the project. In terms of numbers, twenty- twortiggpants volunteered to fill out the

guestionnaire.

6.3.10 Gathering of Relevant Documents and Textual Materials

| gathered a number of documents relating to thguage practices in the schools. | collected
memos by school heads addressed to their facelyel applications of pupils, correspondence
between the school and the education departmetith@imveen the school and the parents. | also
scrutinized students’ notebooks and textbooks. \ahmission from the people concerned, |

photocopied some of the material relevant to mydystd collected more or less the same

documents with some minor variations at all theaesh sites.
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6.4 Data Preparation: Transcription and Trandlation Processes
In Section 6.4, | discuss the steps adopted forttescription and translation of the data
followed by the process of its interpretation. he tfinal section | also outline the ‘ethical’

standards that | subscribed to during the resganakct.

6.4.1Transcription and Translation Processes

| followed three steps for transcribing the datastep one, | listened to the audio-recordings
several times in Urdu/ English, and then translated transcribed them in normal orthography.
For recordings that were in Arabic or Pashto, kttlee help of a student who had received
formal qualifications in these languages. In step,tl developed and used my own transcription
conventions, mainly taking help from the notatialiesseloped and by reading about issues in
regards to transcription as discussed by Robe@@7(2in order to capture relevant non-linguistic
features of the spoken data. In step three, | stdive transcribed data to a group of Pashto and
Arabic speakers in my university. In step fourpught the help of a professional for formatting
the data into two columns.

Transcribing a wide range of linguistic practicearieties, registers, and channels of
communication proved to be a challenging task.Itl ifewas impossible for me to detach my
subjectivity from the data. During the processrahscribing each episode, | came to realize that
my own observations/impressions had become integrdahe selection of the episodes and
events and that they also contributed in foregroygndome aspects of the events while leaving
out others. My readings on transcription in appligtuistics made me reflect on my
relationship with the transcription | had producéd.particular, following Bucholtz (2002), |

find that it would not be very accurate to claintatoimpartiality in the representation and
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interpretation of transcripts. However, | took afleeve stance towards my role and
responsibility as transcriber in the process ohgcaiption. In this regard, | showed my
transcription text to the respondents in the fptice and then to other people including
laypersons and experts in the languages. | incatpdrthe changes suggested by the respondents
and the experts on translations. In one case a@mdspt teacher withdrew from the research

when his transcribed interview was shown to him.

6.4.2 The Process of I nter pretation
| divided the process of interpretation into ‘geteand ‘specific’ which | discuss below. Both

the general and specific complemented each othtéeiprocess of interpretation.

6.4.2.1 General Interpretation

The process started the day | entered the fieldcandinued throughout the fieldwork—at the
stage of transcribing the data and finally at ttage of writing the thesis. As Blommaert notes,
“since the analysis of such data is interpretives boundary between ‘during’ and ‘after’ is
blurred: a lot of interpretation (read: analysiak lalready been done in the field, on an everyday
basis” (Blommaert, 2006: 55).

Linguistic ethnography informed the detailed asmlyof the discursive practices
throughout the study. Broadly speaking, this tyde aoalysis comprises context-specific
interpretations of language use (Mehan, 1984:1I7&phderstand ‘context’ in the study as not
referring to the physical aspects of the settingtbuhe wider interactions amongst people in the
setting: ‘they are constituted by what people @oeng, as well as when and where they are

doing it'" (McDermott and Aron, 1978 cited in Mehal984:175). In short, reconceptualizing
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context as ‘segmented and to some extent contrbiladdirect verbal strategies’ (Mehan, 1984:
178), and taking ‘discourse and its organizatioBtwards and Westgate, 1994. 174) as a
guiding heuristic orientation, | interpreted myaatithout assuming a direct correlation between
language form and social categories. The analyasmwot only restricted to the linguistic forms
but to the contextual dimension of their productianteractional rules and norms of
conversation. According to Mehan, ‘ethnographicalijuenced studies of classroom language
and communication have been particularly successfulncovering the suggested unspoken
classroom rules and previously unnoticed normdasfscoom behavior’ (Mehan, 1984: 178).

While interpreting the data | was mindful of ‘emstic reflexivity’ (Blommert, 2006:
58), that is whatever claims | make on the diseergrractices and on the social, educational and
political arenas must have their basis in lingaistnd non-linguistic clues that exist in my data
and that | should not offer transcript data as evi#® ‘to speak for itself (Edwards and
Westgate, 2004: 135).

The general interpretation covers the processesgbtiating access to the sites with a
focus on the use of language during my stay inhbeadmaster's room in Quetta, visits to
community members and a description of the gergenadlitions of the neighborhoods where the
research sites were located.

Following the common analytic methods of linguiseéthnography and the multiple
method approach, | triangulated data collected fdifferent sources through audio-recording of
the lessons and events, the questionnaire, fietdsnand informal discussions with different
stakeholders and analyzed all of them togetheromsaltation with the local actors, thereby
bringing both emic and etic perspectives to my ysigal. In line with the critical, interpretive

work in a multilingual policy context (Martin-Jonesd Heller, 1996, 2001) and drawing on
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Bourdieu’s (1991) conceptual framework, | attemptedextrapolate links between language

practices in the schools and the wider socioecoa@amd political order.

6.4.2.2 Specific Interpretation

As | was the only person involved in the whole psse—negotiating access to the sites, visiting
the community and collecting, transcribing and fyamg all the data—I discovered that single-

person research was rewarding in that each stagerga opportunities to observe the actors’
linguistic behavior and to reflect on my own langegoractices. The links between language
practices in institutions and the development o€iaocategorization based on language
differences began to emerge when | triangulateddatg. Although the process of transcribing
and the debriefing sessions with the teachers was tonsuming, it allowed me to develop

closeness with my data, and the professional/fiaanajectories of my research participants
became extremely familiar to me. In other worddeveloped a strong human bonding with my
research participants as a result of being famiv&h their histories, and their social and

financial conditions, which | then linked to thanguage practices in institutional settings.

The debriefing sessions usually involved multiplsits to the research sites and
communities to show to those involved the transsrimitial accounts and interpretations. The
usual response was one of amazement, that ‘younausdhese things! | had no major
disagreement with the participants with regard e transcriptions and accounts but some
teachers did point out that the meaning behindvadfietheir utterances was different from what |
had understood. | respected their interpretatioresje the appropriate changes and once again

showed them the revised transcriptions.
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The debriefing sessions performed multiple funcia@n the one hand they allowed me
to negotiate the local meanings and views of thiéigigants on their language practices and on
the other hand they provided me with alternativel@xations to the phenomena under
investigation. Moreover, the behavior/ responsettt# teachers to the transcription also
illustrated meanings through verbal and non-vedesitures. Many of the teachers at SB school
regretted their code-switching practices and maelg yperceptive comments regarding their
practices in this regard. A teacher at SB safdu‘know we have to do this because Balochi
children do not even understand Urdu. How wouldy tlearn English if we taught them in
English only?’” While this casual remark made by thacher is a fine example of linguistic
hierarchy, it also points to the language policdased by the school, i.e., English only. The
teachers at SD were least concerned about theimcmicative patterns. All they worried about

was the translation from Arabic to Urdu that th&y during the lessons.

6.4.3 Ethical Considerations

| strictly followed the ethical standards of LaneadUniversity. In addition to that, | also read
and followed the standards published by Britisho&sation for Applied Linguistics. | wrote a
letter to the principal (Appendix 1) of each schee&king permission to enlist the school in my
research project. | also obtained the informed eonnhef all informants. | advised all informants
about their right to withdraw from the study at astgige and indicated what measures would be
taken to protect their interests and privacy. | wassitive to cultural, religious, gender and age
differences through maintaining a reflexive attéugthen in the field. While | explained the
objectives of the study, its possible consequenoesissues of confidentiality, | also conveyed

to the informants that it is not always possible cammpletely conceal identities and that
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anonymity can be compromised unintentionally. Atstexge of my study did | resort to covert or
deliberate deception. As children were also infartador this study, | not only obtained their

consent but also obtained permission from the parehom | could approach through school
head. In case of school C and D, the school pa@axered it. | spent time with the children and
commensurate with their interest and ability to ensthnd, explained to them the objectives of
the study. For class observations, | obtainedver®dal permission from the pupils and the

teachers to attend and record their classroom &geypractices.
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Chapter 7: The Socio-Cultural Value of Local Literacies/ languages in Schools

Overview

This chapter addresses the question of the rekdtiproetween the language-in-education policy
of Pakistan and the everyday practices in its dshdo specifically answers the following
guestions:

* What are some of the common classroom interactjoraaitices in schools?

* What are the ways in which pupils are categoriaethbir teachers?

* How are pupils’ categorizations tied to their etfiyiand class?

The argument put forward in this chapter is thdtile the imposition of a monolingual

rule for education is a dominant aspect of the lagg-in-education policy, especially in the
post-colonial context, it has been found that daatéors in Pakistan respond to this in complex

ways.

The chapter comprises two sections. Section 7.kepte some of the common
interactional practices found in the school sies@mines the ways in which teachers categorize
their students and explores the links between laggupractices, social class and ethnicity.
Section 7.2 discusses the findings made in theiquevsection taking into account the

monolingual rule in the light of recent scholarsimphe field of language-in-education.

7.1 Interactional Practices in Classrooms

As noted in chapters four and five, examining thteractional practices between teachers and

pupils in classrooms provides opportunities anaimihating insights into the manner in which
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the micro and macro aspects of language-in-educatdicy of the country are linked. A close
investigation of these aspects in all the four gtsites helped me understand the ways in which
power and authority are constituted at the clasertawel. Although language use differed from
one site to another, the patterns of interactiamsr@at very dissimilar. Some of the common

interactional patterns observed are discussectigghtions that follow.

7.1.1. Initiation and Maintenance of a Unified Floo

The most commonly shared strategies were the oreand maintenance of a unified floor,
largely by means of reading out from textbooks miyiriessons, an exaggerated emphasis on
translation from English/ Arabic to Urdu, the uskrepetition drills for memorizing target
languages, and adopting strategies in SB to erthateonly English was used for classroom
interaction. In addition to that, teacher-initiatdtbrusing, students’ taciturnity and the teacher’s

volubility were noted.

The lesson analyzed here took place in April 2ilthe public sector school (SC). The
lesson was conducted by a senior teacher who henl Werking at SC for over twenty years.
Let’s call him Mr.Salim. He was teaching a claseighty-one boys out of which seventy-eight
were present on the day of my observation. Oubhefseventy-eight boys, sixty-four boys spoke
Pashto as their first language, whereas six sp@tecBi, one Brahvi, four Urdu, one Punjabi
and two Farsi. Mr. Salim is a native speaker offkerbut he can also speak some Pashto as he
has lived for decades in Quetta city. He is veryi wespected amongst his colleagues for his
hard work. He never misses class and is known filizing every minute of his lesson in

teaching English language to middle school boygas also informed by one of his colleagues
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that Mr. Salim had left the banking profession aschnsidered banking non-Islamic and had

become a teacher.

Mr Salim conducted most of his English lesson stamh front of the class, although he
occasionally walked up and down the aisles whigeliieg aloud from the textbook. The students
sat in rows on rickety benches facing the teachdrtie blackboard, four to five pupils per desk
designed to seat three students. The layout ofutimiure in rows created a social organization

that directs everyone’s attention towards the teastanding in front of a large blackboard.

As illustrated in (Extract 1 in Appendix 5.1), frailme very first minute of the lesson Mr.
Salim established a unified floor by introducing textbook lesson (Extract 1, line 1). There
was virtually no exchange of conversation or gregtbetween him and his students before,
during or after the lesson. The class begins wighrstruction for opening the book. From then
on, Mr. Salim retained the floor to himself by rempout each line of text and translating it into
the version of Urdu commonly used in very formabaiions. While reading aloud from the
textbook, he emphasized self-selected words byategethem with a higher volume, one at a
time and in isolation from the full sentence, tentfy the key items in the text (line 3, 10). As
soon as he reached line 23 which was the end dé®iehe made it clear to the pupils what was
expected of them: “listen carefully, you will leatrby heart.” (line 24) He read the entire lesson
a second time (lines 25-55). The only differencéwieen his first and second reading was
perhaps the speed with which he read the text.fUinetion of the second reading was possibly
to rehearse for the final performance in which fupre given a chance to take the floor. Once
he had completed the second cycle of reading amslating, he read out each sentence of the
text in a loud voice (line 50-55) for the third #nand with a rising intonation, pausing after each

sentence so that his pupils could respond withaMpanslation of the sentence into Urdu. His
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students who had remained silent in the firstyhninutes of a forty-five-minute lesson now got
the opportunity to speak. However, their partiagatwas consciously or unconsciously
controlled by Mr. Salim who offered them a conteltaue (Gumperz 1982) by using a rising
intonation for the last word of the sentence fokoMby a pause which was the signal for the
pupils to vocalize the translation. The pupils msed to the teacher-initiated group chorusing
in a rhythmically coordinated refrain. | observédtta number of boys were contributing to the

sing-song drill by merely raising their voices lgre not involved in the process of translation.

7.1.2 A Practice Specific to One School (SD): Usé Arabic to Regulate the Interactional
Practices and Legitimize Knowledge

The lesson analyzed here took place in April 201the private sector school (SD). The lesson
was conducted by a senior teacher who had beenmgoak SD for over ten years. Let’s call him
Molvi Abdul Rehman (MAR). He was teaching a classwelve boys out. Out of the twelve
boys, seven boys spoke Urdu as their first languat)ereas three spoke Pashto, one Gujarati,
and one Sindhi. MAR is a native speaker of Urdu emald also read and write English to some
extent. He informed me that he received his eatlycation in a private English medium school
until grade nine. From then on, he opted for ma#dr&ducation (religious school)

This is a grade six lesson on Jihad, ‘Holy wardiatrecorded in May 2011 in SD, Karachi. The
focus of the lesson was the norms of holy war wihsctaught to boys of ages from 10 to 15.
Like in the previous class, the majority of the bdyere too spoke local languages as their first
language. Some of the common languages spokenneeecPashto, Punjabi, Sindhi and Urdu.
The class was conducted in a multipurpose hall ev/ladlr classes are held simultaneously.lt is

converted into a dining hall twice a day and wa® alsed as a sleeping dormitory for the 120
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boys studying in the institution. Every one sattba floor in small groups with each teacher
sitting in the center with his students gatheremad him. The furniture in the class comprises
small, portable wooden desks meant only for keepouks.

The class began with the teacher, let’s call himiabdul Rehman (MAR), reading out from a
bilingual textbook written in Urdu and Arabic. A ypoemained standing throughout the lesson
with a book in his hand. According to an establisbenvention the boy was supposed to read
the text and the teacher then would offer his contmmeHowever, MAR decided to read out the
text himself. He read a chunk in Urdu then a linéArabic, which he translated into Urdu. As
Extract 2, Appendix 5.1 shows, the recitation o&lic and its translation (lines 3, 5, 12, 14, 40,
41, 46, 59) dominated the classroom interactionattce. The recitation of Arabic seemed to
perform a social as opposed to an academic fundti@iso established a hierarchal relationship
between MAR and his students. MAR knew Arabic aad translate it into Urdu but his pupils
did not have this ability. This difference in lesadf knowledge created an asymmetry in the
power relationship in the classroom which was nemtéd in MAR'’s volubility and his pupils’
taciturnity. MAR used two kinds of cues in his dasom—the first was when he asked the
guestion, “have you got it?” (lines 3, 7), and #ezond when he raised his tone on key items
(line 17). Both cues fail to prompt any responeen the students. After reading the first three
lines of the text in which MAR explained the siZeadbattalion, he gave the cue, “have you got
it?” at a point where no teaching was involved. ¢j¢he cue gave the impression that teaching
and learning activity was actually taking placet isl very difficult to say whether students
internalized the knowledge in the absence of amgotiation between students and teacher. It

seems fair to note that the teacher here was (sahg talk’ practices (Chick, 1996) by sticking
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rigidly to the textbook and making an impressidteaching and learning through the use of the
cue “have you got it?” used more or less as a ftaimexpression.

At the level of the institution, MAR collaboratedtlv SD’s policy of using Arabic and Urdu in
the school. Two of the parents | interviewed beagkthat learning Arabic was associated with
maintaining one’s link with Islam. Similarly, andividual belonging to SD’s management
argued that Arabic was the language of all Muslamd in particular the language of the Prophet
and must therefore be taught to every Muslim. Hewvewbservation of the actual classroom
practice did not show that the pupils were learmngbic as it was just MAR who was reading
out the text and translating it into Urdu. The teag of Arabic here apparently had more to do
with the perception that this language symbolizesnaagined Muslim identity. At a broader
level, the use of Arabic in the classroom reinfdr¢be discourse of the eighteenth century
tradition of religious schools in India in which aic was used as a counter-response to the
British policy of teaching English language to thatives’. As the use of Arabic in SD and
elsewhere in the country is held in high regard, RMfook advantage of this to avoid any
extemporaneous communication in the class. In sh@WAR reinforced the normative
ascendency of the language by reading out the Atalit from the school course book. The use
of Arabic helped MAR in many ways. To begin withhelped him to establish his authority and
provided him the power to control the class. lbaielped him and his students in mutual face-
saving over the inadequacy of the teaching anaileguthat was taking place in the class. The
use of a foreign language, i.e., Arabic createcrggliage difference between MAR and his
students. MAR seemed to know the translation ofAtebic utterances while his pupils did not
know it, as a result the difference led to an aswytnynin the power relationship in the classroom

manifested in his volubility and his pupils’ taamity.

144



7.1.3 Meeting the Demands of English- Only in the l&ssroom

| also observed an English language class heldBimwhich claimed to be an English-medium
school, and which was located in a less affluee& af Karachi. The students were mostly from
a Balochi-speaking background. The teacher, letlsheer Ms Shaista, was a native speaker of
Urdu and had a Master’s degree in Mass Communicalothe lesson analyzed here (Extract 3,
Appendix 5.1), Ms. Shaista started her lesson bgrbl introducing the objective of her class
which was reading chapters of an English novel.

Ms. Shaista spoke to her students mostly in Urdunavertheless tried very hard to
speak as much as possible in English. Her instmstwere in English: “tell me the summary of
the chapter” (line 12) and “close your books” (Ith2), and asking wh- questions such as “where
is London?” (line 19). Her students’ responses reawhlimited to one- or two-word answers
(lines 4, 7, 11). | observed that Ms. Shaista’s aed students’ competence in English was
limited and appeared to be restricted to a fewantiges which they seemed to have memorized
well. In order to meet the demands of the scha@ently introduced policy of using English,
Ms. Shaista and her students had worked out a meth@intly staging a lesson in which she
and her students appear to be respectively teadchmy learning in the English language.
Connected to the impression that English was b&oght and learnt was the selection of the
novelLisa goes to Londowhich is the story of a girl who visits London onrigp which she has
won as a prize in a story writing competition.ouhd that the text which talked about Heathrow
Airport, the London Eye and Hyde Park posed sigaiit difficulties for comprehension and
greatly constrained any meaningful interaction leetwthe teacher and the students. In order to
overcome the language and unfamiliar cultural emglés posed by the material, Ms. Shaista and

her students spent most of the classroom time mgasllently and summarizing the chapters,
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lifting lines from the textbook and reading therowal in the class. It appeared that Ms. Shaista
avoided reading and discussing the chapters ohtwel by adopting a number of methods.
Firstly, there was an elaborate pre-lesson tallciwkook about seven minutes out of a forty-five
minute lesson (line 1-11).The teacher asked heatests if they had brought dictionaries with
them and whether or not they had self-read thelntverder to get some feedback, she shifted
her gaze from one student to another, row by roaking sure that each pupil showed her their
personal dictionaries. She also spent time inmggetd nod from each student to her question
about whether they had read the novel at home.

Her second recurring interactional strategy waasio the students to first read and then write a
summary of the chapters but without having provideem any sort of guidance; her third
strategy was to teach a grammatical point which i@adelevance to the novel (lines 56-62). In
order to fill the gap between the silent readingcloépters, Ms. Shaista opted to ask wh-word
guestions on the location of cities and thus sigfaétg avoided a discussion of the book (lines
21-32). The avoidance strategy became even moarspmuous when Ms. Shaista asked her
students to name the cities of Pakistan (lines 3)9-bhe strategies of summary writing, asking
wh- questions and the fillers between chapters wdopted by the students and their teacher as
a means of survival, as they had to subscribeh¢osthool management’'s requirement that
every student and teacher should speak only iniEngAlthough Ms. Shaista and her students
did speak in English they did so by coming up vatbative ways of doing this that seemed to

serve the institutional agenda but were only tatigketo the task of academic learning.
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7.1.4 Pupils Challenging a Native Speech Model
| also observed a lesson on oral communicationsskilEnglish in SA. The lesson was held in
August 2011 in Karachi. The teacher, let’s call kst Fatima, was a native speaker of Urdu and
her students came from diverse ethnolinguistic gamknds, as was the case in all the other
classes that were part of my study. One major rdiffee that | found was that students in this
class had received their schooling in elite inibtus of Pakistan and had a comparatively better
oral proficiency in English. Fatima had recentyurned from the USA where she had gone to
attend a one-year Foreign Language Teaching AssiBtalbright (FLTA) program. | noticed
she had acquired an authentic American accentlatcher speech had few traces of Pakistani
English. As the transcript of the following epigoshows (See Extract 4 in Appendix 5.1), the
focus of the lesson was talking about “highschiet.|

At the start of the lesson, Ms. Fatima set the dpeeodel for her students to follow in
class by referring to a success story (line 7)thed advised her students to watch the BBC and
CNN. A boy stood up to share his high school eepees with the class. He spoke English
fluently and confidently. | noticed that he madeamscious effort to speak the way English is
commonly spoken in Pakistan with frequent code-ngxiAlthough the implied demand was the
display of monolingual English-Only, he deliberstehixed Urdu lexical itemschai wald,
“chai parathd ( Tea seller, Tea and Bread)with English (line.28oteworthy was the long
pause he gave while speaking English, perhaps nmguat small challenge to the teacher’'s
ground rule of not speaking Pakistani English as widely understood that native speakers of
English do not take long pauses while speakingiEmglor do they code-mix. Interestingly, the
second student followed in his footsteps by givioigg pauses and using English the way it is

used in the English-speaking tiers of Pakistaniietpc | interpreted this as an example of
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students’ language policy, in response to the ictplnstitutional language policy of native
speaker ‘English- only’.

This fleeting instance of a linguistic challengetéacher authority was part of a wider
pattern in this school and in the other schoolss Whider pattern is revealed in the results of the
guestionnaire (Figure 1- Appendix 5.1) we see Eralish is used on formal occasions such as
convocations and formal school functions. It is artpnt to note that formal school functions
usually involve participation of the parents aned tommunity, in other words those who pay the
tuition fees for children studying, at least invatte schools. Such events are crucially important
for the school management as these provide therh amt opportunity to establish their
credibility by demonstrating to the attendees th&fipency of the teachers and students in the
English language. As is evident from (Figure 1);Ks@age interactional practices at places like
the playground or the school canteen were mostp@ated with the use of local languages.
These practices differ widely from classroom piaegi

The interactional practices in Ms. Fatima’s clagsewquite different from schools B, C
and D from the point of view of student particippatias a number of students took turns to speak
out in the class. However, the restriction imposgdMs. Fatima of avoiding speaking in
Pakistani English excluded the majority of her stud from taking part in the oral
communication exercise. | found many students wlaweweager to share their high school
experiences with their classmates but who choséondb so perhaps because of the restriction
imposed on them by their teacher.

In the debriefing session | asked Ms. Fatima for fagionale for giving so much

importance to the so-called native English accEatima argued that there was an element of
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“beauty” involved in the ways English is spokenitis native style (See Extract 5 in Appendix
5.1).

On further probing | found that Fatima believes thahild’s English pronunciation gives
the teacher a clue about his/her social positiotheénschool. She noted that children whose
pronunciation is different from the standard Bhtesnd American pronunciation are mocked by
their peers. She thinks she is valued by her stadeecause of her pronunciation (line 53,
Extract 5). She relates her arguments to the vadeiety by referring to the English accent of a
Pakistani film actress whose is mocked by peopleabse she speaks in a typical Pakistani
accent.

To conclude this section, | note that my observaté classroom discursive practices
showed that there was a range of linguistic prastith different schools. These practices
reflected the social, cultural and linguistic sfgrance of each school within the educational
system and in the wider society. In the state scf®G), which is similar to those where the
majority of Pakistani children study, there wasaclevidence of restricting the use of local
languages in the classroom by imposing Urdu asstie legitimate language for classroom
interaction. SD classroom interaction showed that recitation of Arabic helped the teacher
avoid loss of face and ostensibly legitimatizedrtkeowledge. It was found that teachers in SB
had extremely limited competency in English but evebliged to show their classroom
interaction in English; therefore safe talk pragsiavere very conspicuous. SA validates no other
language: only English is required to be used id antside the classroom. Students from
different socioeconomic backgrounds are found ss¢hschools, which suggest two important
things: first, the school seems to act as an impbiocial stratifying mechanism, both material

and symbolic, and second, the school appears @mhbestitution for structuring and regulating
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linguistic resources. The most visible and conspusupattern of interaction was the absence of
spontaneous communication between pupils and teaalech also points to the social distance
between them and the difference in their sociallarmlistic backgrounds.

In the next section | illustrate the processesugiilg’ categorization at the level of the
classroom and the school. | present my findingstvBuggest that the linguistic and social

backgrounds of pupils are important determinantseachers in the classification of students.

7.2 Linguistic Repertoire and Pupil Categorization

My data (see illustrative examples in Extracts 7-APpendix 5.2) suggest that the pupils’
linguistic repertoire is one of the key factorsttdatermine how they are categorized by their
teachers. It was found that proficiency in two imtpat languages, i.e., the national language
(Urdu) and the official language (English) is takemo consideration by teachers when
categorizing their pupils. Those who are compaedifibetter in these languages are marked as

good students while those not as proficient aresiciened problem students.

7.2.1 Unofficial Categorization in Everyday Teaches’ Talk

| also found that the process of categorizatiorvasy much a part of everyday discursive
practices in schools in Pakistan such as thodeisrstudy. | illustrate this point by referringdo
parent-teacher meeting at SB conducted in Urdu demtwiour teachers and a father whose
daughter, Muskan, studied in grade 1 of the schdbk father, who was employed as a
gatekeeper in the same school, a native spealalo€hi. Two teachers involved in the meeting
spoke Urdu as their first language and the remgitwo Punjabi. The meeting lasted for about

three minutes at the end of which | had the opmittito conduct a debriefing session with the
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teachers. As the transcript of the parent-teachestimgy (Extract 7) shows, the teachers felt that
Muskan faced language problems in school becaustheofdifference between her home

language and the language of instruction. She waedly categorized as a problem child by her
teachers. Her teacher noted (lines 5-6) “she ig garet... she does not speak to anyone”. Her
teachers also shared their observations on Musk#assroom behavior, “she tries to hide at the
back of others”,(line 10), “lack of confidencené 11).

The father agreed with the teachers that his daudtad a serious language deficiency
because she did not know either of the two langauage Urdu and English. In my debriefing
session (Extract 8) | further explored the cas®lo$kan ; | found that Muskan’s home language
was interpreted by her teachers as a deficienbys ¢ their language problem” ( line 2), “ they
even can not speak Urdu” ( line 3).

The class teacher noted that the school neighbdrias inhabited by families who
spoke Balochi. The teacher believed that thereanlasguage problem with the community (line
9). | also found that other teachers involved ia theeting saw a strong link between the social
position of the Balochi community and their lingigsrepertoire. The teachers reported that
because of the language problems, i.e., lackingaheired competence in English and/or Urdu,
few of the community members get access to higtecation in Pakistan and that they mostly
end up as fishermen, gardeners or shopkeepers (ié2).

A similar set of attitude was voiced by the teash@garding another child, Aliza ( See Extract
9,10).The community was construed as not well etddiclhecause they did not know Urdu and if
the community members made pronunciation and miagestéminine errors while speaking the
language (line 8, Extract 10, Appendix 5.1). Thectesr's manner of saying “you know Balochi

children come in... even Sindhi” (line 6) providedie$ as to the way in which students were
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categorized on the basis of their home language<altural background. The implication of the
teacher’s utterance is that these languages aneaseg problem. It also reflects the asymmetrical
power relationships that are being constructedhénetveryday discursive practices in schools—a
relationship that is based on language differertmetsveen the officially supported national

language and the home languages of the pupilseauthérs.

7.2.2 Official Categorization of Pupils

The official categorization of students was morbtkeuthan the unofficial practices as revealed
above. Perhaps the best example of official categion of students comes from the national
day celebration speech that | audio-recorded orAdgust 2011 in SB. The event involved
almost all the staff, faculty and students of thenpry section aged between 2.5 and 8, and a
considerable number of parents who were invitethlbyschool to participate in the celebrations.
My diary notes tell me that the parents and chiidleoked happy and relaxed and were
communicating with one another in local languagethay were there to celebrate their national
day. | also found that it was a day when the sttel@ésit less compelled to follow the English-
only rule of the school. Children sang songs anddout skits on the stage in both the national
and local languages while their teachers promgtechtfrom off the stage in the same languages.
The warmth of the relationship between studentstaadhers was clearly visible. As extract 11
in Appendix 5.2 shows, the headmistress chose twedeher speech in English which
immediately created a power difference betweensfieaker and the audience who obviously
lacked proficiency in the language. | could howeurderstand her opting for a speech genre
that was structured and using formal language lsec#his 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 crediend with her listeners by
emphasizing common values and using plural pronduasand ‘us’ (lines 4, 6, 16, 18, 20).
However, my research diary tells me that the speaks not alert to the blank expressions on
the faces of her listeners. The majority of theianck had puzzled expressions on their faces
simply because the speaker addressed them in Braglcs did not accommodate their languages.
As regards student categorization, the speechifotabsall students as Pakistanis and persuaded
them to work for the country irrespective of theudtural and ethnic differences. However, one
thing was obvious—that the deliberate choice of lHreguage for the occasion showed little
regard for the languages of the people present.

The speech can be interpreted on different levaisthe surface, its aim was to persuade the
audience to become better Pakistanis and its osteraidience was the students. However, its
deeper intent was linked to the school's claim théring English language education and its
actual audience was the parents who wanted todugegsthat the school lived up to its claims of

an English-medium school.

7.2.3 Categorizing Students Based on Their Abilityto Utter English Words in the
Classroom

| found that perhaps the most common way in wheelthers categorized their pupils was on the
basis of their ability to speak up in the classtréot 13, Appendix 5.2, is the transcript of an
English lesson in SB taught by Ms. Shaista. Thededocused on a novel titl€tharlie and the
Chocolate FactoryThis was a grade six lesson. The average adeeqiupils was 11 years. The
total number of students present was forty. Likeeotclasses, the children came from diverse

cultural backgrounds but most were speakers of@ald\s indicated in 8.1.3, Ms. Shaista, the
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teacher was a native speaker of Urdu. As thes¢rgmt shows, the teacher addressed four
students by their names: Haris, Usman, Bilal anbid&ader in-class interaction with them was
full of warmth. Her fondness for her students wadipularly evident when she made a comment
on Usman’s long hair (line 6).

Similarly Rabia was addressed as “my wife... my chi{ine 11, Extract 13 in
Appendices 5.2) which showed the teacher’s fondf@sker. Ms. Shaista largely focused her
attention on these four students who claimed iblipuhat they had read the novel while the
remaining students were reprimanded by the teatiner12) for not having ‘memorized’ (line
12) the novel. The same four students dominatedchioeusing responses while Ms. Shaista
moved from one social conversation to another dftaring heard the replies from these four
(line 15, 19, 21). My informal conversations witle students and an examination of the book
showed that there was a huge gap between the $studmmpetence in English and the
proficiency required to read and understand it. Bbek was largely about English life. In short,
students who collaborated with the other studegtsldiming to have read the novel on their
own (e.g. the four mentioned above) were treatedoasl students in comparison to the ones
who had problems and who remained quiet duringléseon. The teacher’s selection of the
students and her engagement with them might hase datrategy to avoid the challenges of the
textbook. The outcome was a joint-staging of anvigtby both students and teachers which

made it appear that English was being taught sarahtién the classroom.

7.2.4 The Process of Category Formation

The process of categorization of the students app@abegin early in their school lives. |

illustrate this by showing the classroom practioé®ne of the teachers in SB. This teacher is
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Ms. Faiza, referred to in chapter five. She wasHhea a lesson on animals to kindergarten
students of ages between 4 and 5. As the transtrgaws, the teacher engaged in a considerable
amount of code-mixing between English and Urdu asdd a poster as a teaching aid. In
response to her question (line 14 Extract 14 inelolix 5.2) a number of students answered in
their local languages. However, Ms. Faiza avoidegse contributions and waited until they
rephrased their utterance in English (line 5). disvelearly evident that only a few students were
able to name the animals and plants in English aityr degree of confidence while most others
were unable to do so. Ms. Faiza was consciouslynoonsciously categorizing her students on
the basis of their conformity to her classroom gbuule of naming plants and animals in
English. Those who succeeded in doing so receivettipe reinforcement. Here, we see the
categorization of pupils embedded within the daygles of meaning-making in classroom life.

In order to understand Ms. Faiza’s unusually hfgdgquency code-mixing between
English and Urdu, | conducted a debriefing sessith her (Extract 15 in Appendices 5.2, line
5). She remarked that, “we tell them... we ourseteighem that ‘children this is a better way
of saying things.”

Here Faiza reveals the view, shared with her cgllea that teachers should tell their
students overtly that the best way of saying thisgghen English is used. She also justifies her
classroom categorization practices by referring tohild’s ethnic background: ‘obviously we
have Balochi children’, which is a clear exampletlod teacher’s categorization of children on
the basis of her perception of their cultural atithee background. Her manner of saying this
(line 5) provides us very valuable insights inte tays in which teachers such as Ms. Faiza
categorize pupils on the basis of their backgrodind devaluing the pupils’ languages becomes

clearer when Faiza notes (line 7) that teachersofloespond to the students until they [students]
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speak in either Urdu or English. | was curious hderstand the rationale behind this institutional
‘ground rule’ and the high frequency code mixingwieen languages by the teacher in her class.
In my debriefing session with her, she made it rckbat learning of English words by the
children was seen as enhancing the prestige dfdheol: “Sir this is an English medium school
and parents send them to us because we teach thgsrE (line 10 Extract 15 Appendix 5.2).
The investigation of classroom practices in thisdergarten class and the debriefing session
afterwards illustrate important facets of categatian. It highlighted the process starts early in
the lives of students.

The data presented here suggests that teacheipatagt towards their students’
languages and their categorization of students doase their linguistic repertoires were
significant elements of the processes of symbadimidation at work in schools like SB. Those
who had had access and exposure to state-supparigdages were categorized positively
whereas students whose home and school languagedglifferent got negatively categorized by

their teachers.

7.2.5 The Link Between Categorization of Pupils and’heir Ethnicity and Class

My conversational interview with the headmasterdhiel April 2011 in Quetta (Extract 17,
Appendix 5.2) illustrates how social categorizatiofPakistan is largely determined by access to
types of schools. As evident from the transcripxtfact 17), those who have the means to
manage the high cost of education in private schae socially constructed as “educated” (line
12). By implication the majority of people whoseildfen study in public sector schools are

viewed as “non-educated”. The transcript (line fLB)her illustrates that the poorest of the poor
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turn to public sectors school: “only the poor catmeus; those who cannot afford to send their
children to private schools.”

As stated above, the head teacher explains thas &ttended by children of people who
belong to the poorer segments of the community. @é@x the manner in which he said
‘ghareeb (poor) suggested that he was not referring ta fheir economic status—he implied
that these people were also ‘poor’ in a social eddcational sense. The evidence comes from
his very meaningful description of the communitgnfr where the students at SC are recruited
(line 16). He laments that ‘these people’ are gieserything free’ and then from his assessment
about the future role of this community, whom hesaldes asnasoor’ (line 18), meaning
tumor, for the society. The teacher argues thatpibe do not understand the benefits with
mother-tongue education (line 22 ) and claims that experimentation of the mother-tongue
education failed because of them. According to, parents would write to him asking him to
provide teaching in Urdu (line 23). So the jusation for the Urdu-only teaching in the school
was related to their demands. Although he makessa for himself as being sympathetic to the
local languages as he does not put restrictionthein use in the school (line 20), the manner in
which he described the community and put forwar dhgument that their languages are not
developed— saying that ‘there has been no work’dgine 22), repeated twice in two lines—

suggested that he was not as sympathetic to théllotguages as he was claiming to be.

7.2.6 Everyday Interaction and Ethnicity
| found a strong link between everyday interactiamsdifferent within the school and the
ethnicity of the social actors. As can be seenximnaet 16 in appendix 5.3 (lines 1- 20), the

primordial concept of ethnicity as static and esdfiis clearly in evidence here. | illustrate this
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point by referring to the discourse of the teachérs were inspecting cleanliness at the morning
assembly. One teacher stated sarcastically nofds Pathans do not have the tradition of
polishing their boots” (line 11). In this event thavas also very vocal and explicit articulation of
ethnic sentiments. However, these sentiments @@ edpressed in more subtle ways and at
times silently. Another teacher referred to thenisass of owls’ (line 10) while a third added
that ‘they never polish their shoes and they nelean their teeth’ (line 11).

Although the second and third teacher did not heecommonly used ethnic label, their
articulation of the word ‘they’ in this episode ifigitly referred to the Pathans as ‘an ethnic
community’ and to the popular perceptions aboutmthBotice that after the word ‘they’ (lines
17-18) there was a judgmental remark about pargmtirthe community—'they have no one to
look after them'—which in effect dismissed the paseas being uninterested in the child.
Similarly in Extract 18 (line 20) one teacher askedlingly, what the parents would know since
they all ‘hail from villages’. The implication seeuth to be that the parents are uneducated and
know very little about education.

While there are multiple causes or reasons whyhtgachold their students in contempt,
this data shows teachers exploiting of the prinardoncept of ethnicity vis-a-vis their pupils in
order to establish their domination over them.

In order to explore the origins of these teacheiistourses and find reasons for the
articulation of such explicitly negative views rediag the pupils’ ethnicity, | interviewed Mr.
Akbar who is a Social Studies teacher in SC. Assitlated by Extract 24, the problem appears to
be rooted in the wider social, political and ecomostatus of the local actors. Mr. Akbar argues

that the federal government does not give instinai spaces to local languages on the grounds
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that these do not have the capacity to be useehithing and learning. As a result, he says, the
feeling of alienation keeps growing in the commuunit

| also found that he believes the problem hasritgroin the history of the language-in-
education policy of the country which imposed ‘ieneant” (line 7) languages through education.
Such moves were made mainly for economic and palitieasons (line 7). The result of the
language-in-education policy of the country is thapils 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’ {s0in a very broad principle of organization in
capitalist societies. The ‘principle of inequali{2008: 287), refers to the manner in which the
distribution of both material and symbolic resogrcestructured. Rampton and colleagues show
that class is often used as a means of dominagiod,is the source of conflict and suffering.
Hence | argue that there is social stratificatianPakistan which is based on the ability of
individuals and communities to access valuable uagg resources. | illustrate this point with
my observation of an English language class at @lGwed by a debriefing session with the
teacher.

Let's call this teacher Mr. Tarang who is a natpeaker of Pashto. During his English
lesson | observed that while translating the Ehglext into Urdu for the purpose of teaching,
Mr. Tarang avoided using the common language shHaatdeen him his students (see Extract 34
in Appendix 6.2). My debriefing session with hinvealed (Extract 21 Appendix 5.3) links
between the pupils’ L1 and their social class. Warang argued that it was primarily because of

a lack of access to a powerful language [EngliBal the majority remained consigned to an
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inferior social position where they could only remas servants of the powerful elites of the
country: “we are the servants of their parents... aad children will become the servants of
their children” ( line 7 Extract 21 in Appendix $.3 discovered that Mr Tarang was very critical
of the ideology of a national language and the raammwhich language-in-education policy is
constructed and implemented in Pakistan (line Blsb found that there were unwritten rules
(line 1) that compel people to conform to the tstonal order of Urdu-only in public sector
schools whereas access to proper English languwsgring was available only to students of
private, elite English-medium schools that charggion fees far beyond the means of the
majority of Pakistanis. As a result, language mieficy in state-supported languages emerges as
one of the most important determining factors i@ theation of social classes. While in lines 7,
Extract 21, clarifies his view on how English isided to the creation of the elite class in
Pakistan, it is important to mention and illustrat@t the process of class creation is also
embedded in everyday discursive practices in utgtital settings. One of the key findings of
the present work is that it has provided some hisignto the processes of class creation and the
stigmatization of the local languages in everyd@scutsive practices in concrete settings in
current Pakistani society.

To conclude this section of the chapter, | sumneasiame of the common interactional
patterns observed: they include absence of spomigneommunication between students and
teachers, teacher-initiated chorusing, chantingg tearning, and memorizing the language.
While the interactional practices in schools areranor less the same, the major difference
amongst all the four research sites is the inetyuiaithe access provided to linguistic resources
such as prestigious varieties of English and Ukdliked with these linguistic inequalities is the

difference in the material conditions of the sclsoahd the social actors who participate in their
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activities. Students are categorized by their teexhn the basis of their academic performance
in the class but they also take into account tlguistic background. They seem to categorize
their pupils based on the languages they brindni¢osthool. Reified concepts of ethnicity and

class are taken into account by teachers whilggoateng their students.

Linguistic studies in colonial and post-coloniattegs inform that the ritualized ways in
which participants draw on linguistic resourcesctlaborate or contest the interactional and
institutional order of the school have consequercethe construction of social categories and
for the use of those categories as ways of orgamitine distribution of resources through
education. They also inform us that:

‘the interactional and institutional orders in niluigual settings are in fact unified. Both

may be traversed by a number of different, posstoignpeting, possibly contradictory

sets of interests and ideological orientations. @omicative and organizational practices
are usually the management of tension betweenuti®mity of the dominant language
and the solidarity of the vernacular; between pedagl commitments to group work
and assessment pressure to monitor student perfoenaetween valuing community-
based knowledge and facilitating access to schaséth knowledge’ and that the

‘relationship between what happens in the educatigettings and what happens

elsewhere’ (Heller and Martin-Jones,2001:420).

| find that while the classroom discursive pracidead similarities with the classes of
Peru, KwaZulu (Hornberger and Chick, 2001) Nair@unyi, 2001) and Jaffna (Cangarajah,
2001) in terms of classroom interactional pattemmshis study in Pakistan | have found there is
a manifest stigmatization of local languages amerdcies and a clearly visible differential

positioning of learners in relation to their accespowerful languages.
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7.2.8 Bridging Gaps Between Policy and Practices
In this section, | discuss the monolingual languisgeducation policy of the country. As can be
understood from the data presented in 8.1, thedioneahtal issue is the imposition of a
monolingual language-in-education policy in Palastahether it be through Urdu or English.

| illustrated through the data analysis presentads tfar that classroom interactional
practices at all the four research sites were bcrdstricted by the imposition of non-indigenous
languages for teaching and learning. While in saithe classes that | observed, | noted that
there were opportunities for students to contriliotelassroom discussions, but in the majority
of them the ability of both teachers and student$ake a constructive part in teaching and
learning was severely limited; instead, they addpteechanical text-mediated interactional
patterns and strategies. In a reference to otleeofonsequences of a monolingual language-in-
education policy and practice, Martin-Jones (200%)1 states, “one consequence, well
documented in decades of sociolinguistic reseasdne devaluing or stigmatization of minority
languages, regional dialects and the languageolohized people whilst, at the same time,
providing access to other highly valued forms dihigualism.” | find Martin-Jones’ observations
are very relevant and pertinent in the contextaki§tan as it underlines the ways in which the
language-in-education policy of the country hagdnisally stigmatized local languages and
literacies by restricting their use in institutibrs@ttings. At the same time, we need to bear in
mind that local social actors ‘on ground’ vary ineir responses to language-in-education
policies. In this study | have found that some leas and the school management are major
contributors in the creation of this regulatoryineg, as well as in devaluing the local languages.
| have also found that some classroom teacherstiatgydhe macro discourse in subtle and

nuanced ways, often safeguarding their personalaats at the cost of pedagogy.
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Historically, decisions on language-in-educatioriqgyoin Pakistan have always been
based on the total exclusion of local languages ftioe educational system. It is often argued
that these languages are not developed to beabutden of education and hence it is the
national language which should be the medium ofrueson while English is symbolically
introduced as a subject from grade one. It hasidigen found that the state and transnational
agencies make a controversial issue out of theunedi instruction in Pakistan. Journalists and
scholars respond to this in a superficial mannghaut having examined the actual complex
discursive practices of specific settings.

My data also suggest that policy decisions taketmeatievel of schools and the national
government hugely impinge on the everyday inteoaeti practices in classrooms. Although the
constraints imposed by the policy of having an Urdaedium of instruction have definitely
erected barriers between the teachers and stugemthich classroom interactions have been
reduced to reading aloud from the textbook, perfng chorus exercises and translating a
foreign language into the national language, tla¢ peoblem has little to do with the medium of
instruction, whether Urdu or English, but rathers aore to do with the management of
linguistic resources and the complete absence mhuamity involvement in the development of
a language policy for schools in Pakistan. To sum while text-mediated classroom
interactional practices ultimately reduce the paBty of the students benefitting from their
teachers indigenous knowledge and experiencesg fhrextices are used by the teachers as a
strategy to prevent loss of face. The languagedralso emerged as perhaps the greatest hurdle
in establishing a warm relationship between thehees and their students in all the four studies

| report in my work.
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Chapter 8: Discursive Responses to the Language-Education Policy of Pakistan
Overview
This chapter attempts to address the question wf poapils, teachers and parents become
socialized into a school’s language practices assiooms, at school functions and at the social
spaces in the school. It specifically aims to adsltbe following sub-questions:

* Under what conditions do we find strategies ofaodiration or contestation?

* Under what conditions may these strategies be wroless successful?
In order to answer this question, | analyze thevasht discursive practices observed and audio-
recorded in all of the four schools. | complemdrg ainalysis with ethnographic details that |
recorded in my field notes.

Following Cummins (2003: x), | argue that individlueducators are not powerless,
although they frequently work in conditions tha¢ appressive for both them and their students.
While they rarely have complete freedom, educatiordhave choices in the way they structure
the patterns of interactions in the classroom. THetermine for themselves the social and
educational goals they want to achieve with theeidents. They are responsible for the roles they

adopt in relation to culturally diverse studentd aammunities.

Introduction

Linguistic studies in post-colonial educational mxts (Chick and Hornberger, 2001, Arthur,
2001, Bunyi, 2001, Ndayipfukamiye, 2001, Lin, 208id Chimbutane, 2009) show that using
languages of the erstwhile colonial powers as tlkdiom of instruction in former colonies is a
reality, and that in the educational context exend@l languages sit on top of the linguistic

hierarchy. It is reported that in these countrieseas to the ex-colonial language and the post-

164



independent nation-building language clearly le@adhe creation of a social hierarchy and also
the marginalization of local languages and litexaci

Arthur’s study (2001:58-75) of two primary schoolsre where lkalanga is the language
of the local community, and the other where theéonal language Setswana is used in semi-rural
locations in northeastern Botswana—reveal hieraatHanguage values attributed to Ikalanaga
and Setswana. She shows how patterns of bilingiedaction contribute to the creation of local
hierarchies of languages and to the reproductiompmfer relationships between English,
Setswana and other, even more marginalized langua8emilarly, Bunyi (2001) carried out a
study in two schools in Kenya, one in a rural andeere people were speakers of the local
language Gikuyu and the other in an urban neigldmmitwhere the lingua franca English was
being used, and showed how learners were diffgr@atbitioned with respect to their access to
English. As Bunyi notes, (2001: 99) ‘...schools innga define children on the basis of the
linguistic and cultural resources that they bringni home... because English is the legitimate
language within the Kenyan education system, aildr knowledge of English and their ability
to speak and write it has become the norm on witeiabhers’ expectation are based.” A cursory
look at the findings of yet another piece of reskan a post-colonial context would illustrate the
point more clearly. Ndayipfukamiye (2001) carriad a study in a rural and an urban school in
Burundi where the Kirundi language is central tetgadependence nation-building and French
is the language of the ex-colonial power. The stsldgwed that the elite of the society master
French while, for the majority of the Burundiangieh remains a dream. He also noted the wide
difference in the working conditions and socioeaoimbackground of the teachers and students

in rural and urban school settings in Burundi.
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The three studies referenced above show thamisly a small segment of society that
exerts a disproportionate influence in policy fotima and implementation. They also show that
the ascendency of ex-colonial and national langsiagelargely due to social and political
interventions which safeguard the interest of a tewr those of the majority. Evidence of the
processes involved in the construction of lingaistierarchy and the marginalization of local
languages and literacies for the purpose of impgfiormal education is found in these studies.
However, as these researchers have also showrgthobese attention to multilingual classroom
discourse:

The imposition of language-in-education is primardccomplished in and through
interaction. The institutional order is always iteteninate, since it is interactionally constructed.
Heller (1999) and others have stressed that theralavays possibilities for exercising agency
and for challenging and even modifying the insimél and social order. At the same time, it is
clearly not possible to argue that the practicestaschers and learners are completely
unconstrained. It is necessary to see them asllygoasitioned, and, at the same time, showing
agency, navigating constraints and actively respmndo the possibilities open to them in

particular school and classroom sites ( Saxendvartin-Jones, 2013:6)

As stated at the outset of this chapter, | consideal actors powerful in their local
spheres of influence and believe that they makeotiieeir authority to serve multiple interests.
| do not see them as passive victims of the unsamadunjust policies that serve the interests of
the elites, the institutional regime and the widgcioeconomic order. In short, while |

acknowledge the existence of sedimented/regimestedcttures and the historical processes

166



underpinning them, | also underscore the role eallactors and explore the many ways in
which they aid in creating and sustaining thesgcstires or subverting or challenging them.

| organize this chapter thematically as follows: nmaring the pupil’'s linguistic
production in the classroom (9.1), the socializagwocesses of pupils in the schools’ language

environment (9.2) and separation of linguistic teses (9.3).

8.1 Monitoring Pupils Linguistic Production

In this section | describe and analyze the classrpmactices of two classes observed and audio-
recorded in SC. The classroom discussed belowigrede Urdu language class conducted by a
teacher, called Mr. Ishaq, was a native speakBuafabi. His class was comprised of eighty-one
boys of whom sixty-four spoke Pashto as their flesiguage, seven Brahvi, six Urdu, one
Punjabi and two Persian.

While talking to me before class, Mr. Ishaq infodnme that his students came from
nearby villages in which both the local teacherd #e pupils communicated in Pashto for in-
class teaching/learning despite the Urdu-only gold the country (line 3, Extract 32 in
Appendix 6.1)).The manner in which Mr. Ishaq intetpd the past institutional experiences of
boys who had studied in their L1 suggested thadidenot value that practice and in fact
interpreted it negatively because he believed\ilngn the national policy was Urdu-only then it
was only right that everyone should subscribe tdHé& described how collaboration with the
policy of Urdu-only had been achieved by the exedmeaster of SC. He had constituted a
surveillance team comprising boys from each seatiotme school whose job was to note down
the names of those who spoke in Pashto, BrahviabodBi in the school premises; fines were

levied on those who were found guilty of breaching school’s Urdu-only rule (line 9). As a
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result of this monitoring, the boys were afraicspeak in their L1 in the school. While narrating
this, Mr. Ishag made it clear that he was in cotepsgreement with the implementation of such
strategies because, as he reasoned, the boys witinkdtely learn those languages from their
own respective environments and thus it was Urdy thrat ought to be taught at school (line
9).Thus teachers’ collaboration with the compulsonplementation of the monolingual norms
was explicitly stated.

Extract 33 shows Mr. Ishaq in his classroom teaghimndu to grade ten students. Mr.
Ishaq did not know what lesson he was supposeddacht In order to avoid loss of face, he
guestioned the students instead and asked themnte the lesson they were going to learn that
day. In effect, his question reversed the situatiom a potential face-loss to a winning position
as he put the students in a position of being destexuiring them to name the lesson he was
going to teach. He acted as if by asking the stisddme subject of the lesson he was only
checking their attentiveness to classroom actwifignes 1-3). Mr. Ishag wanted to teach a
lesson orKhushamat (flattery) so he asked a question “which lessooniglattery?” (line 1). All
the boys unanimously answered that they had cowbrsedesson before (line 2). In the end, he
exercised his authority by asking them to openrtheoks at the lesson d¢hushamat (line 3).
A comment made by one of the students in (lines®) we wrote the words and meanings’
revealed that one particular lesson had been lihtggust writing words and their meanings. Mr.
Ishaq confirmed this in (lines 5), asserting thlgsson meant just learning words selected by the
teacher and understanding their meanings. The d¢edmbrrowed a book from a student and
started the lesson but not without first sharinghwhem the ground rule of having ‘complete
silence’ in the classroom (linel). In the remamdkthe lesson (Appendix 6.2, Extract 33), the

teacher read out words he considered difficult treh explained their meanings to the class.
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The pupils mostly remained silent. In short, Mhdg was able to get his students to collaborate
in implementing the ground rules of the class bgcsssfully keeping them quiet during the
lesson, using the authority invested in a teackiehé institution and the wider society.

The episode clearly demonstrates the agency of aghée in orchestrating the
interactional order of the classroom. The selectibthe lesson, the mode of production and its
reception by the pupils were completely in the tsand the teacher. While Mr. Ishag was
situated in a context where he could claim thatudodly instruction was being compulsorily
implemented, his classroom decisions seem to ¢tanérito giving him yet more power. He does
not want to share the floor with his pupils and ided a mode of organization where
spontaneous interaction is possible.

The next class | examine here further illustrates ways in which teachers acquire
collaboration from pupils at the level of classroohhis was a grade ten English lesson taught
through the medium of Urdu by Mr. Tarang one of thest senior teachers of the school, a
native speaker of Pashto, who was critical ofdti®ool’s Urdu-only policy. Mr. Tarang started
the lesson by giving pupils instructions in Urduojeen their books on page 35. He then started
to read the lesson aloud, slowly and carefully,levhis students followed the text in their books.
After having read the first paragraph he askedstudents to underline the difficult words (lines
1, Extract 34 in Appendix 6.2). He then startedeiead the same paragraph but this time with
relatively longer pauses between the lines (lingsIr2 this reading, Mr. Tarang emphasized
certain words, repeating them aloud and then pgusina few seconds: ‘leather worker’ (line
21), ‘infected’ (line 22), ‘miserable’ (line 2ZJhe emphases acted as a signal for the students to
note the difficult words in the paragraph. A bofeoéd to give the meanings of these words (line

33) but Mr. Tarang cut him off and continued thatioe exercise of reading and emphasizing

169



the difficult words till the end of the paragrapimés 26; see full Extract 34 in appendices 6.2).
While the students were busy writing down the woedsphasized by Mr. Taranga, he very
quietly spoke to me about the pedagogical stapes(I13-15) he had taken: step one, reading
aloud the lesson and identifying the difficult weydtep two, explaining the meaning of the
difficult words, step three, instructing the stutdeto copy the difficult words from the textbook
onto their notebooks and finally, writing the meas of these words on the chalkboard from
where the students copied them to their notebooks.

Both teachers opted for firm structuring of thestas They controlled the participation
framework largely by choosing to recite and trareslaVhat was missing from this way of
orchestrating the class was any spontaneous flantefaction. All avenues for students to enter
into any meaningful interaction or to contribute learning were effectively blocked. The
teachers’ strategy of reading aloud and self-sielgdifficult words and writing their meanings
on the board helped them to fill interactional ssaof the classroom which otherwise might
have provided opportunities to students to asktgures and thereby threaten their authority and
perhaps cause a loss of face. As a result, classsi@ategies were restricted to just teachers
reading aloud and students copying the written wdmim the book and their meanings from the

board. Hence collaboration is the only way for stutd to survive in such classes.

8.2 Socialization Processes in the School Languagevironment

In this section, | describe and analyze the s@atbn 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 aretoosspeak in any language other than
English. This is shown in (Extract 26 below, ling@%-33). In order to improve the English
language skills of the students, teachers keepnaing them to enrich their vocabulary. As an
implicit policy, teachers respond with ‘pardon’ ‘sorry’ (line 29) each time students speak in
their home languages and this acts as a promptéon to shift to English. The school has made
English literature a compulsory subject in ordernnprove the English language skills of the
students. Students are asked by their teacher®rmnsider any language ‘bad’ (line 37) and
respect Urdu as it is the national language. Oetéie classroom, pupils would often code-
switch between English and Urdu while conversinthwheir peers. However, they ‘dare not’
(line 59) speak in Urdu with the teachers and thadmistress. In fact, Urdu language teachers
have to request pupils to respond in Urdu whilerating their classes. With the lower status
staff and cleaners, pupils speak in Urdu-only. pbat | wish to reemphasize is that teachers
play an active role in upholding the English-oréywduage policy of SA by not responding to
students when they use any language other thansBnghile in theory they ask their pupils to
respect all languages. My discussion on languagrlsmation in a school environment brings
into focus the socialization aspects in the lag@nmunity of SA. One teacher participating in
my study argued during a group discussion thatuge of Urdu language had become ‘taboo’
(line 69) in the community of SA and shared witle throup a real life experience of her
daughter’s. The event unfolded as follows: theteds daughter, let’s call her Yusra, went to a
private club in Karachi (See also Extract 26, lif@91 below). As was her norm, Yusra was
talking to her siblings in Urdu. Nearby was a gradghildren who were talking to one another

in English only. Yusra attempted to socialize witiem and asked them the name of their school.
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The group replied with exaggerated pride, refertm@A When Yusra informed the group that
she too was studying in the same school, at fiesg tlid not believe her because they had heard
her speak in Urdu. However, Yusra noticed that dbereafter the group welcomed her amongst
them (lines 67-96). This episode provides evidesicthe manner in which valuable linguistic
resources are distribution through private schaolghe country. It also shows the social
implication of not having access to such institasi@s well as their role in giving a new identity
to social actors on the basis of language. As Ydstanot display her English language skills in
public, the group she interacted with had doubtutlvhether she had access to a powerful,
elite school of the country.

In short, Extract 26 shows that all the teacherSAnspeak in English regardless of the subjects
they teach. The ability to speak in English seeoriset a job requirement in SA and English-only
the practiced language policy. Put differently, B#gely functions as a monolingual English-
speaking island in a multilingual Pakistan. le&sy for people from this ‘island’ to cross over to
the national mainland but regardless of where ey their access to the country’s prestigious
institutions of higher education is virtually guat@eed because of their superior linguistic
resources. The majority of Pakistani children whalg in institutions like SB, SC and SD differ
widely from the small minority who go to elitistlsaols like SA—while the former end up being
suitable for just the lower tiers of the local eocory, groomed products of the latter become
valuable human resource for Pakistan’s thrivingpoaaite world as also for the transnational and
non-governmental organizations.

In SC, the dominant language Pashto is used orngydmuthe classrooms (see Extract 29-
35 in Appendix 7.2). The language in the classroam Urdu-only as shown in section 8.1. The
process of language socialization can be judgedhbyfollowing vignette (Extract 89 d in
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Appendix 8): On the last day of my fieldwork, | askthe headmaster if | could be of any help to
the school. He asked me to hold a workshop fotdashers on any topic of my choosing. On the
suggestions of some new faculty members, it wagldddhat | would conduct the workshop on
teaching English pronunciation through the use lodngtic symbols. But for this | needed a
dictionary so that | could print the phonetic syrsbfor the workshop participants. A frantic
search for a dictionary was launched; starting ftben staffroom and extending to the school
library, different classes, and the staff offica&ldimally even to the principal’s office. But to no
avail. | asked if there was a bookstore in thenvigiof the school or even an Internet facility but
| was told there were none close by. In the erfdcalty member took me on his motorcycle to
consult a dictionary in the Balochistan High CaarQuetta. During the 5 kilometer ride from
the school to the court, the teacher informed na¢ ttey had never needed a dictionary in the
school because teachers did not feel the neednsultaone. It is a telling example of language
socialization of children in SC—the type of sch@diere a majority of the Pakistani children
receive their education. It is also a reflectiontloa role of teachers, school management and the
centralized public education system of Pakistan.

| further illustrate the socialization of pupilscateachers in SC by referring to another
rich point. This becomes clear in the following nigte (Extract 89 b in Appendix 8) which
unfolded like this: On the second day of my fieldkwa SC, | came across two boys running
towards the entrance gate of the school. | wauaarbecause it was school time and the boys
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should have been in class. On inquiry, the boysrméd me they were going to the entrance

gate of the school to perform guard duty. They #aislduty was performed on a rotational basis

and that they were required to watch the gate dwsamool hours because of the ongoing suicide

bomb attacks in the country and the targeted Kilbh people working in the educational sector.

| asked a teacher about this who informed me thatesits were assigned gate-duty on account

of security concerns but also to keep a check ¢ o tried to run away from the school. The

purpose of illustrating these practices is to artina¢ the many decisions taken every day at the

level of the classroom and the school are perhapsignificant in understanding policy as

discourse analysis of policy documents.

In SD, the prevalent learning style, and spacetand management all appeared to be
strategies intended to block spaces for spontanamusnunication. As Extract 90 d in Appendix
8 shows, all 120 pupils ate slept and memorizesbles at a fixed time and in a designated space
in this school. Teachers monitored them to checthal were sleeping or not. Each hour of the
day was fixed for a pre-determined activity. Foe teaching and learning activity, pupils in
groups sat on the floor in a single large hall,hegoup forming a circle around its respective
teacher. | counted a total of ten groups, each mad# ten boys and a teacher who was reading
the lesson aloud even though the adjacent groursittasy just a few inches away. The constant
hum made by the combined voices of all the teachredsstudents in the hall made it impossible
for the pupils to have any communication amongsnitelves or for the teachers to

communicate with their pupils. The only communieatpattern | observed was chanting. One
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function of the chanting was to cover up any indiidl voices or identity that which could
challenge the order. It was like ten chorus graipging different songs in one hall.

The social order of the institution and the sodiabparity between the teachers and the
students is also illustrated by the following vigeel was invited by teachers (Extract 90 d) for
lunch. I joined them for the meal which was laidhe same hall where classes were held. When
| told the teachers that | wished to wash my hahdyg waved to two boys who were standing
with a portable washbasin and a towel to attenthéo | noticed in the remaining days of my
field visit that the teachers would not go to walskir hands in the washrooms because it was
their students’ responsibility to provide them thevicein situ. Throughout the meal, the boys
kept standing silently to deliver food and to pericmther housekeeping chores. The point | am
trying to make here is that there was a systemstiteme that reduced the chances of
contestation while the central strategy was to kiémeppupils constantly busy translating and
memorizing the lesson (see illustrative exampleBxtract 64 and 65 in Appendix 7.3; Extract
36 in Appendix 6). The more the pupils spent timemorizing, the fewer were the chances of
any deviation from the interactional norms of thstitution that had invested teachers with
power and authority.

In SB, where the English-only policy had only rettgibeen introduced | received some
complex responses from teachers. In the discussiptured in Extract 50, all three teachers held
the view that it was not possible to implement aglEh-only regime in the school but their
explanation gave me an insight into the complexsaiaywhich social actors respond to policy
change. Ms. Sadia noted, ‘their language is strangew can they learn English when they do
not understand Urdu?’. She seemed to be implyiagspeakers of Balochi language must first

learn Urdu in order to learn English. The lingwdhtierarchy is so clearly constituted here and
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we know from the study of literature that linguishierarchy is primarily reflective of social
hierarchy (e.g. Heller and Martin-Jones, 2001). #&&pes of the Balochi language are at the
bottom of this hierarchy whereas speakers of Uréupéaced higher. Ms.Nasreen remarked that
all the teachers were anxious over the change linyp@ine 7) and would remain so for some
time. What was perhaps more insightful was the centrmade by the third teacher—‘when we
know English, we will work for them’—implying thahey were working in a school like SB
because they had no English language skills bus tmey learnt that language the doors of other
private elite schools would open for them. As thesschers were unable to teach in English,
which they conceded was a deficiency; they continiwework on low wages for SB although
making an appearance of upholding the institutioraims of English-only. It was interesting to
note that while all the teachers were worried alibatnew policy, they were not prepared to
engage the management on this issue. Instead, appgared to have accepted the notion
promoted by the management that they were defidrertheir linguistic resources and that

proficiency in English could be achieved.

8.2.2 Parents’ Socialization in the School Environent

As most parents do not engage with teachers orga@arebasis, they are likely to infer the
language practices of an institution from the signsdisplay in the school environment. Often
the gatekeepers of schools like SA and SB, i.e. hiémd teachers, are relatively more fluent in
English than the other teachers and as | havedirehown will not desist from speaking in
English with all parents regardless of their largpiareferences. Some teachers often capitalize
on the linguistic disparity between themselves #mel parents to cover their dereliction of

responsibility in not regularly updating the paseah their children’s progress. The key event in
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which parents and teachers interact with one anddhbe face-to-face parent-teacher meeting. |
illustrate here how a teacher in SA capitalized lmguistic difference and used it as a
compensatory mechanism by referring to one of theemi-teacher meetings (Extract 83
Appendix 8). The meeting was organized to dischespreparation of grade nine children who
were to sit for the GCSE examination in a few mehtime. The management sequenced the
meeting by allotting each parent a number. All txgeparents sat in one classroom, and the
teacher discussed with each parent in turn hiseorchild’s preparation for the forthcoming
examination. The teacher strictly adhered to spepkinly in English. One direct effect of this
strategy was the reduced participation of the garenthe parent-teacher meeting as shown in
lines 29, 33, 34 and 37 in Extract 83. None of plaeents could question the teacher on any

aspect of their child’s progress and except forrgag ‘thank you’, they largely remained silent.

8.3 Contestation and Collaboration

The next transcript focuses on the discursive nespdo the English-only policy by Ms.Jameela,
a sports teacher in SB. She spoke Balochi as rs#rdnguage and could also speak good Urdu
albeit with a Balochi accent. She had memorizeéva fixed English expressions in order to
retain her job in SB and had also learnt Urdu. Bésneela studied in a public sector school and
on completing her schooling got married at the @iggxteen. As her husband’s income was not
sufficient to meet the basic needs of her seveldreim, Ms. Jameela was compelled to find
work. She took a job in this school as it was sédan her locality. She knew most of the
children studying in this school as a majority lnémn came from the sangeth (shanty area) as
her. One important reason for Ms. Jameela to workttiis school was that it provided free

education for one of her children. During my fielgits to the school, | developed a good
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rapport with her. | found her very committed to fay. During my informal conversations with
her | discovered that she was the lowest paid tFaaohithe school. Ms. Jameela seemed confused
about her low salary because the school managdmedrasked her to improve her English at the
time of the annual appraisal.

| noticed during fieldwork that Ms.Jameela wouleak to the children in Balochi when
she was not being observed by the school managemrgwitched to giving instructions in
English whenever she realized she was being mewitoAs (Extract 28) shows, her use of
English consisted of one- or two-word utterancke ligo on”, “come here” and “very good”
which can be seen as linguistic resources for weakvtactics in an unfavorable policy

environment.

While it is difficult to say whether Ms. Jameeld&tics can be taken as an example of
either collaboration or contestation to the lingjaimorms upheld by the school management, it
definitely offers the insight that collaborationdacontestation with the policy is never a constant
thing. While the language regime of school impingashe strategies of social actors within it,
their responses may be variable as they shift ipasitand their stance towards policy is not
constant. However, Ms. Jameela’s switching to Ehglieveals an important aspect of the
institutional life in present-day Pakistan wheredblanguages are still constructed as inadequate
for communication between pupils and teachers.idedly, backstage communication practices
were largely in local languages. Seen at the mevel, Ms. Jameela’s language practices were
survival mechanisms to protect her job. But linkimgy local practices with the macro level we
can see how powerful actors in society can exphatless powerful by creating myths about

language deficiency and categorizing people orb#ses of linguistic and cultural resources.
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8.3.1 Separation of Linguistic Resources

The separation of languages—Iocal, national andahguage of the former colonial power—
were evident in this study in different domainssehool life. As we have already seen, local
languages such as Pashto, Balochi, Sindhi and Braére blocked from use in educational
institutions in all four research sites. Where abarctors used the local languages either out of
habit or by choice, they were inhibited from doswg because of the social norms developed at
the level of the schools that did not accommodaasd languages. The national language,
however, was considered legitimate both for theppse of teaching and learning and for
engaging in the daily cycle of communications dtost. The English language was considered
more powerful and prestigious in three of the fecdnools covered in my study, the exception
being SD where actors capitalized on building libkesween Arabic and Islam. While English
was highly valued by the non-elite, private sch(@B), the government Urdu-medium schools
(SC), there was a great deal of ambiguity as to Bmglish language teaching was possible
given the level of competence of teachers in thasgtutions. In the absence of a required
minimum proficiency to teach English, the policyatsiment that introducing English in these
schools was a means to reduce the social dividaséke mere rhetoric, especially in the light
of the carefully designed or selective distributioh powerful languages in the country. A
separation of the linguistic resources is usua#liigeh as an ahistorical and an apolitical
phenomenon in a school setting as research basaganicular model of bilingual education. In
the Pakistani context languages are separatedsasthsols and it is assumed that this is normal,
appropriate and neutral. However, scholars (Heliet Jones-Martin 1996, 2001, Corson, 1999,

May 2005) inform us that the separation of lingaigphenomena is neither apolitical nor
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ahistorical. In fact they are deeply embedded & dbcial and economic powers of the social
actors.

To conclude, my research has shown that sociatsaatahe level of the school seem to
engage in collaboration using a variety of meartstha level of the classroom, translation and
recitation seem to be their main strategies. Atekiel of the school management, the knowledge
that job options for the teachers are limited pdesi the impetus to reinforce the policy. The
element of profit seems to be the guiding princifue those in management. For ordinary
teachers compliance is a means of achieving jolrggc

The everyday institutional discursive practicesny research sites were similar in many
ways to those of other post-colonial countries inatl above such as South Africa, Peru,
Botswana, Burundi, Kenya, Malta, and Hong Kong whlecal actors contributed significantly
in different and complex ways, to maintaining tloeial disparity by institutionalizing linguistic
differences. While | acknowledge the impact of thider socio-political factors, the political
economy and the history of relationship betweeffeddht ethnolinguistic groups in Pakistan,
like those working within the critical interpretivearadigm, | consider that the fundamental
problem lies with local actors who often misuse plogver invested in them by the institutional
regime by policy at different levels and the cuddiy defined roles of teachers and students.

At a macro level, while the majority of the Pakmstatudents and teachers have been
successfully deluded into believing that one natare people and one language is the solution
to all the problems that the country confronts, ¢fiee group of Pakistan’s polity continues to
maintain, as always, its access to quality Endksiguage teaching as well as to the national
language. It is important to note here that postaal nationalism in Pakistan has been a mix of

religion and corrupt democratic rules. The cenp@aler has resided with the military that has

180



ruled the country for over four decades in theand a half decades since independence. In
between long spells of military rule came weak deratic governments which often relied on
the military help to introduce policy changes. Egerce independence in 1947, many policy
documents were prepared on the question of theumedf instruction in the country, yet the
colonial linguistic inheritance continues to betaused by the power elites by virtue of which
local languages are considered incapable of be#nedpurden of education. As this study has
shown, it's only a small segment of the Pakistasgiety which gains a mastery over both
English and Urdu. Children from this elite minordye bilingually trained in English and Urdu
from their very early years whereas those who ageired to confront issues such as transition
from a regional to the national language end ug@ssng poorer linguistic resources, with little

or no skills in the powerful languages of the coyunt
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Chapter 9: Legitimate Language in Multilingual Schals

Overview

In this chapter | aim to address the question @ tiee languages of pupils, teachers and parents
are valued/legitimized or constrained by a schooVert and covert language practices. In order

to do this | subdivide the question into threed®ws:

* What counts as a legitimate language in educatsetéihgs and what does not?
* What values are attributed to local languages aehty in schools?

* What are the ways in which these processes unfaloel schools’ daily routine?

In the end, | discuss the reasons why certain thseaipractices are legitimized in some schools

but not in others.

The chapter comprises two sections. In the firstice, | present a detailed analysis of
the languages on display in school environmentk);(%he values attributed to local languages
and literacies (9.2); ambivalence towards locableges and literacies (9.2.1) followed by a
discourse of deficit (9.2.2). The second sectioangxes the process of legitimizing language
practices in the daily life in school (9.3); langeachoice (9.3.1); turn-taking (9.3.2) and then a
discussion on the rationale for legitimizing certdiscursive practices in school (9.4) followed
by social distinction and upward social mobility44) and constructing monolingual orders: the

consequences (9.4.2)

The argument | pursue in this chapter is that thgitimization of languages in
educational settings is not just rooted in the aqailitical conditions involving a struggle for

power and the defining of social identities buttthas also driven by the market demand of
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languages in the wider society; social actors ptenemguages for their commercial, social and

political interests by contributing to such demands

As discussed in detail in chapter 4, | draw on Bleu’'s (1977) concept of ‘legitimate
language’ in order to investigate the role of déf@ languages in multilingual settings. First, |
examine the languages that are displayed in a seémyironment and also those which are not
visible. | argue that such an examination offerpaspunities to understand the social hierarchy
of the school and the complex ways in which insital order is maintained through the use of
languages in different settings. | also contend tiwa display of languages is one of the ways of
legitimizing them in specific settings. This dissios also offers us opportunities to explore the
links between legitimized linguistic practices ahd wider socioeconomic and political order of
the society in which schools are located. Not oml this examination inform us about the
relative strengths of each language, it will alsweeal the latent ideologies, historicity, personal,
group and institutional interests and their rolesealation to language use. In other words, | do
not see the display of languages in school envieimas asocial, apolitical and ahistorical. In
fact, | view the practice as a manifestation of $beioeconomic and political struggles amongst
ethnolinguistic groups in which the languages aheaogroups receive official sanction while

others are relegated for use within unsanctiomgdractional spaces.

Second, | examine the language choice and turmggsatterns in classroom discourse as
both are ‘central to the norms that help us undatsthe ideological content of life at school. |
will also explore proposed by Heller (1996) to ‘whalo 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

29/10/20M

Pre-primary Classroom Soft Board of SB [Taken oi@2011]

languages displayed on the notice boards, corridaes/grounds and entrances were either
English or Urdu. Nearly all the notices were digpld in a single language while on bilingual
signboards; the languages were shown as clearlgraepentities. All official displays, i.e.,
notices and signboards used the standard formeolatiguage. However, some instances of the
use of non-standard varieties and bilingual giaffére also noted. A critical examination of the
content of the languages on display gives an insigb the complex ideologies at work behind
the official and non-official signage. The effomvested for the creation of institutional
monolingualism in one of these four bilingual/miifgual educational contexts becomes evident
when one sees the items displayed on the noticel l{Sae photograph above and appendix, 7a)
in the pre-primary classroom of SB. In the photpyrabove their educational function is the
reinforcement of the lexical items taught to cheldrin their early years of schooling as can be

seen from the sub- titles of the board and thechiems displayed beneath:

‘My spell list’ comprising nouns: cat, ball, to@m, sun, dog, toy, Sam, Tom and Kate,
Electronic and Non- Electronic Appliances and Greegetable. During my many visits to this

classroom and interactions with 3-year old pugiatents and their teachers, it became quite

184



clear to me that probably none of the pupils wamderstand the meanings of terms like ‘Spell
list’, ‘Electronic and Non-Electronic Appliancesha@ ‘Green Vegetable’. However, it seemed
that the function of a monolingual, English-onlyabd was to symbolically reinforce the
ideological claims of the English-medium schoole$é classrooms are often visited by parents
who come to drop off and collect children, and tsapgpears that the board was placed to add
value to the school’s assertion of raising childmemn English-language environment. In other
words, the monolingual, English-only board sergearnderpin the promises made by the school,
and by implication assure parents of a promisirtgr&ufor their children since proficiency in
English is widely acknowledged as being essentalaf successful career in Pakistan. Such
displays are pervasive in educational institutionshe country and are evidently an important
part of the marketing strategies that aim to gigeepts an indirect message of an English-only
environment in the school. In addition to the mamgal nature of the board, it is also
interesting to note that the names, clothing amédeof the characters on display are mostly
Western: the names Tom and Kate, their faces agid dlttire represent a culture that has no
relation to the children in this class and the widagion. This therefore can only be seen as a
display of a foreign culture to which the childrare expected to aspire. At a broader level, the
import of the material either literally or directlyom Western sources point to colonialism/
dependent economic relations and at local levékjiigs out the implicit socioeconomic interests
of the school management as the local communitgsteén get trapped by such marketing

strategies.

The display of foreign faces along with monolingu&nglish titles helps create a false

impression that English is the language of instonctLet us examine another board
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Primary Class Room Soft Board of SB [Taken on 22Q01]

displayed in a primary classroom at SB. The tifiehe pictures on the board suggests that its
pedagogic function is to teach young children theaning of the word ‘gender’. The female
gender is depicted in three individual picturesvoimen of different ages, and opposite them are
pictures of males of comparable ages. All six pesuare of Western men and women. This
display seems to be motivated by commercial intdsesause the depiction of Western faces in
combination with the presentation of English largriakills become a strong selling point for
the school. It would seem that such a groupingrieed to give hope to parents who dream of
their children going to Western countries but fdriet learning English is a prerequisites SB

is a fee-charging school and there are a humbeowipetitors in the locality, the display of

foreign faces seems more like a marketing stratiegry a source for learning.

As indicated in earlier chapters, at SB, the usérgflish is considered very important by
the school administration, community, pupils aratteers. During my informal interactions with
the school head, teachers and students of diffeestions of SB, | realized that much work was

being put into achieving the aim of creating andgkish environment’ in the institution. The term
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‘English environment’ meant that everyone was remliito use only English for all kinds of
communication. Code-switching and code-mixing wakeh to be an indication of limited
proficiency in English-speaking skills and was thiiscouraged. The mark of higher proficiency
was the ability to speak in English without any eadixing. In order to act as a role model, the
head teacher strictly followed the policy of Enbhsnly. | spoke to her on a number of
occasions with my habitual code-switching betweagliEh and Urdu and realized she accepted
this probably because of my professional associatiath a prestigious English-language
university which meant | could speak in monoling&alglish if | wanted to and it was just bad
speaking practice, rather than ability, that préetli monolingualism. However, teachers and
students were not supposed to ‘pollute’ their Esfgly mixing it with any other language. As a
result, they worked towards the creation of institual monolingualism in which only English
and Urdu were considered worth displaying. Theafdenglish and Urdu seemed to be the only
legitimate language practice in this school’s sgttirhe commercial interest of the owners of the
school seemed to be the central reason behind dhstraction of legitimate languages. If
students did not speak in English, they simply \doubt get a response until they switched to
English. In many ways the implicit commercial irgst behind legitimizing English and Urdu
comes from the demand for bilingual education ikiftan where particularly English is a
requirement for passing examinations, getting wbia#ar jobs and rising to a higher social
position. However, at the school level, the polaly English-only is primarily a marketing

strategy in which the language has been commodified

Thus, pupils are subjected to an overwhelminglyriogesplay of the school’'s language
policy of English-only, although ironically the lited competence of the teachers in English is

the central problem that the management of SB iglirdg with. Despite careful policy
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formulation and the constant vigilance to enswsentplementation to turn multilingual speakers
into monolinguals, the manifestation of a bilinguaédium seems to creep into the seemingly
monolingual English-only signboards. For instanoete the instructions posted on the
blackboard, probably written by a teacher for ptg@md children, regarding the school’s winter
uniform. In form, it appears to be English (See pietograph below and appendix, 7c), i.e.,
‘pents’ for pants , ‘Vee’ for a V- neck, ‘legan’rfteggings and ‘phone’ for (the color) fawn, but
it also reflects the bilingual medium or one vayiet English in Pakistan in which there is heavy
borrowing including that of spellings from othercéd varieties. However, my ethnographic
research drew my attention to the facts that the@@cmanagement equates the social meanings
of such bilingual practices with limited proficen in English . Here the form seems to
subscribe to the management’s requirements whigatens from the standard form seem to
achieve the purpose of communication because faedlings and borrowings are well accepted

by people.

Oronry '?Y’Oﬂh OPf_’,H SW@@JCET

2T WY, L qu\n 3.

Vee neck) Sweater. 15
Coloyr P €nt i+ h)’own Cﬂp 1
\

Primary Class Room Chalk Board of SB [Taken on @2011]
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29107201

Displayed outside the Principal’'s Office of SB [Eakon 29/10/2011]

| came across only one bilingual sign, in Urdu @&mdbic, in the environment of all four

schools. It was hung at the entrance of SD ( Appe2d, b).

On the Entrance of SD[Taken on 22/10/2011]

In this sign, the orthographic representation ef Aiabic and Urdu scripts invites one to reflect
on the politics of script and social identitiethe subcontinent before partition in 1947. It idlwe
known in linguistic literature that Hindi and Urdwe represented as a “typical” case of digraphia
or as an “extreme” case of digraphia’ (King 2008).4While both languages are essentially

variants of the same language and in their writtems they are thus classified as a ‘typical’
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case of digraphia, the great visual differences$ biaave been created between the two makes
them simultaneously an ‘extreme’ case of digrapAma result, Hindi written in the Devangari
script and Urdu in the Perso-Arabic script cameddndexical of religious identities of Hindus
and Muslims respectively. As King notes, ‘the imnagel visually iconic associations are: Hindi
script= India, South Asia, Hinduism; Urdu ScriptefBo-Arabic] =Middle East, Islam.
Scholarship in digraphia tells us that visual d#feces are often a reflection of socio-political
struggles involving religious and ethnic divergeraned a desire to create cultural distance.
Accordingly, King notes ‘script tolerance, alasns more common than tolerance itself’ (2001:
44). In nineteenth-century India, graphemic confeenerged as a battle for power and the
imposition of social identities eventually leadittgviolence (Ahmed, 2008: 1164). The British
colonial government’s decision through Act 29 08180 replace Persian with Urdu/ Hindustani
as the official language of the courts in the NaitRst Provinces and parts of Central Provinces
of India gave rise to the Hindi movement of theet@enth century which ‘argued that the
Persian script (and by implication the Urdu langt)agas defective in that anything written in it
was susceptible to multiple readings, thus encongafyaud and forgery... that the Devangari
script, by contrast, was perfect in all respect&hfmed, 2008: 1164). The key point is that the
politics of Hindi-Urdu digraphia embedded in thdipoal struggles of nineteenth-century India
still has its iconic representation in the sigrspthyed in schools which constitute and legitimize

the traditional Muslim identity with the Perso-Aralscript.

Although the board in the photograph above diggathe ‘dos’ and ‘don’ts’ of
performing ablution the font size was too smalb®read. In the text itself, it was the Arabic

language which came first followed by Urdu. On ¢ime hand, the hierarchy of Arabic and Urdu
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was clearly maintained by virtue of the order inicththese languages appeared, on the other
hand both languages seemed to represent the swdat of the institution manifested by
enforcing the traditional linkbetween form and religious identity. As this boerdisplayed in a
religious school, it draws more legitimacy/ powgrdn overt display of these linkages. It should
be noted that such institutions are establishegréonote Islamic values and in this case it is
evident that the signs actors produce play withatftleographic representation of such values by
displaying Arabic and Urdu in Perso-Arabic scripee though they ignore all the languages
spoken by the pupils and teachers in this scheolSD, English is made to appear as the
language of the non-Muslim West, its use bordeongbeingharam, i.e., a sin, an act that
displeases God. The school works to create theessmpn that it is the responsibility of all
Muslims to learn Arabic, and tries to suppressube of English and the local languages of its
pupils through various methods: teachers never-suadgieh between English and Urdu during
school hours. | noticed that teachers even avoig#ay terms which have been borrowed from
English and have now become a permanent part oUtlde lexicon, such as ‘photocopy’,
‘team’, ‘class’, etc. As part of the its policy o$ing just Arabic and Urdu, there is an ubiquitous
presence of notice boards and signs in all possipéees in the school in these two languages
which manifest the process of legitimizing languatet are not representative of the languages
spoken by its teachers and students. The pointnbesalear by the close examination of a

handwritten chart hung in the library of SD (Append 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 bringst the socio-political tensions which the

schools attempt to suppress.

The notice stipulates the rules and regulations using the library. The orthographic
resemblance between Arabic and Urdu has been achley using the Perso-Arabic script. Just
below the heading of the notice (Rules and Regulatfor use of the Library) written in Urdu is
script written in Arabic. Although the pupils of Dkéalize that ‘Arabic has no value outside the
madrassah’ (Extract 38 lines 71-72) and that ‘ewbire English is used’ (Extract 37 lines 47-
48), it seems they are obliged to learn Arabic @ndu only. As a result, many of the students go
on to learn English after graduating from the masiaf.

In order to understand the rationale underpinningns strict rule of not using English in
the school, | spoke to Moulana Abdul Rehman (Ext4&3, a teacher at SD, who seemed to be a
well-travelled person. Mr. Rehman held the viewt tBaglish was not an international language.
Drawing on his own experiences of having travetediger and Thailand, Rehman challenged
the myth that English was essential for a countdggelopment and supported his argument by
giving the example of Germany, China, Turkey andnEe as nations who progressed without

the help of English (Extract 49, lines 6). Whensked him specifically about the no-English
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policy of the school, he linked it to the practicégshis elders (Extract 49, line 4) and to colonial
history, ‘because Englishmen were our rulers...tgatvhy English has become a very good
language’. While interpreting Rehman’s positionlanguage use in DM, | see its significance
in the context of history since that is often igemrin discussing contemporary language
practices and because of which certain languagetipea are legitimized and then taken for
granted. While the recall of history is an impottdacet of Rehman’s position, | also find
problematic the purist's disapproval of attemptsutmlerstand the complexity of contemporary
sociolinguistic dynamics of post-colonial Pakistanwhich English is no longer seen as the
“language of the rulers”. It has entwined with tbeal languages and culture and may no longer
be perceived as the language of the colonial nsstarthe face of a substantial body of
empirical findings ( Brutt-Griffler, 2002, Cheshir@002., Kachru, 1997, Kirkpatrick, 2008
Schnider, 2007, Seidlhoffer, 2009) showing that IEhghas spread around the world with
diverse forms, varieties, accents, norms, acceptand ownership, it seems that Rehman’s view
represents English through the perspective ddethappressed by the language of the colonial
masters only. Given the changes in the role of iEhgls a world language with a ‘pluricentric’
base (Seidlhoffer, 2009: 236) i.e. English belotmall those who use it, it becomes difficult to
accept the colonized perspective as the sole exiptemof the spread of English in Pakistan. As

the students in SD pointed out, they use Englislafeariety 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 16/41201

The graffiti on the toilet wall of SD and SC bringst the socio-political tensions which the

schools attempt to suppress.

The first signboard, produced and supplied by theidity of Education of the province,
is written in Urdu. The script represents the idggl and power Urdu is invested with through
official sanction. Written in monolingual Urdu, theard informs that ‘knowledge is the signpost
on the road to heaven’. The whole space of thedbisansed up by the single, official language

of education. Underneath is multilingual graffitiritten in English and Pashto claiming a
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separate country for speakers of Pashto which asdtbminant language of the north of the
province. It is interesting to note that the onpase Pashto gets in the school is in the form of
graffiti or in the conversations between studemtd teachers outside the formal settings. (See

Extract 43-45).

Monolingual English signboards were visible in atlsehools in this study with some
differences in the variety of English that was usede prominent feature of signboards hung in
SA is the accuracy in the use of standard Englisth the effort to assume and project an
international character for the school. The digphathe next photograph (See also appendix 19

d, SA)

BULLYING CAM S BY OUME PERIOMNM OR MANY FPEQPLE

-

Hung in the central lobby of the School (SA) [Taken30 November 2011]

titled * Bullying’ is an imported signboard as timame of the publisher that appears on the
bottom right suggests. | came across many suchdbaarthe school purposefully displayed to
give the impression that the school had an intevnat character. The faculty comprised of
locals who were bilingual and biliterate and whoreveaid wages in the local currency. The
school charges a fee nearly as much as that ofraesnational school. The gap between the
payment of international teachers and local teacleemet by the international character of the
school environment. The signboards in the schoofope important social and symbolic

functions and the use of valuable linguistic researwere perhaps the selling point of these

195



boards. In fact, the sign of SA gave no indicatadrtheir local character or content. In the
photograph below, it was just the currency (Rs)chtstands for rupees could give the reader a

clue that the school is located in a South Asiamty.

THERE WILL BE A
FINE OF RS. 1000/-
FOR THE COLLECTION OF
"ED ITEMS

30/11r201

Parent-Teacher Conference Room (SA) [Taken on 3@Mber 2011]

Hung in the central lobby of the School (SA) [Taken30 November 2011]

During an interview | carried out at SA, a girl rerked that she was getting an education
so that she could get a job in Barclays Bank. ®hiews that pupils clearly understand the
vision, mission and objective of English mediumaaing. Another student remarked that he
had many options to pursue. The point | am tryimgniake here is that in SA, students gain
access to prestigious linguistic resources andetiemo ambiguity about the functions and
meaning of education in their lives. The noticeptiiged in the parent-teacher conference room

in the photograph above reminds parents not tavalkeir children to bring gadgetry in to the
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school. The penalty of Rs.1000 for retrieving ceodited items is a large amount for most other
sections of Pakistani society but for the commuaoft$pA it is of little consequence. This shows
the disparity in the material conditions of thegras and also demonstrates the differences in the

value of linguistic resources institutions are nidarproduce.

Studies of linguistic landscapes (Landry and Bmyriii997, Gorter, 2008, Ben-Rafael et al,
2008, Shohamy, 2006) tell us that they serve ingmorinformational and symbolic functions
because they are markers of the relative powersgatds of linguistic communities inhabiting
given territories. It has also been empirically dioented that ‘the prevailing language of public
signs may sometimes be the language of a dominenatrity’ (Bourhis and Landry, 1997: 26).
Although the concept and epistemologies of linguiktndscape research is different from that
of the current project, the dynamics and the memnof the visible forms seen in the linguistic
landscape of cities do not seem to differ much ftbwse found in school environments. The
forms of the languages emerge as iconic represemsadf the identities of social actors and their
aspirations, as also reflecting the power strudmgdeveen different groups and above all a
manifestation of the commaodification of the langem@nd the interests of certain social actors.
Urdu written in the Perso-Arabic script seems wirsent the traditional links between script and
religious identity and hence emerges as the sglartete language that merits display in certain
school environments such as the public school ardMadrassah. The display of English is
intended to perform more of a symbolic function—ttbfcreating an impression of an English-
learning environment—and has little to do with asimg any communicative or pedagogic
objectives. The relationship between the languagplay and the actual discursive practices

found in classrooms seem to have a complex rekttiprwhich is dependent on the position of
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the social actors in the institutional hierarctheit roles and responsibilities and their individua

beliefs about the use of languages in the eductg®eitings.

9.2 Values Attributed to Local Languages and Literay in School

During my field visit to SB | met Ms. Nasreen wisoan English language teacher at that school.
She was a very enthusiastic participant in my stadgt invited me to observe her English
language class. Conversations with Ms. Nasreen gevea clear indication of her being up-to-
date with the current vocabulary of the ELT worad during the course of my field work she
informed me about the ELT training she had receimeBRakistan. | sat in Ms. Nasreen’s class
and noticed that she had put in an extra efforh&ke her grade ten students speak in English-
only by using self-written material. During my pasass debriefing with Ms. Nasreen, | realized
that she was of the view that her Balochi studepésents and their ancestors were ‘totally
uneducated’ (Extract 53 line 23) and that the ‘Bhls have no manners of speaking’ (Extract 53
lines 30-31). | probed further to understand tHe 1 languages in her assessment of children
and their parents and realized that their inabibtgpeak the national language, i.e., Urdu and the
official language English had a role to play in hevaluation: ‘no...no...they are not even able
to speak Urdu’ ( Extract 53 line 32). Ms. Nasreealtwith this deficit in their discourse by
making it explicitly known to her students thatytheere not to speak in their home language in

school ( lines 35-39) and by cautioning them: tlade him strictly at that time’ (lines 48-54).

Ms. Nasreen’s observations on local languages reatgdith the findings of the data
gathered in response to question twelve of the topmemire (see Appendix 2, doc): ‘What

language / languages do you use while interactiitiy tlve following persons?’ Out of the total
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65 respondents (vertical axis), a majority showedllear choice of languages in their everyday
use in schools. English and Urdu were dominantgdusith the head of the institutions whereas
local languages were used with support staff. H@mnewith colleagues and parents, there was
not such a clear language preference. Insteadxaofdlifferent languages use was reported.

(Table 61 a)

Similarly in response to questions ten and elew#nthe questionnaire: ‘which
language/languages do you encourage pupils to usehaol and outside, a clear majority
indicated that they encouraged the use of Engtigthool. About 1% of the teachers encourage
the use of local languages in school (Table 61IThg pattern was not so different outside the
school where children were encouraged by teacbeusd either English and/or Urdu with local
language use being reported least. In responsedstign fourteen of the questionnaire: ‘Which
language/languages do parents of your pupils pfefeheir children to have command?’ a good
majority, thirty six respondents out of the totatg five, reported both English and Urdu
whereas nineteen reported only English. Less tivarréported Urdu and local languages. In the
light of the above data, it is very clear that kbeal languages were not institutionally supported
by the schools. Teachers did not encourage leatoerse them inside or outside schools.
Likewise, parents aspired for their children to tan€nglish and Urdu only. By implication,
teachers and parents preferences showed a lanpieagechy in which local languages came at

the bottom and English and Urdu at the top.
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Values attributed to local languages
and literacy in schools
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The above charts show that local languages wea loyg teachers mostly to speak to the
support staff while it was English and Urdu whente used when speaking with the principal,
amongst colleagues and with the parents (Table )61Siailarly, the pupils’ and parents’
preferred languages were also English and Urdu I¢T&i b). However, the language
encouraged outside the school shows little diffeeerbetween English, Urdu and local
languages. By implication, the local languages weteinstitutionally supported and this is also
evident from data gathered through the questioanathich shows the highest level of
encouragement for English at 31 percent, followe@4 percent for Urdu and 8 percent for local

languages and literacy.

9.2.1 Ambivalence towards Local Languages

The ambivalence verging on negativity towards Idaalguages and literacies surfaced several
times during my conversations with teachers inttedl research sites. On the one hand, social
actors attached importance in theory to local laggs but, on the other hand they show a
negative attitude towards these languages. FaannstMs. Saadia, a grade six to ten English
language teacher in SB, found it a ‘superficiahghthat we only speak English’ (Extract 50 line
96), yet she has never felt that her students werkilingual: ‘I have not had such sort of
experience... but there are some students whoeatly Balochi’ (lines 144-147). By “really
Balochi” Ms. Saadia probably meant what Ms. Nasteat observed in her remarks about the
parents and ancestors of her Balochi students heiaducated. When | probed further about the
value of local languages and literacy in school, Maadia noted: ‘we do not celebrate even
Urdu... you think local languages should be celelfitéines 150-152). The point Ms. Saadia
makes here can be taken as a fine example of lgeduararchy in which it is English that is

celebrated in the school. After English come Urdd then other languages.
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The values of local languages and the shiftingtfmrs of the different actors associated
with the four schools become even clearer whentakes into account the conversation | had
with a junior teacher of grade five students at S8s. Sana, who is currently studying for a
post-graduate degree in TESOL, thinks that the@dsaot an English-medium institution in a
true sense, as it fails to meet her expectationeberyone in such a school should use English
only: ‘because if the teachers are not communigatinEnglish wholly and solely... then how
can we say that it is an English medium schoolRtret 52, Lines 13-16). Ms. Sana was not
expecting a job offer from this school as she tibuger ability to converse in English was
limited. However, soon after joining she startedé&bieve that she was a ‘perfect teacher’ (line
21). When asked about the language practices ofstuglents outside the class, Sana noted
critically ‘you believe me, sometimes (they usenfabi as well’ (line 26), illustrating the low
value of Punjabi in the institutional domain of ggeakers. However, during the course of the
same conversation, Ms. Sana unexpectedly tookomgstposition against English which she
thought had become the yardstick of an individualgcess: ‘what the hell is going on in
Pakistan? ...our standard of [evaluating] a persocosnpetence has become only [his
proficiency in] English’ (lines 46-49) and she letk this to the ‘post-colonial impact... the
colonial... we are mentally slaves of foreign coiast..the Englishman...” When | pointed out
that the Englishman has long gone (lines 68-80), 8&sa acknowledged that the problems lies
within the system: ‘you are right...but | think... vege responsible especially in the present
situation of Pakistan’ (lines 81-82). Towards tmel,eMs. Sana took a more sociolinguistically
informed position when she said: ‘we should ac&mlish with errors... with mistakes...wrong

English...50 percent English [and] 50 percent UrdthwAunjabi.’
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The conversation illustrates not only the lingaidtierarchy and the negativity towards
local values and literacies but also the multipfi@f positions and shifting stances that local
practitioners adopted towards the policy. The insigdraw from the examination of the data is
that value positions with regard to local languages not permanent and to a large extent
depend on the socioeconomic and personal benkétsaccrue to the social actors. In short,
social actors respond to language policy in complaxs and their interpretations of the policy

keeps changing depending upon the contingenciggedituation.

Whereas the monolingual English policy of the s¢h@s been made mandatory by the
school, it is interpreted by individuals in diffatevays. One such example comes from a grade
eight Urdu language teacher, Ms. Mubashir in SBrdex 48, Lines 1-2). In a conversation with
me, Ms.Mubashir was critical of the school’'s exp#ion that children were to be taught all
subjects in English—even Urdu was expected to bghtain English. Contrary to the policy of
the school to use English numerals for writing daie the blackboard, Ms.Mubashir made it a
point to deliver her lessons in Urdu and write dag¢es in Urdu numerals (lines 2). When asked
about the process and the rationale for this palltgnge, Ms. Mubashir informed me that the
language policy of the school was changed in igmladnd without any involvement of the
teachers (Extract 48, lines 4), rather they wevergia six-month notice to shift to English if they
wished to retain their jobs. She was of the vieat the commercial interest of the school was
the main driving force for this policy change. Aodmg to Ms. Mubashir, the school
administration believed that by shifting to Englishly, more students would seek admission to
the school and that the quality of education woirtprove. However, Ms. Mubashir's
individual language policy of teaching Urdu throudirdu and using Urdu numerals to write the

dates on the blackboard can be taken as an exadniiie creation of an agentive space , even in
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the context of a top-down policy. It also showattimstitutional policy changes when it moves
from one level to another from the school managenweethe individual classroom and the actors

respond to policy in different ways.

The two students of SB whom | spoke to about thelynetroduced policy of English-
only brought important insights into the role ofdglish in the broader social settings in Pakistan.
They seemed to recognize the fact that Englishavagjuirement for admission into prestigious
educational institutions and for also employmerd halieved there was little point in rejecting
this reality. Both students (Extract 46 and 47)vet an understanding of the domains of
language use in the country—for institutional useas English or Urdu and for communicating
with members of the family, especially grandparetite medium was the local languages. The
socioeconomic benefits of speaking in English canjudlged by reference to the following

statement made by Ms Meher Murad (Extract 46, 18:49):

“When you seek admission in any school or you gartg hospital...when we speak in English
then the first impression is the last impression.sate 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 thuekessare confronted daily with the problem
of creating a school environment in which every@apeaks in English. According to the
headmistress of the kindergarten section in SBFitzana (Extract 80 lines 7-15), teachers are
‘not very competent and qualified’ because they amable to pronounce English words
correctly. She thinks that ‘society respects yoemwkgou speak in English’ (lines 36-37). In the

classroom, | found a junior teacher Ms. Kulsoontiéag the Urdu characters to pre-primary
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age pupils in English (Extract 58). | found thae thupils and their teacher were having an
obvious problem in communicating in English espigcias the pupils seemed very confused
about following the teacher’s instructions in Esflifor writing the Urdu letter names. Yet, the
teacher did not make use of the commonly sharedukge for teaching. In the debriefing
session afterwards, Ms. Kulsoom explained the matefor her in-class language practices. She
thinks that the societal perception of Urdu langutegachers is not good: ‘I did not want to show
myself at the level of [an] Urdu teacher as the wmm perception of [an] Urdu teacher is very
low’ (Extract 59 Lines 5). Ms. Kulsoom further eapied that when people see a teacher using
Urdu, they consider her a lesser professional thase who teach in English and it was because

of this that she did not use any local languagékerclassroom (lines 7).

The obvious victim of the whole societal perceptwas the learner. | realized that this
pedagogic concern of mine was shared in some waythé head teacher, Ms.Zubeida, who
displayed a keen understanding of what went ohenctassroom. She highlighted the pedagogic
procedure by taking the case of Social Studiesvfuch the textbook is written in monolingual
English. Ms. Zubeida described the usual classrpomedure as follows (Extract 55 lines 16-
24) ‘what happens... she[teacher] reads out eaeh.lgives line by line meaning...once the
meaning of the key words is given...then they moveuestion and answer... in the whole
process there is no communication.” The centrablera is that ‘most of the students read out
the text [in English] they do not comprehend’ (Brig8-32). Although Ms. Zubeida identified the
problem very precisely, she thought that by enfagy¢he English speaking rule, the school could
overcome the problem. To these ends, the one poécision that the school had taken was that

they had ‘forbidden [the use of] Urdu in [the] sohenvironment’. Ms. Zubeida’s advice to her
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teaching staff was therefore that, regardless ddtidr 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 languagashsas English, Urdu and Arabic are found
deeply embedded in everyday language practicesxanoatside the classroom, and at daily
events in the schools. | approach the questioregitiilnacy by examining two aspects of the
communicative processes at the research sitesudgegchoice and turn-taking. While the
guestion of language choice is ‘primarily a questd form, of the how of speaking (as opposed
to who or the under what circumstances), turn-gksa question of both how and of who, a
qguestion of legitimate user of the legitimate foromng those forms as they should’ (Heller,

1996:144).

9.3.1 Language Choice

Language choice emerges as the most charged damthie discursive practices examined in all
the four research sites. At SD, it is clearly Amlasind Urdu which were considered very
important by the school and the parents. Theseukges were promoted by the school in a
variety of ways which include the exclusion of othenguages from use in everyday
communications, in and out of the class, and in gbkection of teaching material and the
language examinations. As indicated in earlier tdrgp at SD, it was held that Arabic is the

language of Muslims, the language of the Prophdttha holy scripture while Urdu too had a
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special place by virtue of being the language @& Muslims of South Asia. English was
considered the language of non-Muslims and the Westefore every effort was made to avoid
its use. The other languages were not taken intoust as they were categorized as regional

languages, hence not significant for the purpo$ésaching and learning.

At SC, Urdu was considered the sole legitimate Uagg for all purposes because it was
the national language of the country. It was widedjieved in SC that one single language is
necessary to establish the identity of the Pakistation. It was held and promoted that all the
nations of the world have at least one languagbeaisnational language; therefore, Urdu should
be the national language of Pakistan as it playkelyaole in the partition of the subcontinent in
1947. Here, English was not considered the langafdgee West or Christians as it is also an

official language of Pakistan.

In SB, proficiency in English was considered aneasial prerequisite for attaining
upward mobility and financial security. The thindpieh stood out is that much time and effort
was being put into turning the school into an Estgionly institution. The school administration
had introduced a new policy according to whichtedichers and students were required to shift
to English-only in six months. Those who found iffidult to meet the policy benchmark
remained under great pressure. Urdu was given soraeginal importance but the local
languages were seen as primitive and backward @&ne often considered as a reflection of the
uneducated families to which the pupils belongdte $chool made a conscious effort to keep

people with a relatively higher proficiency in Eisgl in the forefront during school functions.

At SA, English remained the only legitimate langeadt was widely viewed as a

resource—an asset that ensures employment in thteopganizations and a prerequisite for
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further education inside and outside the countryvds not perceived as the language of the
former colonizers or that of England or the USA &asithe language of the world. Urdu was also
given importance as children were often remindedpeak in Urdu as well. Code-switching
between English and Urdu was found to be a commm@etipe both inside and outside

classrooms at SA.

Underlying these diverse language ideologies, thrancon thread was the concept of
bilingualism as a clearly delineated pair of fullgveloped monolingualities. Efforts were being
made to develop and promote languages separatetindvof languages was considered bad. In
other words, a purist attitude toward languages waely held in all the settings in which

attempts to preserve neat and clean boundariegbptl@anguages were made.

Consequently at SD, as with other research sigsghers worked towards promoting
institutional monolingualism or a monoglossic bjualism in which languages were treated as
separate entities. Heller's (1996) point about leagge choice as a charged domain becomes clear
when we examine the language use of SD studentexXample, when a group of twelve pupils
were having a discussion about the places theydwasit the next day (Extract 63), none of the
utterances were made in any language other tham. tnd important to mention here that words
and expressions likmmat ‘team (line 1),jamat jis tarha bun key jaatihai ‘the way it often
goes’ (line 1)rai ‘ opinion’ (line 3) andammer sahib‘the leader of the seminary’ (line 10) are
not often used in conversation; rather their edaemnan English have become a part of everyday
Urdu spoken in Pakistan. However, since the egentagxpressions are borrowed from English,
these were not used by the students of SD. Simyildré classroom language practices of
Moulana Mati-ur-Rehman (Extract 64) show that tlegitimate languages to be used for

teaching and learning are either Urdu or ArabicwNere in the lesson was a single word of
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English used. The entire lesson was delivered inatwgual ‘pure’ Urdu. He read out Arabic

text and translated it into Urdu (lines 15-18). &kaidentical language practices were found in
the other classes (Extract 65) where the teacherAMal, was giving a lesson on the Prophet’s
Companions. Urdu-only with Arabic read aloud ishably the dominant pattern. The classroom
language practices in DM and the pupils’ meetirigsitate the underlying conceptions of
language-use in DM where importance is given tcagsociation of languages with religion. The
use of language seems to flow from religious cotieep in which certain languages are
considered legitimate owing to their historical@sation with religions. Code-mixing and code-

switching was avoided hence, monolingualism waslgpim SD.

As stated above, SB recently introduced an Engliglg-language policy which required
everyone to speak in English only. An examinatidérthe debriefing session of Ms. Saadia’s
lesson and a group discussion with three teachamgsbout the role of languages in SB. Ms.
Saadia was an English language teacher who spaokeetgone in English. | saw her talking to
her students outside the class (Extract 68, ling).1 this exchange with the students,
Ms.Saadia was negotiating the lesson for the d#ty kér students by arguing that they had to do
the same lesson again (lines 9-10). During her nivagnoal English language lesson, | found that
Ms. Saadia was mostly using fixed expressions stasu her lesson ‘should we... shall we... we
have to...” (lines 13-16) and question-answer pasteyh communication ‘what is noun (line
36)", ‘what else, what remains’ (lines 34-35), axtessive repetition of single words such as
‘adjectives, conjunction, interjection, prepositigines30-34). | could see that it was obviously
very difficult for her to sustain the class in Esglbut she did not make use of other languages
as this was not expected of teachers in SB. Assaltreghe lesson on tenses was reduced to

asking and recalling the definitions of parts okegh and the tenses (lines 63-68). In my
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debriefing session with Ms. Saadia, | asked heutthee minimal participation of students in the
lesson and her policy of sticking to English-onlyls. Saadia was of the view that her students
followed her lesson as she had not used any diffiEnglish words. She did not see any
particular reason for the low student participationher class (Extract 67 line 18). In my
understanding, if Ms. Saadia had given spaceshier éhnguages in her class, there might have
been a greater chance of having a meaningful dgmu®n the topic she was covering in that

lesson.

| explored the question of language choice in gx¢itooks used by teachers of SB. These
textbooks, the bulk of them imported from abroa@revmainly written in either monolingual
English or Urdu. | argue that the selection of tiet has strong links with the perception that
English is associated with development, a myth 8Rtpromotes. The teachers in the group
discussion (Extract 69) noted that they had tohtedldren about Trafalgar Square, Hyde Park,
the London Eye (Extract 69 lines 23-25) and evenghabout Singapore which added to the
difficulty for the students as they were requiredjtasp and comprehend excessive information
(lines 6-15). Reflecting on the content of the graen English lesson in SB, Ms. Saadia also
noted that she had to ask her students to makevikethat they were in Europe because the

names of all the characters in her lesson werefdearo (lines 33-37).

Language choice in SA is quite well defined. Itadents, teachers and staff were
comparatively speaking a lot more proficient inngsEnglish for academic and non-academic
purposes. As stated above, SA did not represenidbras the language of outsiders but rather as
a resource. The morning assembly (Extract 66) sibev¢éanguage practices of a sports teacher
(lines 6-12), the head teacher ( lines 18-28) dmd students of grade six. All gave an oral

presentation on the concept of ownership to theakethe school children gathered at the place
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of assembly . While audio-recording their near-petrrutterances in English, | thought to myself
that the accuracy and proficiency of these childaed their teachers in the use of English was
extremely different from what | had observed attld other research sites. | therefore took up
this matter with the head teacher and in an hoog-ldiscussion with her tried to understand the
reasons for the linguistic disparity between thebigdren and those from the other schools

(Extract 79).

9.3.2 Turn- Taking

By examining turn-taking in classroom discursivagpices in the research sites, one finds how a
legitimate language is constructed. The type aira-taking pattern most often was sequential
turn-taking on a unified floor (Heller, 1996:15I)he ways of constructing and sustaining
sequential turn-taking did not seem to differ mércm one research site to another as a teacher-
oriented, transmission mode of teaching predomthakbis mode of classroom interaction was
shaped, to some extent, by class size and the tlayfoalassroom furniture in each setting.
However, the sources of legitimacy were more complan the mode of teaching and the
seating arrangement of the classroom. | will fomwse on the implicit sources of legitimacy that
teachers employed to construct and sustain theeaéiguturn-taking found in these classrooms
and | argue that the definition of legitimate laagea and legitimate speaker-hearers was largely
a function of the implicit, unstated powers invelsie teachers. In many ways, it seemed to lie at
the intersection of personal, institutional and doler societal perceptions on teaching and

learning.
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The dominant pattern was like this: every persask tthe floor in turn and everyone
participated in the same discussion; the teachgulaged the sequence by selecting which
student was to speak next and could interruptuhe the teacher evaluated the contributions of
the learners in a variety of ways, often by repepttheir contribution aloud which was
understood to be an indication that the contributA@s positive. The teacher not only regulated
the sequential turn-taking but also exercised cbmiver the form of the language: monolingual
utterances seemed to be the only legitimate fortherclassroom discourse. Teachers made sure
that all the classroom time was spent on the condérthe textbook and the flow of the

discussion revolved around it.

In DM, a great deal of emphasis was placed on ngadit the textbook written in Urdu
and Arabic and translating the Arabic text into Wrdhis was done primarily to help learners
memorize the Arabic lines. One such example isahdlr. Afzal’s class (Extract 65) in which
he gave a lesson on the lives of the Prophet’s @aiops. | reached the venue for this class a
few minutes earlier and found myself in an embairgssituation, having woken him up from
his siesta. In a few minutes, the boys had brotiggit wooden desks and had sat on the floor
around Mr. Afzal. | could see that Mr. Afzal's eyesre still half shut but he gave the command
to read (Extract 65, line 1). One of the boys stapdvith the book in his hand and read out the
text while the others kept their eyes on their lmodkr. Afzal interrupted the reading by stressing
a point (line 7). The student repeated the sentspoken by Mr. Afzal immediately afterwards
and continued reading (line 9). The student wasrinpted twice by Mr. Afzal (line 7, 11),
interjecting with sentences in Arabic followed Imeir Urdu translation. | noticed that Mr. Afzal
had memorized these lines very well as he was gspgélom memory without having to look at

the text.
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By examining the interactional order of Mr. Afzaldass, we see two important
dimensions of legitimacy: one, that Mr. Afzal makese of the power invested in him by the
institutional order of SD in which the teacher hhe sole authority to select, interrupt and
maintain the course of classroom interaction. TMo, Afzal's rote-learnt Arabic insertions
deliver more power to him, and as a result he eesegs the legitimate controller of the turns
that pupils take. The use of a foreign languagpe@ally one that is upheld by the school and
society as the language of the Holy Quran and thptet Muhammad, seems to be Mr. Afzal's

main source of legitimacy.

In other classes observed at SD, the use of Alaptbe teacher seemed to have created a
knowledge gap between the teachers and the studdmssgap was then filled by the translation
made by the teacher. | did not see any discussictine translated text or any question-answer
sessions and there was not a single episode oérgtidetting an opportunity to talk to one
another. Let us examine the process in some mdasl de understand the mechanism that
sustains the sequential order of turn-taking fobdwy Moulana Mati-ur-Rehman (Extract 64).
He is a Mufti which roughly equates to the rankudf professor in a Western university. He was
giving a lesson onAgida’ (faith) to a group of students sitting around hon the floor.
Throughout the lesson, the teacher dictated tles lfrom the text. He read aloud a chunk from
the book in Urdu and gave a pause for studenaksthat down in their notebooks. Although he
said in the beginning of the class that, ‘we wex&ing...” (line 1), implying that the current
class was the continuation of the previous disomsdidiscovered later that ‘discussion’ in SD
means reading aloud and taking notes. Looking bloake the argumentative content of his

teaching, he proved and disproved arguments byidgasn Quranic verses (lines 3-6). As stated
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earlier, reiterating religious injunctions in thiagsroom particularly through the use of Arabic

expressions seemed the dominant method of legifigmi&rabic and Urdu.

At the level of specific classrooms, the legitimaxdya particular language is constructed
and sustained through the use of sequential tkingey teachers which can be more or less
strictly controlled. However, legitimacy is perhagso linked to the institutional order where the
meaning of teaching and learning, and the roles rasgonsibilities of teachers and students
differ widely from one pedagogic culture to another SD, rote-learning, note-taking and
silence seem to be interpreted as attributes afoa gtudent and decent manners. Students were
not expected to ask questions or talk to each atbeng the lesson and if they did speak up, it
was only when the teacher signal led to them tiet should do so, and their utterance had to be
in the right form, i.e., either Urdu or Arabic. p&ating the text after the teacher, reading aloud
and note-taking were taken as the students’ mefaosniribution to class discussions. As both
teachers had studied in similar institutional osdéney seemed to know the appropriate patterns
of interactions in class and the roles of studemd teachers. At a much broader level, their
legitimacy was drawn from societal norms treatiagchers as the final authority in religious
schools such as SD; because they could quote theQiwan, they were accorded great respect
and were considered pious Muslims and good indalglwho served the cause of Islam. The
key point that | am making here that the definitmnlegitimate language, speaker and hearer
played out in a classroom discourse is also emlikdueersonal, institutional and societal

values which actors draw on in legitimizing theiisgiions and roles.

The conventions of sequential turn-taking differecsome respects in the other school
settings since pupils were given the chance to noaliecontributions to the lesson. However,

the mechanism for sustaining sequential turn-takuag differentiated in some clear ways in
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other schools. Take SB in example, for this schibll, Kamal gave a lesson on Ideology to a
group of forty students, twenty-five boys and #tegirls. These students have had early English
medium education in different schools in the coprgnd often such students go for higher
education to both national and foreign universitleghe classroom, | saw a very different set of
classroom interactional patterns in terms of theletts’ efforts to contest teacher authority by
employing the privileged use of interruptions amdf-selections (Extract 70 Lines 18-19). As
soon as Mr. Kamal started the lesson, he was dedtegxcuse me sir’ (line 9). He ignored the
interruption and tried to shift the attention oéttlass to the board work. To maintain the order
of the class, he started to write down the studeotstributions on the blackboard (lines 25-62).
The strategy of writing the students’ utterancestlom board saved Kamal from facing the
students directly. Despite this, he was challerged student who wanted to argue that religion
should also be considered part of the definitiondeblogy (line 63). Mr. Kamal handled the
discussion by making use of the power investedrmly virtue of his traditional role of teacher,
‘this discussion [lesson] is out of the ambit oflag’s discussion’ (lines 68-70). The episode
shows us that while actors do draw on the powesscated with their traditional roles to
regulate the sequential order of turn-taking thtoagvariety of strategies, they are also often
challenged. In this case, the student contestati@s also linked to the institutional policy of
delivering a lesson in monolingual English. Durmg informal conversations with Mr. Kamal |
found out that he was not comfortable in speakingli&h. He informed me that he had studied
in Urdu medium contexts throughout his academieeailand had had limited exposure to
English. However, the institutional policy of Emgiironly put him under pressure to engage with
his students in English at length. Lines 26-36siilate the problem Mr. Kamal faced due to the

policy of English-only. | also observed that Mratdal was not an isolated case but a great
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number of teachers in Pakistan face a similarlyvaavil situation in which they are expected to
reinforce the monolingual institutional norms anelab in mind that code-mixing and code-

switching would be interpreted as a sign of lackmifficiency in languages.

9.4 Rationale for Legitimizing Certain Discursive Ractices in Schools

As | noted in the discussion above, different disiue practices were legitimized in each school:
in SD it was Arabic and Urdu whereas in SC it wadudonly with surface level English. In SB,
the aim was to make English-only the legitimateglaage while at SA, it was English and Urdu.
None of the schools made use of other languagésein everyday institutional lives. In other
words, there was considerable linguistic dispabigtween the learners and teachers in these
schools. The students of SC were taught in thenaitlanguage Urdu only. Theoretically they
were also taught English as a subject. The profogieof the students in these languages was
found to be very limited. The students and teaxloérSD seemed to be totally alienated from
English as its use was discouraged on ideologicalirgls. However, it was found that the
students were comparatively more fluent in the Ulalhguage than the students from other
schools. They had developed some ability to reabi&rscript and had acquired limited skills in
translating Arabic to Urdu. The students and teexché SB were bilingual in English and Urdu
to a limited extent. Most of the teachers and sitglerere not able to use English with ease and
comfort. A significant difference in the languageofriencies of teachers and students was
found in SA where almost every person in the sgtiuas a fluent speaker of English and Urdu

and in many cases an additional language as well.
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In this section | discuss the reasons for legitingzparticular discursive practices in
these settings. | draw on classroom data andvietes with different social actors including
pupils, parents, teachers and school managemait ihe four research sites. The argument |
pursue is that linguistic differences are fundaraknta reflection of political, social and
economic dissimilarity amongst the social actord tat schools play an active and decisive role
in creating and sustaining the socioeconomic digpavithin the multilingual population of

Pakistan.

9.4.1 Social Distinction and Upward Mobility through Bilingual Education

A higher degree of bilingual education and the tlgwaent of biliteracy in English and Urdu
seem to be accessible to people belonging to #gghent of society who understand the value of
this bilingual education and have the financialotegses to afford the cost of educating their
children in institutions like SA. The parents, héadcher and students of SA | spoke to (Extract
84, 85, 79) are fluent speakers of English, Urdd atter regional languages. The status of the
community can be judged by the nature and extenhef social network in the country. Mr.
Ghaffar, the father of a child studying in SA, rbtihe higher social position of his family
(Extract 85, lines 33-40). Mr. Ghaffar comes fronfieadal family, and is the owner of urban
properties and agricultural land. He is well-tlda@ and takes his children to foreign countries
on holiday (lines 8-12). His home language backgdois multilingual, about ‘85 percent
English with little bit of Urdu’ (lines 24-25). MiGhaffar’s primary reason for placing all three
of his children in SA is to groom them for a higlséation in life. Mastery over English seems to

be the important aspect of this grooming as hedhoti¢gh great pride: ‘oh my God, they [the
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children] have improved a hell lot of it...if yoalemy children and they start speaking [English]
with you... they are hundred and ten times. | shealgthey are million times better’ (lines 63-
69). As a result, Mr. Ghaffar sees a bright futtmehis children. His eldest is going to study
Psychiatry in Kuala Lumpur, the middle one is aging to study abroad and the youngest one
IS going to stay with him until he moves out of ttwntry. He is prepared to pay a tuition fee ten
times higher than what he is paying presently beedne believes that the quality of education
his children are getting in this school is equinal® what they would receive in the USA or UK

(lines 90-102).

The relationship of bilingual education with socdiktinction and upward mobility
becomes even clearer when | analyze the intervieviM® Humaira whose daughter was
studying in SA. Like Mr. Ghaffar, Ms. Humaira prefed English as the language for the
interview. She had recently moved from Jeddah wheredaughter had been studying in an
American school. Her husband still sent money frSaudi Arabia. Two of her sons were
studying in prestigious private universities in tb@untry. On being asked what she thought
would be her children’s future, Ms. Humaira remarKeery bright...also for my sons (...)
generally the place [Pakistan] has a lot of potériitxtract 84, Lines 64-65). She also helps her
maid’s children with their studies in SC (lines 92). She had selected SA for her daughter
because she had experienced firsthand the qualitygystem of education in SC school and felt

that they had ‘not much to offer’ (line 39).

The examination of the above interviews shows as llow the social actors understand
the value of bilingual education and how they areppred to make a considerable financial
investment in acquiring bilingual resources. Itoakhows that they recognize that bilingual

resources are linked to or associated with acaesgher resources such as a superior social
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status and admissions to prestigious institutidiagher education, both in-country and abroad.
These parents do not see English against the bazlafrcolonial history or the nationalistic
discourse of Urdu being a national language. Instdeeir central concern seems to be to prepare
their children to attain upward social mobility afiancial security for which English and Urdu

are the most important resources.

The students of SA also show a clear understandfnthe importance of acquiring
valuable language resources which they recogneeital for their future success and careers.
Let's look at two students, Nida Tayyab, a femstiedent of grade nine, and Asghar Naqvi
(Extract 81, 82) a male student of grade nine whepoke to them, both of them indicated that
they preferred English as the language for thevieey (Extract 8, 1 line 5, Extract 82, line 3). |
found them to be very comfortable and fluent spesakd English. Nida wanted to work for
Barclays Bank but at an overseas branch (Extracti®d 12) while Asghar Naqvi had many
career options open to him (Extract 82, Line 1§)aA from their skills in English, both were

users of Urdu at home and valued their local caland identity (Extract 82 lines 27-34).

The school, SA, understands the aspiration of tbagthey serve and work towards the
bilingual development of the children. The classndanguage practices are therefore geared to
the development bilinguality and biliteracy (Appends, Extract 41). In the classroom
conversation captured in this transcript showntéaeher asks her students to listen to a public
performer known for his dual command over Engliskd &rdu and urges against mixing the
codes she says: ‘he is good in English as welhddrdu’ (Extract 41 line 61). Her classroom
practices show that not only is she a proficierrud English but she also knows when to use
Urdu words: ‘beta’ (line 34) is used here as a tefrandearment to help create a personal bond

between her and her students. The administratioogrezes that both languages, i.e., English
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and Urdu are important for the children’s careémsmy detailed interviews with the head and
vice principal of the school (Extract 79 and 80jpund that they were well aware of the market
demands for bilingual education—‘it is becausehef lemands of the parents’ (Extract 80 lines
97-100)—and its impact on the future of their stude-‘of course the life chances for the
students of English medium school are far greatdriaighter’ (Extract 80 lines 89-91). In order
to meet the market demands of bilingual educatio&,school has introduced a clear-cut policy
for hiring teachers and for the mandatory use dajli&h on all occasions in school. Speaking
skills in English is the most important criteriar floiring a teacher: ‘language [English] comes
first and then the basic knowledge of the subjé€extract 80 78-81). The market demands for
English can be gleaned by the anecdote recountdexiract 80 about a pupil at SA who
complained to his parents that he had been taygtitebschool maid after his teacher had left the
school. The father reported this to the vice-ppatiwho on investigation found that a recently
hired teacher had spoken in Urdu during class. Beeaf this, the boy mistook her for a maid
(Extract 80 lines 102-115). The vice-principal weatk to the teacher and told her that she must
speak in English: ‘she had to change her languagetipes...of course | did not tell her about
the complaint’ (Extract 80 lines 117-119). The muoot only shows us the differential in the
social prestige associated with English and Urdu dsio the school’s effort in meeting the

market demands of languages.

SA also attaches a great deal of importance tondtimnal language—‘I ask them to
make their classes print [displaying Urdu orthodmdp. it is so difficult to get things that have
Urdu written on them... right... even the packetbén Masala [a brand name of spices]...there
are fewer things that have Urdu written on them..ask children to accompany [their] parents

[when they go] shopping for grocery and find outtsuhings'—remarked the vice-principal (
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Extract 79 lines 241- 252). School events suchrasds, debates and singing competitions were
held in both English and Urdu. Teachers were alsm@raged to speak in Urdu despite the
parental pressure of speaking in English. The loédlde school Ms Aine Arfin (Extract 79) was
caught between the parental demands of English-amtlyher own position on languages. Ms.
Aine Arfin, a perfect speaker of English, Urdu andshto recounted her personal and family
linguistic trajectories and her exposure to thelvautside, and how she came to realize the
importance of multilingual education as oppose#nglish only (Extract 79 lines 166-195). She
makes use of her position to resist the marketspresand keep her school bilingual in English
and Urdu (Extract 79 lines 99-108). In my interviemth her, | found her critical of the wider
misconception in society in which English is talensynonymous with education. She noted:
‘English is not education’ (line 158). She then lmg that she made use of the agentive space
available to her and told her teachers: “if thddcis comfortable in Urdu... just speak in Urdu
and have a proper conversation and do not insistll'lonly reply if you rephrase and ask it in

English™ (Extract 79 lines 133-138).

The vice-principal also expressed similar awarerdgdanguage in her interview with
me. According to the vice-principal (Extract 80d&36-39) ‘society respects you when you
speak in English... language tells about your peatty, about your educational background,

about the family you have come from’

The analysis of these interviews gave me imporiagights into the views of different
social actors regarding languages in these bilingettings. The market demands for English
and Urdu seem to be the key factor in legitimizigglish and Urdu and, in consequence, in
regulating access to these resources. However,pitabably incorrect to assume that linguistic

resources are equally available to all actors. 8ingeloyment of bilingual and biliterate teachers
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is perhaps one of the major strengths of SA becdhise helps the school in offering an
empowering, bilingual and biliterate learning eowiment which grooms its students to enter the
national and international labor market and academstitutions. In short, SA legitimizes
English and Urdu because it shares the socioecanaspiration of the group it serves. Put
differently, the school emerges as a partner whigh the important responsibility of creating
linguistic differences by arranging a different sétlinguistic environments in the school. The
school’s vision, mission and everyday processesstehelp in achieving the goal of the
community it is serving. In other words, the ingdiibtn safeguards the interests of the group

which has access to it.

9.4.2 Constructing Monolingual orders: the consequees

Unlike the policy at SA, SC and SD have been follmgwnationalistic and religious ideologies
where Urdu and Arabic have been designated astémeaé marker of people’s identity. The
everyday school processes are geared towards gotmsty and legitimizing monolingualism of

the national language and Arabic despite the glemiand for bilingual education.

In the government school (SC), where under thieialf medium of instruction and
English has been theoretically introduced from grashe in all public sector schools, my
ethnographic study of language use in the classradnin different social spaces in the school
revealed the complexity of language practices in I8G@he classroom, the language of teaching
remained Urdu despite the fact that the majoritytezfchers and students shared a common
resource i.e. Pashto. The teachers and studengésbwand to use Urdu because it is the national

language of the country despite the fact that nsnglents find it difficult. As the students of SC
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noted in a discussion with me: ‘we find it [Urdw{teemely difficult’ (Extract 76 lines 17). Any
attempt to use the Pashto language in the institatisetting, particularly in class, was looked
down upon by the teachers even though they shheedame culture. The teachers did not ‘feel
good’ (line 9) when students spoke in Pashto. Tdi®male for imposing such a regulatory
regime became evident in an arrangement lessorhvinicommonly termed as ‘fixture’, given
by Ms Tabinda, a grade twelve teacher of Urdu. &be provided me with a rich account of the
nationalistic ideology of ‘one nation one languagdg’this lesson which she was talking to her
large class about the previous lesson she hadttagjlit was an arrangement class, the students
and teachers did not have any textbooks with the#er argument unfolded as follows : all
nations of the world such as Britain, France anda@a developed their national languages as
they achieved territorial independence; in the addeakistan this has not been done despite all
the institutional measures (Appendix 8, Extractiés 11-29). According to Ms. Tabinda (lines
65-70), the biggest hurdle in making Urdu-only eation mandatory is the interest of the power
elites who have the resources to send their cimldve education to the UK or America. She
argues that the use of the code-switching in Ehglisd Urdu revealed an “inferiority complex”
(line 83). Although Ms Tabinda tried hard to eng#ge students in her discussion, | noticed that

the majority of the students showed little enthsisiaver what she was saying.

In the post-lesson session, Ms Tabinda narrowechdbe language issue to the level of
ethnicity and class difference. She made insightfioservations in which she argued that
language is an important factor in the formatiosadial classes in the country. According to her
‘[the] rulers and [the] upper middle class sendrthkildren to institutions that endow them with

powerful languages whereas the majority of Pakisthildren can only dream about learning
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these languages...look, English is a foreign lagguave call it the language of [the] rulers’ (

lines 42-48.)

The key insight | draw from the examination of gukry language practices at SB is that
language choice was considerably regulated thrawgint English-only policy expectations but

also through the selection of monolingual Englesfiguage textbooks.

The net result of the regulatory regime in eactheffour schools seems to have been the
creation of socio- linguistic difference amongst gtudents of different schools. The students of
the state school studied under the strict natistialiideology which promoted Urdu-only
whereas institutions like DM promoted monolingualisn conformity with the perceived
historical link between the Muslim identity with &vic and Urdu. SB and SA seem to have been
responding more to the market demands for languiagéne country. Whereas SB claims to be
providing education through English language, ase&lexamination of its discursive practices
showed that this was not the case. The only typlodol that provided bilingual education was

SA where only a small section of the Pakistanietyatould afford to send their children.

To conclude, the languages on display in the differschool environments showed a
clear pattern: the standard varieties of Englisth drdu (in Perso-Arabic script) were exhibited
in the school environment but at the same timereadidtions between the languages varieties
made visible in official signage and language ficas inside and outside the classroom were
also noted. While the values associated with Ehgiind Urdu language were clear, there did
not seem to be a simple correlation between theegahttributed to these languages and
proficiency in their use amongst different praotiers. Besides the unequal distribution of

socially valuable/power languages, the overlap betwstandard languages, i.e., English and
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Urdu and the local community languages was eitlodérrecognized or seen as a problem. In
other words, instead of other languages being r@zed as resources, they were widely seen as
problems. In the absence of provisions for peopldetvelop knowledge of their local languages
through mainstream schooling, they ended up chgadate and school supported languages. As
a result, it seems that the presence in the scbbal diversity of languages was largely
countered by imposing what Hymes calls ‘* a novekyum the form of hegemony of one
language or standard’ (1980: 22). The sourceseht#gemony were ideological, historical and
socioeconomic conditions of the particular soc@bes in these four schools and the interests of

the power elites of the country.

As | have shown, the linguistic resources of teeslamd students differed widely from
one school to another. While all the students a&athers who participated in the study were
multilinguals, their proficiency, comfort, ease arahfidence in speaking English and Urdu were
found to be very different. All the students, tearsh management and community members of
the private, elite English-medium school (SA) seére know how and when to use English.
This constructed for them a separate social classtipn in which they were capable of
translating their linguistic resources into othemfis of material and symbolic resources. Their
school served the interests of these bilingualsplwiding them with human and material
resources through which both difference and digtacauld be created between them and the
other school-goers. The school and the community gigeat attention to the verbal skills of the
children and worked for the development of theiera¥l linguistic resources. In sharp contrast to
the students of SA, the linguistic resources pasxbdy students in the other schools were not
acknowledged in the same way. In fact they wegmsdtized. Their schools do not seem to be

interested in developing their linguistic resourc@ke teachers and school administrators
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seemed to be under pressure from the school admabim® to create institutional
monolingualism. Institutional monolingualism wasstered by the traditional classroom
interactional patterns in SB, SC and SD where titerstices for extended interaction mediated

by the teacher were negligible.
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Chapter 10: Taking Stock and L ooking Ahead

Overview

This chapter presents a summary of the main firddio§ this study and examines their
implications for the field of language policy antamning, the language-in-education policy of
Pakistan and bilingual education; it also drawsrditn to the limitations of the current study
and suggests avenues for further research.

| organize this chapter into three sections. Inti8ecl0.1, | present a summary of the
general findings in the light of my research questifollowed by a detailed summary of the
findings organized under the headings of socioetwno socio-cultural and socio-political
considerations. In Section 10.2; | discuss the icagbns of this study for language policy
scholarship, the language-in-education policy okigtan and bilingual education. In section
10.3, I point to the limitations of the currentdyuand suggest some areas for future research.

The central aim of the study was to investigate diseursive practices in schools in
Pakistan and to explore how they intersected viiéhrtational and institutional language policy
and actual practices in the classroom, social spacthe school, the community and in the wider
society. The other aim of the study was to examiags in which social actors respond to policy
in specific school settings.

Using an interdisciplinary approach, drawing on hmoes and perspectives from
linguistic ethnography, sociolinguistics and pdstisturalist theory, | investigated the actual
language practices in four schools at three lewa@tssroom, institutional and community. For
that, | used multiple sources for data collectiod analytical frameworks.

The general findings of the study suggest thatethera clear contradiction between the

language practices observed in schools and theypati the government level. The language
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practices of the research participants are morept®mthan they are assumed to be at the
governmental policy level and in findings of surd@sed research on language-in-education in
Pakistan. Research participants draw on a varielgnguages at different times and in different
spaces in schools depending on a number of factbeskey insight of the analysis is that it is
simplistic and naive to associate people with amst particular language as they are known to
have what Blommaert (2011) calls ‘truncated repesdand draw on them in complex ways.

The study found that the position of some of theeaech participants on the role of
languages-in-education is mostly ambivalent. Moegp¥here was a mismatch between their
views on the role of languages in education anil #otual languages practices in school.

The use of local languages for formal education \aagely considered a problem in
these schools. In fact these languages and assb@altural values were regarded as deficient
for use in formal teaching and learning. In additithere was clear evidence of antipathy
towards local languages and the participants irstugly seemed to have accepted the argument
that these languages need to be substantially algselif they are to be used for teaching and
learning in formal schools.

Access to full bilingualism and biliteracy in thenguage of the former colonial power
and the national language seemed to be restriotdtbse attending SA. The students in SB and
SC were provided with bilingual education in Enlglsnd Urdu only in theory despite the fact
that there is widespread demand for bilingual etloca

An analysis of the data gathered in this study shtivat the linguistic repertoires of
students are shaped in different ways in diffetgpés of schools and that there is a significant
relationship between the nature and prestige ofinigeistic resources of individuals/groups and

the formal education options available to them. Timglings helped me to destabilize the
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argument about the home-school language gap whicterdly has ascendency in Pakistan.
Given the complex sociolinguistic realities in theuntry and actual discursive practices in
schools, the home-school language gap does notagpgpebe the major problem as the
institutionalized regulation of access to powetuiguages seems to be shaping the chances of
different groups of students, positioning them ifiedent ways vis-a-vis the national political
economy and the changing market demands for lamguag

Regarding the choice of particular languages asaradnstruction, my study has shown
that historical legacies, and also socioeconomid @wlitical interests, are the primary
motivations. In turn, these choices have led tdiq@adar discursive practices in schools and those
of particular ways of legitimizing and displayingh®ol language policies.

In conclusion, | assert that different social agteuch as school administrators, teachers
and students are not passive recipients of a layggpalicy; rather, they actively shape policy in

their everyday institutional lives.

10.1 Socio-Political Considerations

| discovered that Pakistan’s current language-ineation policy strongly resonates with British
colonial language policies, in particular with redjdo the language choice for school level
education. Only English and Urdu are considerethBlé media for teaching and learning in
schools while all other languages are used for comecation purposes in the wider society; this
in effect establishes a language hierarchy. Anddlggificant aspect of the legacy of the colonial
language-in-education policy is that unequal acdesgowerful languages is ensured and

regulated through parallel systems of schoolinghie country. Schools that deliver bilingual
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education and biliteracy in English and Urdu areeasible to a very small segment of Pakistani
society.

The everyday language practices observed in thearels sites show that the national
education policy is based on little empirical evide. It seems that the policy has not taken into
account indigenous experiences, epistemologiegealdies. It is also clear from the study of
language practices at the school level in SA, S8 %€ that the current language-in-education
policy is severely limited with regard to publicrdands for bilingual education with English.
The claimed introduction of English as a subjedhi@ curriculum in all public schools seems to
be no more than rhetoric as there is little evigent the availability of teaching guidelines,
teacher training programs and material resouraegsfamplementation. More importantly, there
is little evidence of the involvement of teachersd ahe community in the formulation of
language-in-education policy.

| also found multiple and diverse reinterpretatiafigolicy in all of the four research
sites. In almost all of them, the head of the fagbn and classroom teachers seem to play a key
role in reinterpretation and/or implementation ofigy. My study of the semiotic representation
of different languages and its intersection witd #udio-recorded discursive practices showed a
complex relationship between them. While the offidanguages on display conformed to the
established language hierarchy and seemed to peomanonolingual language policy, the
language practices observed in graffiti writing lvaged the monolingual order. Likewise,
spoken language practices also defied monolingoams with frequent evidence of code-
switching, code-mixing and hybridity. These spokanguage practices were too diverse and
varied to ascribe to just one broad function osistance’. They may well have been below the

level of awareness anyway.
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While monolingual ideology was manifested in somays at all levels—in the
classroom, in institutions and in the wider societlywas contested/resisted/ or appropriated in a
variety of ways depending on the interests of tfmgs and the institutions that serve them. It
can be said that there was a clear mismatch betWeerstated and the ‘practised language
policy’ (Bonacina, 2010).

| also found that larger socio-political categorsegh as ethnicity and class had bearing
on the interactions that took place between themiarand the teachers and students and the
teachers. Reified social categories about ‘Balp¢tbindhi’ or * Pathans’ seem to permeate

everyday interactions both explicitly and impligitl

10.2 Socio-Cultural Considerations

| found that SD was sustaining the legacy of théditronal madrassahs (a school where students
study theology). These have been in existence sengeteenth-century India as spaces for
teaching and learning. In these institutions taagland learning is mostly done in Urdu with
limited introduction to Arabic and Persian. In dggnth-century India, Arabic, Persian and Urdu
became the identity markers of the Muslim commuaitd it is on this basis that they continue
to be given importance in twenty-first-century FPai&n. Learning English is considered a threat
to discursively constructed Islamic culture andueal The selected languages are taught with the
aim of attaining a Muslim revival while English associated with Christianity and hence kept
outside the doors of SD. During the course of neydfvork for this study, | discovered that
many students of madrassahs learn English afteugtang from these traditional schools. While

language practices at SD may be seen as meansustaining Arabic and Persian languages,
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they seem to contribute to the distancing of ma#ias students from the languages and
knowledge resources that would enable them togpeatie in wider social spheres in Pakistan.
The language use in all the research sites shatvsadtal languages are not seen as valid
resources for formal education. | found expliciaeples of contempt towards local languages
and cultures, and forced implementation of monaiailganguage norms in the four different
multilingual settings. The use of local languagadsie the classroom settings and the
multilingual graffiti gives rise to a fundamentalegtion about the effectiveness of monolingual
education policy. The widening gap between the canity and the schools is something policy
makers/educators/administrators seem to have dinga attention to. As a result, local
literacies, knowledge and cultural values are ragiitalized on for formal teaching-learning.
The institutional use of local linguistic resourcasd cultures could, however, enable teachers
and learners to capitalize on them legitimately andch the learning of the so-called ‘national
language’ and ‘official language’ of the countryt present, the role of parents seems largely
restricted to providing material resources to aeidfor their school education. However, by
introducing local languages and literacies, pgéton of the parents can be made more
meaningful and their latent literacies can be edigid upon for imparting formal education to

their children.

10.3 Socioeconomic Consider ations
The socio-economic status of parents is an impbffstor in determining the schools where
their children go. The parents of the students &Adl in affluent neighborhoods and those

members who were interviewed held high positiongublic and private organizations. The
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parents of children in the other schools chosemsesarch sites were less affluent with SD being
the poorest.

| also found that the parents of children in SAgduan education for their children that
would prepare them for career jobs in foreign coastor in transnational/multinational
organizations working in Pakistan. In some ways, glresence of multinational organizations in
Pakistan has further intensified the struggle ammbggung Pakistanis to attain higher bilingual
education in English and Urdu. As a result, edusab@ve institutionalized their interests in the
form of private schools with ‘international standsit Teachers in these schools work hard to
produce competent bilinguals and biliterates, iglEh and Urdu, and give little consideration to
teaching the local languages.

The trend towards the commodification of Englishd gahe subsequent shift towards
English-only instruction are resisted at the indiaal and group level who formulates their own
language practices. For instance, as | showed eadrer chapter, that a teacher at SB resisted
the introduction of the English-only policy whichquired her to teach Urdu language through
the medium of English. She continues to teach Wndough the medium of Urdu and writes the
dates on the blackboard in Urdu numerals. | alsmdoexplicit and organized resistance to any
use of English by the teachers in SD where teachnmglearning is mostly in Urdu and Arabic
with some basic introduction of Persian. These foahresistance should be taken into account
while formulating language-in-education policy atividual and institutional level. Whereas
teachers respond to the mandatory implementatiamstifutional monolingualism in a variety of
ways, they show an incisive understanding of th@as@nd economic interests of the school

owners and the impact these interests have ondhaitives.
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In conclusion, the imperatives of a globalized exow, national policy and institutional
regimes seem to considerably limit language choiocegducation and define the value of
specific languages. At the same time, there ar@y@vspaces at the interstices of institutions
where it is possible for teachers and studentséocese agency, engaging in their own preferred
language practices or asserting their own languwadees. If this local/global dynamism was
recognized, it could be used as the basis for fatimg a multilingual education policy that

would profitably draw on local languages.

10. 4 Significance of the Study
In this section | claim that this study has conttéal to research in three areas: language policy,

language-in-education policy in Pakistan and bumgeducation.

10.4.1 Implicationsfor the Field of L anguage Policy

In Chapter 2, | considered the changing and déeverapirical foci and emphases of scholars in
the field of language policy and planning. Begimnfrom a macro level empirical focus with a
preoccupation to solve language related problembeotiecolonized nations by offering models
and taxonomies, to the examination of the roledeblogy, power and inequality with focus on
government and institutional levels, the empirical shifted towards microscopic examination
of lived-policy experiences using socio-anthrogatal approaches. In the critical interpretive
approach, the micro-empirical foci was the samit &@h added emphasis on the close study of
the interactional patterns in classrooms and ligklhrem to macro-historical processes and their

role in creating asymmetrical power relations.
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| also argued in Chapter 2 that school and classroeased of policy implementations paid little
attention to the examination of official and unoidl signage and the wider semiotics of school
settings. In Chapter 10 | showed that the languagedisplay in a school environment are not
neutral but reflective of asymmetrical power redlai embedded in the history, politics and
ideologies undergirding them. | have also tried sbow the mismatch between the
monolingualism of the official signage on displaydahe actual discursive practices. The power
relationship and differential values attributedlaoguages can very well be studied by taking
into account the texts and signs in a school enuient. While the study of the linguistic
landscape has been touched upon by Shohamy (2@€6proposal remains programmatic with
scant methodological guidelines. | have attemptedperationalize the notion of linguistic
landscape in school settings and have examindddés meanings and variation. | have shown
that it is invisible interests, ideologies, valudslanguages, wider politics and the social order

that get played out in the display of languages.

10.4.2 Implicationsfor Language-in-Education Policy in Pakistan
| have shown in Chapter 4 that research on langimgducation policy in Pakistan is largely
survey-based and | have argued that it is inadeqfaat a comprehensive understanding of
language policy in concrete settings. | also hda@w gaps and inconsistencies in the statistical
accounts given b¥thnologue, the national census data and international studie specific
languages in education in Pakistan.

In Chapters 8, 9 and 10 | have demonstrated howtlamographic perspective to the
study of language policy in education can help sla/explore links between situated

encounters, socioeconomic circumstances of indalgdand institutional regimes. In particular
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these chapters show that power, legitimacy, ettynand class are constituted interactionally in
the specific context of communication and in evagydchool routines. | have also attempted to
show that the links between social categorizatioh languistic repertoire are constructed in and
through discursive practices in the institutionantexts and that they have a dialectic
relationship, i.e. co-constructive and hence dywcahus social categorization is not a static,
permanent reality but rather it evolves, changesdifies and gets reified through prevalent
interactional norms and practices.

| have shown that predominantly monolingual assionpt dominated language-in-
education policy in the four different researctesitith differences in the choices available to
the different social actors in relation to conted¢yvelopment, media and content. | have also
shown that classroom interactions, language pextt official events and languages on display
in school environments are profoundly linked toiabcategorization processes. Government
claims that the so-called bilingual education, Uvdth English policy, provides equal access to
predominant languages appears nothing more thdorihen light of my examination of the
actual language practices in four schools.

| have shown how access to linguistic resourcesrganized/ regulated by developing
alternative educational provision in the privateteeleading to the construction of asymmetrical
power relations amongst different ethnolinguisttoups. | have also shown that teachers and
school administrators are not passive recipientmmduage policy; they are perhaps the most
important and active shapers/interpreters of polf&ighough this might appear to be a naive
assertion for academics, it is important to nogesignificance in the context of research on

language-in-education in Pakistan. This is thet finesis that shows the significance of the
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researcher’s firsthand engagement with the subjertvestigation, showing policy-in-action in

different school settings.

10.4.3 Implication for the Field of Bilingual Education

| have shown in Chapter 4 that the subject of il education has emerged as a major field of
study in its own right and that it has been appnedcfrom a variety of interdisciplinary
perspectives. By examining language-in-educati@ggams in all the four research sites, | have
also shown that language-in-education is not simplypolitically neutral instructional
phenomenon but rather is implicated in competitBanongst groups over gaining access to
material and symbolic resources. In the light af 8tudy, | would argue that it is probably more
important to examine the outcome of such programteims of language orientations, social
relations and the consequences of biliteracy ahkghial education in the lives of the learners
rather than following the traditional categorizatiof idealized bilingual education models and
program types. | have demonstrated that the fullelbpment of bilingual education and
biliteracy is carefully controlled and accessiladlte elites only.

In the schools in this study, most teachers anddcidministrators seem to follow the
language-as-problem approach in which local langsagre considered a problem. In
circumstances such as these bilingual educatiarftén taken as a method/approach to give
students access to prestigious. However, | have stt®wn that the situation regarding the
development of bilingual education programs in Btk is more complex than conceptualized
by the linguistic human rights paradigm. While thleift from local languages to powerful
languages was the common basis of the programsvératexamined in this study, achieving the

promised objective of full bilingual and biliterackevelopment for all students is very remote.
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The differences in the language-in-education @ogr already in place may not just be
attributed to their positioning within the broadelucation system of Pakistan but to every aspect
of the school process in terms of ‘context, contdavelopment, media’ ( Hornberger & Skilton-
Sylvester, 2000).

| have also shown that models of bilingual educatsniggested by Pakistani experts
mainly draw on linguistic human rights argumentafEptualizations of bilingual education
without supporting them with empirical evidencéalve also compared local bilingual programs
with current global trends in bilingual educatioklere | have shown that the transition model
predominates in most bilingual education programshe world despite empirical findings in
support of enrichment models in which languages s&en as resources and are used
simultaneously for all educational purposes. Fnaih this chapter | have shown that the
phenomenon of unequal access to different typedilofgual education is rooted in the
educational and cultural history of South Asia vehegligious, socioeconomic status and social
hierarchy largely determine the kind of bilingudueation given to its inhabitants. | have shown
that in colonial times a universal English policgswneither envisioned nor considered practical
in terms of serving the interests of the empireaAesult, bilingual programs with English were
made available to a very small section of the pagah which then seems to have stratified
Pakistani society in terms of segmenting people groups who were allowed or denied access
to bilingual programs. This historical trend in tlsbaping of bilingual education has not
undergone much change in post-colonial Pakistahavke also shown that the new globalized
economy has increased the demand of the elitescfmss to bilingual education programs with
English, more so because they recognize the impaetaf English and literacy in English in the

context of an international job market.
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10.5 TheWay Forward

The current study has made an attempt to addressetationship between the languages on
display in the school environment and the languagetices observed inside and outside the
classrooms. | have extended a critical linguistimegraphic approach in school and classroom
based research by using the framework of linguistitiscape which does help to illustrate the
historical, political and ideological undergirdingicro processes. | did not find the framework
very useful in examining the relationship betweamguages on display and the spoken
languages in schools. This limitation or challemge@lso observed by Rampton (2012:5) who
states ‘that sign, practice and ideology are alleqeiasy to deal with separately or in pairs but
handling the dialectics, i.e., the unstable muingdraction is not that easy.” This suggests that
one of the future directions for linguistic ethnaghic research in LPP should be the
development of conceptual frameworks that coulg hid understand the relationship between
the written and oral forms of a language.

As | was primarily interested in theorizing redeldiscursive practices in schools and the
ways in which different social actors contributehem, | particularly focused on these practices
and did not take into account the use of languageader society. | suggest it would also be
worthwhile for LPP studies in Pakistan to investigdanguage use in various community
contexts. | also realize that in order to adeqya#eldress the social implication of bilingual
education in the lives of learners, there is a rteddrther explore the intersection of the shaping
of the linguistic repertoires of social actors aatlicational outcomes, as well as their placement
in the labor market. To accomplish them, longitadiiesearch is necessary.

As the study did not deal specifically with Britisblonial language-in-education policy,

| only reviewed the existing accounts on this sabjehave shown that these are largely based
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on discourse analysis of policy documents and gowent reports. The limitations of these
documents stem from the fact that they were pradlbbgepeople in power who often ignored the
experiences of their subordinates. Focused, erapingestigations into the experiences of the
locals with British colonial language-in-educatipalicy in concrete settings in the nineteenth
century would complement the existing accounts ghothis would be a challenge in historical
research. It would be interesting to see how themlmbies of British colonial language-in-
education unfolded in time. A comparison betweea years of the British Empire and the
current global trends towards the commodificatioh languages would be illuminating
particularly in the context of the new labor masketreated by the presence of
transnational/multinational companies in Pakistan.

Returning to language-in-education scholarshipaki$tan, | emphasize that this study is
the first attempt to engage with the real-life disive practices in the country’s institutions.
Following this study, | suggest an ethnographicspective to the study of language-in-
education, with real-life language practices as hissis, would help develop a better
understanding of the role of languages in educationstitutions in Pakistan. Reliance on
statistical accounts cannot offer an in-depth ustdeding of the complex phenomena associated
with language use in specific settings.

Although | have chosen to study four schools, | mi have any notion of their
representativeness. | see them as a set of unmges studied in-depth. As a result, | do not
claim any generalization and do not suggest treteékearch findings are applicable to the entire
country. There is, however, a great need for detaimpirical investigation of this kind in other
settings so that we can build a fuller picture loé tmultilingual 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 Appliedyuistics (The British Association for
Applied Linguistics — BAAL)

DR
£

- |} | | B S e
] " B S X2 T ETEAE™ R Y LT T

Recommendations for good practice
in Applied Linguistics student projects

BAAL (The British Association for Applied Linguists) has developed guidelines for applied
linguists in their relation to the profession, ealjues, students, informants, and sponsors. The
recommendations are relevant to professional appiguists, and the core recommendations
identified here apply as much to a student doingssay for an undergraduate course as they do
to a professor managing a large funded project. Atmabers at the end of each section of this
document refer to the corresponding section in fileé "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 yath your data ("informants™). You should
think about and respect all aspects of identitjuitiong their culture, gender, and age. On the
basis of this, try to anticipate any harmful effeat disruptions to informants' lives and
environment, and to avoid any stress, intrusiod,raal or

perceived exploitation. [6.1]

2. Obtaining informed consent.You must get permission from anyone who provides with
data, whether spoken or written. To do this, yoousth let informants know anything about your
project that might affect their willingness to peigate: what your objectives are, what you will
need from them, how much time it will take, and hgw will keep their identities confidential, if
that is necessary. When informants are under

16, you also need their parents’ permission tag] [6

3. Respecting a person's decision not to participate Informants have a right to refuse to
participate in research, even if they said at thesei that they would. It is best to plan your
project so that it does not depend entirely orctinesent of one or two people.

(6.3)

4. Confidentiality and anonymity. If you have not been given the right to identifytpapants,

they must not be identifiable in any way (confidalitty) and in particular you must not use real
names (anonymity). You should try to anticipate svaentities might accidentally be revealed:
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by including identifying details, pictures, or mogi images, playing voices, or allowing
unauthorized access to data on your computerywounfiles. (6.4)

5. Deception and covert researchDeception is unacceptable because it violatesrineiples of
informed consent and the right to privacy. Whemguists do not want informants to alter their
usual style of speech, and anticipate they mighsaldf they know the purpose of the study, it
may be defensible ¢ to tell them the general pwpafsthe research without revealing specific
objectives ¢ to ask them to agree to be deceivesbate unspecified time in the future (for
instance, if there is going to be a role play)

* (if there is no alternative) to explain the @m®b immediately after gathering the data, and ask
for permission then. But if they do not give persios then, you will have to destroy the data
without using it (and they may be very angry).

While deception is unacceptable, distraction isegally ethical. Distraction might involve
introducing multiple activities into a study to peat informants monitoring themselves, or asking
them to tell about an event in their lives, wheratvWou are interested in is not the story but its
form. (6.5)

6. Sponsors and users If your academic project is done in co-operatigth an agency, group, or
company in the community, you must usually provadeaccount of your work that is useful to the
user. In turn, they must understand that you haveet evaluated on your work as an academic
product, and must meet academic deadlines andastind7) This document is copyright BAAL,
2000 - permission to copy is granted provided

acknowledgement of BAAL is given.

From: http://www2.warwick.ac.ufAccess March 4, 2011]
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Doc: 3 a, b: Letter of Permission sent to schoalaggments

a) Urdu version
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b) English version

Dear Principal
04 April 2011

| am writing to ask permission to conduct my reshaat Bay View High School. |
am a Senior Instructor at Centre of English Langudhe Aga Khan University,
Karachi. | am now doing my PhD in Applied Linguestiat Lancaster University, in
the United Kingdom. This work will form the basw fmy PhD dissertation.

In this research | am studying language practineddassrooms, outside classrooms
taking into account the institutional and socie@htexts of their production. My aim
is to explore the ways through which pupils, teasl@d parents become socialized
into School’s language environment in Pakistarnxdeet this study to contribute in
diagnosing and improving the current language-ineation policy, its development
and implementation at the level of schools in Rakis

The research will involve observation and audio ording of classroom
communicative practices, outside classrooms sudaateen, playground as well as
interviews with some relevant participants (teash@upils, parents/guardians and
education representatives).

The study will be conducted fully within the etHicatandards prescribed by
Lancaster University, by the British Association Applied Linguistics and by
relevant Aga Khan research boards. All people veolwill need to give their full
informed consent, and | will ensure unqualified yroity at all stages of the
research process and when reporting the findingspaiticipants will be identified
by name, and all recordings will be transcribed bsténed to only by myself and a
very limited number of assistants who will help meéth the transcriptions.
Participants will be informed about their rightask not to be audio recorded as well
as to withdraw at any point from the research pesdkthey feel appropriate to do so.

In return | will send the summary of the main fings to your school and to all levels
of education authority directly involved in the gy | will also arrange meetings
with teachers and parents/guardians from the sshetldied with the view to

presenting and discussing the research findingsed@r, since you have invited me
to conduct as session for your teachers on TeacBmgish through Phonemic
Symbols, | would be glad to do it while | am at ysghool.

Thank your for your collaboration.
Yours Faithfully
Muhammad Ali Khan

273



Consent Forms

Letters granting consent were received from all four schools. They have not
been include re so as to preserve confidentiality.

Muhammaad 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 mysearch. | am a Senior Instructor at Centre of
English Language, The Aga Khan University, Karaghd | am now doing my PhD in Applied
Linguistics at Lancaster University, in the Unit€thgdom. This work will form the basis for my
PhD dissertation.

In this research | am studying language practioceschools taking into account the institutional and
societal contexts of the development and implentiemaof Language-in-education policy of
Pakistan. My aim is to explore the ways throughohhieachers, pupils and parents become socialize
into school language environment. | expect thiglgtw contribute in diagnosing and improving the
current policy and implementation of language-ingation policy of Pakistan.

The research will involve observation, aSDinistratiof a questionnaire and audio recording of
communicative practices in and outside your classras well as few interviews with you of no
longer than 30 minutes. Thus, apart from the i¢svs, the research will not take you substantial
extra time. The study is not intended to judge adequacy of your work or your communicative
performance, so feel free to conduct your workriruaconstrained and natural way.

The study will be conducted fully within the etHistandards prescribed by Lancaster University, by
the British Association of Applied Linguistics abg relevant Aga Khan University research boards.
As well as all people involved (teachers, pupild parents/guardians), you will need to give your
full informed consent, and | will ensure unqualifianonymity at all stages of the research process
and when reporting the findings. You will not beemtified by name, all recordings will be
transcribed and listened to only by myself and iy Vienited number of assistants who will help me
with the transcriptions. You have the right to ask to be audio recorded as well as to withdraw at
any point from the research process if you feelrgmate to do so.

Teachers participating in similar studies have tbtire exercise worthwhile, reporting that they have
a chance to reflect on their own language usekam bwn classrooms and outside. Therefore, your
participation may support you in taking forward yawork. In return | will send a summary of the
main findings to your school. | will also arrangeetings with teachers and parents/guardians from
your school with the view to presenting and distuygshe research findings. Apart from that, as
requested by most of you, | will be conducting ssgen on Teaching English Pronunciation through
phonemic symbols

| expect your participation to provide importantputs that may help to shape the future of
Language-in-education policy of the country.

Thank you very much for your time and | look forddo hearing from you in due course.

Yours sincerely,

Muhammad Ali Khan
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a) English version

Statement of Consent

e , hereby accept to takerpas a participant in

the study conducted by Mr Muhammad Al Khan on Lzamge-in-education policy of schools in
Pakistan. | confirm my understanding of the purpasd processes involved in the study. | also
understand that | will not be identified by nameaay stage of the research process and that | have
the right to ask not to be video and/or audio rdedras well as to withdraw at any point from the
study if | feel appropriate to do so.

(Signature of the participant) (date/month/year)
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Statements of Consents

Statement of consent were received from all those participating in this study.
These have not been included here so as to preserve confidentiality.

Muham Ali Khan
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Table 1: Summary of classes observed and audio recatd®8, SA, SC and SD
(All names listed below are fictitious names andehbeen used to preserve confidentiality).

Table I: Summary of classes observed and audio recorded, 845 SC, SD

Teacher Lesson School
Nr of lessons
and duration

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 SBS®Aand SD

Name / Group Role Language
of Interview
Ms.Sadia Grade 6 to 10 English language teacheEmglish &
SB Urdu
Ms. Faiza Class teacher primary one at SB Urdu
Ms.Kulsoom Class teacher Pre-Primary English
Ms. Fatma Gul Grade 9 History, English

English and Citizenship
Teacher at SA
MS. Tehmina Grade 9 & 10 Islamiat and English kgl
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Language teacher at SB

Mr.Tarang Class teacher and English language teadbelu

at SC
Mr.Ishaq Grade 10,Urdu language teacher at SC Urdu
Ms.Tabinda Grade XII Urdu language teacher at SB  rduU
Group of 4 Class teacher/Urdu language teacher/ Aitdu
teachers teacher
Ms. Amna Class teacher of primary at SB Urdu

Table 3 a: School management, teachers, parentsugild 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 Bnglis
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, pareetyienwed 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 Cooiator 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 Mother English
Mr. Ghafoor Father English
Mrs Humaira Mother 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 Urdu SD
preaching Islam
Parents and teachers  Parent- teacher Urdu SB
Parents and teachers  Parent — teacher English SA

Table 5:Pupils interviewed and audio recorded at SB, SAa8E€ 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 Parent SA English

Mrs Humaira Parent SA English

281



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,SGBnd

Type Name /Group School
Sports Group of 20 pupils and a teacher SB
Independence day celebrations  All pupils & all teers management and staff SB
Morning Assembly All pupils & all teachers managermand staff SB
Morning Assembly All pupils & all teachers managertnand staff SA
Morning Assembly All pupils & all teachers managermand staff SC

Table 8 a, bSchool management, teachers, parents and pugatsigewed 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, parentpwgnits 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
Normal
Bold

Capital Letters

Symbols

*

(...)
(( text))

(xxx)
(xxxi)

[word or text]

translations of Urdu/Pushto/ Arabic/ Persian into English
transcription for English and Urdu utteragice
transcription for P/A/ P utterances

initial capitals (onlyaasfor proper names, language names, place
names, titles, and months/days of the week)

indicates louder speech than usual
indicates that part of the episode transcribazde been omitted

contextual information

(xxx)  completely unintelligible utterance
reading from the text books, writings on ckéoards, farewell party titles

word, phrase or text not uttered inoplicit in speaker’s speech

Representation of Other Features

AN

expects

!
Participants
S:

Ss:

R:

pause: the number of dots indicates the relatingtleof each pause

raising intonation followed by an oral gap thaeeaker (e.g. teacher)

the listener(s) ( e.g. pupils) to fill with a ile, a word or phrase

emphasis: markedrpinence through pitch or increase volume

non identified student
several or all students speaking simultaneously
researcher

teacher
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Table 10 Questionnaire

Language-in-Education Policy Questionnaire

Introduction

| am a doctoral researcher at the department of Liguistics and English Language, Lancaster UniversityJK. For my PhD research, | am looking at the langage policy and practices in representative
schools of Pakistan. The purpose of the survey is better understand the language-in-education policof Pakistan. This is not a test so there are neight’ or ‘wrong’ answers and you don’t even have
to write your name on it. | am interested in your ersonal opinion. Please give your responses sinclgras only this will guarantee the success of invigation. Thank you very much for your help.

1. What subjects/subjects do you teach in School? 6. In which Language/Languages do you perform th@¥ahg tasks in your school?
a. Please select the numbers from the below and thdét@umber given against the
b. tasks?
C.
d. 1. English only 2. Urdu only 3. English and Urdu 4. Ohers (please
specify)
2. Which Level do you teach? (please put a tick mark)
a. Pr_imary - e Teaching: a) main lesson content
b. Middle - b) classroom management
c. Secondary
d. High Secondary c) explanations

. . . . d) reply to pupils questions
3. What is your school teaching experience? (pleata ok mark)

a. Otobyears e) giving instructions
b. 6to 10 years

c. More than 10 years «  Planning:

e Greetings:
* Board work:
e Class Test:

4. Please tick the highest level of your educationadl@ication?

a. Ph.D
b. Masters ¢ Feedback on Pupils work:
c. Bachelors e Parent-Teacher Meeting:
d. Alim-e-Din *  Report Writing:
e. Other (please specify) 7. Does your school have written languages policy?
5. What is the medium of instruction in your school? z- Les
. No
a. English only If it does, please say briefly what you believeibe?
b. Urdu only - If no, how would you describe the language polityaur school?
c. English & Urdu
d. Others (please specify)
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8. Do all or nearly all the students have the sameehlamguage?

a.
b.

Yes
No

9. a) Please list the home language / languages ofpuqils and say approximately what proportion &pesach?

a

b.
C.
d.

10. Which language / languages do you encourage pigpilse at school? Please give reasons:

11. Which language / languages do you encourage ptapilse outside school? Please give reasons:

12. What language / languages do you use while integetith following persons? Please select the nusirem the box
below and write the number in the given againstasks?

1.

b.

c.
d.

English only 2. Urdu only 3. English and Urdu 4Others (please specify)

Principal

Parents
Support Staff
Colleagues

13. In which language do pupils mostly use at theofsihg: Please select the numbers from the belownaitd the number in
the given against the tasks?

Te@ o aooTo

English only 2. Urdu only 3. English and Urdu 40Others (please specify)
Note taking

Answering Teachers Questions

Peers (class fellows)

School Canteen

Playground

Formal School functions

Convocations

Library

Greetings
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14. Which language/languages do parents of your pppéfer for their children to have command? (plaademark)

English only

Urdu only

English & Urdu

Others (please specify)

coop

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 gentou, please write your e-mail id
here:

I would like to invite a few volunteers to follovpunterview, please raise your hands if you arerggted to take part in it.

Appendices 4: Research Sites

Research Sites

Table 10: Teachers in SB in Karachi in 2011

Name Gender| First Teacher Teaching Grade
language | training experience taught
(years) (years)

Ms. Faiza F Urdu - 11 6 t010
Mr. Afzal M Urdu 1 11 6 tol0
Ms Sana F Urdu 1 11 6 tol0
Ms. Nasreen F Punjabi 1 20 6 t010
Ms. Ambreen F Urdu No 7 7t09
Ms. Farah F Urdu No 7 7t09
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
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Table 11: Teachers in SA in Karachi in 2011

Name Gender| First Teacher Teaching Grade taught
language | training experience
(years) (years)
Ms Fatima Gul F Punjabi - 13 610 10
Ms Tehmina F Urdu - 18 6 to 10
Ms Fatima F Punjabi - 5 11 and 12
Ms Yusra F Punjabi - 6 months 4t06
Ms Rizwan F Urdu - 5 810 10
Ms Huma F Urdu - 10 11 and 12
Ms Tabinda Kiran F Punjabi - 20 11 and 12
Table 12: Teachers in SC in Quetta in 2011
Name Gender| First Teacher Teaching Grade taught
language | Training Experience
(years) (years)

Mr Salim M Sareiki 1 21 6108

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 Teacher | Teaching | Grade taught
language | training experience
(years) (years)

MoulanaKahlid Amin M Urdu 1 20 6,7,8

MoulanaShafeeq-ur- M Urdu 1 13 4,56

Rehman

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
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Appendix 5: Relationship between L anguage-in-education Policy and Everyday L anguage Practicesin Schools

5.1: Common Classroom | nteractional Practicesin Schools

Extract 1: English Language Class at (SC, 17-5-p011

o o b~ W DN

10

11

12

13

14

15

16

17

Mr S. [Urdu]

Mr S. [reading, English]
Mr S. [translating, Urdu]
Mr S. [reading, English]
Mr S. [translating, Urdu]
Mr S. [reading, English]

Mr S. [translating, Urdu]
Mr S. [reading, English]

Mr S. [translating, Urdu]

Mr S. [reading, English]

Mr S. [translating, Urdu]

Mr S. [reading, English]

Mr S. [translating, Urdu]

Mr S. [reading, English]

Mr S. [translating, Urdu]

Mr S. [reading, English]

Mr S. [translating, Urdu]

I AL e

come on boys open your book to page seven..
"my family consist of six members" ..
..+ﬂuﬁgu’;u’/

"(consists of).. members ..my family consists afrsembers"

J»“f”;,u/w{uw/{..ugd,fzﬁ..(mf‘”)

" | have one brother.. my name is Amna.. and myherms name is Abid.. my father is a

doctor" ..

L Az e P e). e sbrtblue o o aTriie. o Qufie

"(he is known as Dr. Umer).. my mother's name is &disbhe is a house wife.. my
grand parents dadi amma and dada abbu live withmig.dada abbu is an old man" ..
ST et Ao Fer S e (e PPt bbb 75 50)
LA FUE $TE et E B e A SIShS 2 e

"he is 70 years old.. my dadi amna is also arlalg.. (shes quite healthy and).. my
dadi amma is also an old lady.. she is very loeind kind" ..

e (ne®) pemine Tk G EHENMENS 2 e I TOFSu!
(b e

"every night before going to bed.. she tells nfedént but interesting stories.. she
never forgets to give me sweets and rewards for myg deeds" ..

A as{zﬁl(wldmé'u ..(uz’ufugm‘géu&w_a%n?{;é”)..ch;i.m,u.ﬁ
Sl 168 2 Iun I8t Bt G Qe Ut b, G e
LAl

"she teaches me how tecite the Holy Quran.. my dadi amma is very regidaher
prayers.. and tells me to say my prayers every day"
g Py bl Gk en UGN 2. W e ST s
T U ot ey i stisinl. e S

"she is kind and generous.. my brother Adil is ygemthan me..he studies in class
three.. he is very naughty and careless.. he kvpky with my doll.. i always help
and guide him in his studies.. we play together sirade our toys.. we all love one
another” ..

S e oy LUK Ao e b cafd)l&élﬁ{lﬁ & generous meaogd/:,f?’&ﬂugﬂu
1Yoy /‘utui}’('%uc,ﬂu:/,w %’f;iv..gﬁ..un@ﬁ»ﬁuﬁéwgmunéﬁwﬁ
LSt e o fiE LD o
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18

19

20
21
22

23

24
25
26

27

28

29

30

31

32

33

34

35

36

Mr S. [reading, English]

Mr S. [translating, Urdu]

Mr S. [reading, English]
Mr S. [translating, Urdu]

Mr S. [reading, English]

Mr S. [translating, Urdu]

Mr S. [reading, English]
Mr S. [translating, Urdu]
Mr S. [reading, English]

Ss. [translating, Urdu]

Mr S. [reading, English]

Ss. [translating, Urdu]

Mr S. [reading, English]

Ss. [translating, Urdu]

Mr S. [reading, English]

Ss. [translating, Urdu]

Mr S. [reading, English]

Ss. [translating, Urdu]

Mr S. [reading, English]

"one another and each other we are happy famify. father is a child specialist.. he
spends most of his time looking after sick children
Ku;,f/J!;l/g..ujul,cL;jggfiugJggf}ﬁ(u;myc.u_,%)(unbf;’u..,a)(c_a/u-.g)

. Lat";fuﬁ&!)ﬁué;kg;ﬁ;%{u!,.La;ﬁﬁ

"he does not charge any fee from poor patients" ..
AR 0 e e/

"he gives them medicine free of cost.. my motker educated lady.. she looks after
my grand parents.. and helps me and my brotherawitihome"

Sreos Iy U e Gramsdind o 3 2 Ui IM o s e i
S L I E Qe e ot 3 5asens). g Gt s St S16o0

listen carefully.. you will learn it by heart.. i$ not difficultlesson

Ut B LIS e sf

"my family consists of six members.. i have onetlibeo.my name is Amna.. any my

brother's name is Abid..my father is a doctor" ..

e Tete ..Lgéwugl/z..‘}”z}}l{uuuy..@dﬂi@f“%ﬂuﬁﬂguuuy
..‘L/;J/lfr’t{gjl‘éb'lgt%c'—/;flfu..%lglir’tgélﬂfg/{..
"my mother's name is Aisha.. she is a house wifg.grand parents dadi amma and

dada abbu also live with us.. also my dada abbo @daman.. he is seventy years old"

2B sl §ISG 2 . OB S et Ao Bt 2

e TRt &S tons FUESTE S e 2 .t

"my dadi amma is also an old lady.. she is vewjnip and kind..every night before
going o bed.. she tells me different but interegstories.. she never forgets to give me
sweets and rewards for my good deeds" ..

ol Wi, A 1 L OIL i gt UGB 2
G ol b L IS 2 T S8 .

"she teaches me how to recite the Holy Quran.. my aladhaa is very regular in her
prayers.. and tells me to say my prayers every day"

g e bl S e SUIEIE 2. Et e S T i s

R =y e G e U ). e S

"she is kind and generous.. my brother Adil is ygemthan me..he studies in class
three.. he is very naughty and carelessloves to play with my dolls" ..

eotos.. e oy TS A e e £ Q2 generous meang e Gl s
...Lat/gc&&véugfd/m.. 95@2%,,,,u&,¢

"i always help and guide him in hssudies.. we play together and share our toys.. e al

love one another" ..
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37

38

39

40

41

42

43

44

45

46

47

48

49

50

51

Ss. [translating, Urdu]

Mr S. [reading, English]

Ss. [translating, Urdu]

Mr S. [reading, English]

Ss. [translating, Urdu]

Mr S. [reading, English]

Ss. [translating, Urdu]

Mr S. [reading, English]

Ss. [translating, Urdu]

Mr S. [reading, English]

Ss. [translating, Urdu]

Mr S. [reading, English]

Ss. [translating, Urdu]

Mr S. [reading, English]

Ss. [translating, Urdu]

ﬂ..um?/v{/*ufui)”;a'clut»w&(iw@ﬂ.. un&g»ﬁufélwzz»lunéﬁwﬁuf
L Setete e ool

"we are a happy family.. my father is a child spksi.. he spends most of his time
looking after sick children.. he does not charge faeyfrom poor patients.. he gives
them medicine free of cost" ..

—if e ISt S P o A
A L im s s G e AN 2 S e 0 e Ui
curednd g

"my mother is an educated lady.. she looks aftegraypd parents.. and helps me and

my brother with our home work"

ot et a2 3 Sarians) . Bt i $ons os. 0368 MG
"my family consist of six members..my family cesis of six members”.. i have one
brother”.. my name is Amna”.. and my brother's neadid""..
;ﬁ:“..g#T(L"ﬁ‘:"..LaéMugl/fi.."‘LJ}Z;V.'@’QUGM":..‘L%uﬁ,{uul}!ﬁ‘:
TP

"my father is a doctor.. my mothers name is Aishslte is ahousewife”.. my grand
parents dadi amma and dada abbu also live with alst.my dada abbu is an old
man”.. he is seventy years old""..

e Bt e At bbb e T e P e ATl
GO b2t Bl SIS e S LKA S et
e TSt S At

"my dadi amma is also an old lady”.. she is verynig\and kind .. every night before
going to bed”..she tells me different but interesstories”.. she never forgets to give
me sweets and rewards for my good deeds”"..

Mol reladle i b el gt e alene Tl EHSIES
..&Jﬂfuﬁf}hu}/lé'é;ubé(bilut.ld;ud/}un&/?ﬁw:l&/ut*z.gjg@uuggfvﬁgl?{;
"she teaches me how to recite the Holy Quran”.. myatacha is very regular in her
prayers”.. and tells me to say my prayers every.dah® is kind and generous”.. my
brother Adil is younger than me”"..

Gt atime 7y e Gebtor G Gatea OIS 2 .t W e d ST i,
= AU 2..§ generous meagg S e sl s @U"?/éﬁ_”/'&gjv'é;ljwal..c;
]

"he studies in class three”.. he is very naughtycameless”.. he loves to play with my
dolls”.. i always help and guide him in his studiegé play together and share our
toys™"..

s I AL g St e bE (N adior o by UUIES
IS Uit 2R A un It Qe siund S
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52 Mr S. [reading, English] "we all love one another”.. we are a happy familyfatiier is a child specialist*.. he

medicine free of cost *"..

53 Ss. [translating, Urdul] gy e P IUS Al 2 ..@u'iujknf?%t}gﬂjfﬂ- @L/-"«f'c’—e/»ugﬁ
Uit S s S A U e U F o IS
L2 3 s

54 Mr S. [reading, English] "my mother is an educated lady”..she looks aftegrayd parents”.. and helps me and

my brother with our home work"

55 Ss. [translating, Urdu] U:i-/rc{ééu’f&/f/ﬁ'é-ﬁ'v--%&/db’qu}d/ﬂwm'dld;l:u'/,‘u ..@u?t&&@”guuj/

Extract 2: A grade six lesson on Jittémlywar, (SD, Maulana Abdul Rehman, 30-7-2011)

1 Mr. M. [reading, Urdu] Z vy ZAS Ak g/f&qlm—.g}@dlu;}yﬂ(l.l

it has been narrated by Abu Hanifa that the sizthefsmall battalion is one hundred
2 Mr. M. [reciting, Arabic] "Gl o)) Lgldl et JB
3 Mr. M. [translating, Urdu] "..Zif..n.lg +(400);//(5}!,«;’&1/JQ/,@L}LJ’(LI

it has been narrated by Abu Hanifa that the sizéhefsmall battalion is one hundred

four hundred .. have you got it..”

4 Mr. M. [reciting, Arabic] RSN PE P T T
5 Mr. M. [translating, Urdu] ..ALM/L{}M/;/J/@

and the size of the large battalion is.. four themcs
6 Mr. M. [reciting, Arabic] " azoep2ill CW\GL;MJ-JQDY"
7 Mr. M. [speaking, Urdu] jv&w?&,/ﬁw._éé

have you got it.." therefore if there is a smalltélain
8 Mr. M. [speaking, Urdu] é.uj/@;uf/f

then women should not accompany them.. have got it..”

9 Mr. M. [speaking, Urdu] uf/lg/’ f}ﬂgjvig/v,ﬂfq_’/iguflg@ﬂf&ﬂ utfﬂ{;ggﬂuﬁu’u@zf/..é
szl L
because there is a no guarantee that soldiers dwank alive or dead .. itis a
possiblity

10 Mr. M. [speaking, Urdu] Z AT

<

that they dominate.. but we are not sure..

11 Mr.

<

. [reciting, Arabic] "Dl e Ci-Laadl a8 4d O
. [translating, Urdu] é_/('j/uu@?/'%ldf?fq_’/lgLivfu?/fﬁ.gL’/ﬁiif/é,fulul’;ufgﬂiw
s

because it mean offering disrespect to the Quram¢akivomen to the battle field

12 Mr.

<

means losing them

13 Mr. M. [reciting, Arabic] " pabenall Baylis gy O st o4l y"

<

303



14

17
18

19

20

25
26

30
31

32

34

37

Mr. M. [translating, Urdu] L ;f..a@u?}ufd“!/;l..é!r//;l.. #/J_U} J%L?fui@”q{&/f/é_gfulul’;ﬂu
2ol o S NS
they disrespect Quran in order to instil fears inglima.. and embarrasment.. and in
such cases Quran should also be not taken if titallmn comprises fewer people..
because what is in there®

Mr. M. [reciting, Arabic] A gaall Ga W) B OT AL sy

[a student who remains standing iq/dffd/ul’}u

throughout the lesson with his book in his

hands]
they will disrespect Quran..

Mr. M. [explaining, Urdu] /W/LZLJ!..&U/J;%{;’/J’/%_Q!;/JWT}
it means to offer Quran to them to disrespect..

Mr. M. [explaining, Urdu] e3P s S ﬁ‘k{ﬁ@’&'ﬁfui%ﬂ..uﬁ sziwaégﬂ,;uiw,;ﬁ{u!../Lf@lu
D2 (Gue U KRl UL 2L P P ML Uil it
2 BTt A L P
because the non believers are not trustworthyhoaigh they shake hand with muslims
secretly..and they give their possessions to muslbusin reality all of them are
enemies of muslims..in fact till now all those muslirs tave had friendship with
non believers have never benefitted.. they ondytbancur losses..

Mr. M. [reciting, Arabic] " e 0 LY gl ol s "

[pointing toward the text book speaking i ..& (" &gdw:l..&&ﬂfu:wgg,;&,w..,wycf &VD/L‘}!/’&W/P{:

urdu] LIS L el el S e SuTie a2 JUdydu
Clp I ot Bu bt ST o
kitab-e-hidaya .. so old this book is since thatdtithis thing is written in it.. it is
hundreds of year old bookix hundred years old book.. non believers disresmer
holy book Quran.. so that Muslioome under their pressure.. and they do it even
today our prophet Muhamd peace be upon him saidotiteke Quran to the land of
enemies(...)

Mr. M. [reciting, Arabic] "agaly 03" " o el pus pallall ON"

[a pupil standing with the book reads] .."lﬂguﬁJ/LuLMW"
muslim negotiate peace and then go to the land fatiever..
Mr. M. [explaining, Urdu] B iy 2 g 17 &g&LuU..&ﬂiyié/ufu’!
there is no problem with that.. if taken permissiomeans they have taken visa
S. [reading, Urdul] Ny J@f..ufﬁﬁfgw/f"
but there are conditions for that as well whetttezy are trustworty..
Mr. M. [talking, urdu] VU i UL Thailand. bse s Uiyl Ul 3 1PtbEes @i . Fl
=+ deport £ui__ 2l S ééf.;u/ul&&@ 3@&&&2[2’.;}'..?@;Combdiag’?
F R IAE LUy L e St Loy o
230y o 2 I 9
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39
40

41

42

43
44

45
46

47

48

49

52

53
54

58
59

63
64

Mr. M. [reciting, Arabic]

Mr. M. [translating, urdu]

Mr. M. [translating, urdu]

[reading out from the book]

Mr. M. [reciting, Arabic]

Mr. M. [reading, urdu]

Mr. M. [reciting, Arabic]

Mr. M. [translating, urdu]

Mr. M. [speaking, urdu]

[reading out from the book]

Mr. M. [explaining, urdu]

[pupils listen silently]

Mr. M. [reciting, Arabic]

[reading out from the book in urdu]

Mr. M. [reciting, Arabic]

Mr. M. [translating, urdu]

Mr. M. [reciting, Arabic]

S. [speaking, urdu]

exactly ..once our team went to Thailand.. theytigetvisa immediately but our elders
of Thailand told us that that we should not go turbodia..because they give the visa
first and then they take hostage and then theyrteploey give visa because they
want to get visa fee.. we should see how we aa¢etieby them.. they must see what
type of nation they are.. whether they fulfill thgiomises

et G Jas aBY ol Sl B o s ol

uffd/ﬁuf&d‘d?/yw

but it should be seen that whether they

e Mhese Sk, Septbif Ly S

are a nation that fulfil its promises or ..not..

S EF P et S

older women can accompany battalion..

ail) 5, el B eoh ) B

Gt P A S

yes.. older women can go in greater battalions..

" erdeall Cans ey Jutze o g8Y"

LG G T

they can do small chores.. like cooking

&

yes

LSEmedunk

they can take care of sick

RS 1P FES AN, e G e 22

there are some works that old women can do .. famgie .. cooking food.. fetching

and storing water.. and healing the wounds..

"5l daeNI"
A n o E L IdE 2 f) AR A1 L Az
S g PSSt Sl
and young women it is advised that they stay honhe wars will be participated in
by older women..those who are sexually active shooidjo..

Maansliald ool ) ot Ny

LR e LS S et S Fraole Ao WO ErL s,
NE LS eI e

during war cohabitation with women.. the way hugband wife do.. is not good..
because then the warriors will get engrossed is &lct.. have you got it..”

" 033 £l WU o e by Y ) g8 0"

S Sen )

if absolutely necessary
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65

66

72

73

74

[reading from the book]

Mr. M. [explaining, Urdu]

G Ul

if it is very

FIN za_uz‘;”é.ﬁ/gﬁ__zgjﬂ}m,,&u’f JUP U S 28
T Bz bUg il e b ST ULL Ut UiEdnd Sl i ua il Jo
e S 2 WP eSS s S S

essential to cohabit.. then Allah has kept waysrfan to fulfil his need.. when
warriors would work hard to spread the words difA.. in those times there used to

be a system of slave women..do you know ..whowst@ven were..

[pointing towards the researcher, speakiﬁg'!;’.i..i@/u:i/y..&u%f@/uﬁ ;/ELL/M!'..&HQ;..;/QX{,;K/ g

in urdu]

[pointing towards pupils, speaking in

urdu]

Mr. M. [speaking, Urdu]

?Ll.uf.i;!igj"/u&:@/{_}aﬁuﬁﬁ/ﬁuf@f.ﬁ}c;&Jl}d/(ﬂr'ujl.. ZJ"::A’}J (L
~Ly A
when muslims attack some place.. o.k.. we have talkeat attack..why to attack..
first we invite them to accept islam..if they rejipet invitation of becoming muslim
then they should be given second invitation arideiy do not accept it even then so
what we will do..”
A It L Seso s mmstax e’ e br, e,z 2 U o0 o
L SEET FI L SR s Loz 0 S s
(wéuy’bl/‘uiufwfzﬂ.ﬁ; 2l gl S gl $123. L P A
LS eopnesindis.e B LS b
now they should give us muslim tax.. means you febevers]give us money and
we will protect you.. and if they are not agreeg#y tax even.. despite the fact that
they have been given reasons for it.. so after.th@ir women and their other alive
people will also become slave and men as well.. laad the religious leader of the
time will divide them and whoever get a slave women..
he will become the owner of that women.. which
Ll Lt{dxwum..JLWJ»;J»LJ..@»Z@/;JJW’» Sutptie Ly
§ Wt Giloslanufii i e f L prded Z oGt 5§
A T S b T §1. Dk a1t S Uiy Pt
(DbPIlb WAL . Pt e S  er |
means that the slave women will be the legal riglihaf man.. but there are some
conditions or that.. that the slave women shoulduso-christians... they should not
be idol worshipper.. the body of this slave woistesuld be cleaned..there should be
time enough for her to have at least three monthlystnections so that her body is

clean.. then she is the possession of that mush stsould be treated as muslim (...)
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Extract 3: A grade 6 lesson,English novel, "Lgaes to London" (SB, Ms Shaista, 29-7-2011)

10
11
12

13

14
15
16
17
18
19
20

Ms. S. [speaking, Urdu]

[pupils take out the books]

Ms. S. [speaking]

Ss. [chorus]

Ms. S. [speaking]

[pupils read out silently]

Ss. [chorus]

Ms. S. [speaking]

Ms. S. [speaking]

Ms. S. [speaking]
Ss. [chorus]

Ms. S. [speaking]

chapter one £ U st & T

from today we will read the novel.. chapter one

?&gﬂ’self readind?'l[

have you done the self reading?..
no miss

.2 zchapter ong& U

all of you read chapter one..

Aoyl Ut
miss i have read..

wait for others

GRS g

where are your dictionaries.. i have also left mine

ok.. so all of you have done..

yes miss

yes Daniyal tell me the summary..stand up andtielsummary close your

books

[a boy stands and reads out from his_,..uf’/? z-Udemum dad/ Lu’i..u?ifi}fletter..«g uﬂiw‘%"g'ﬁ"(xxx)

note book]

Ms. S. [speaking]

Ss. [chorus]

Ms. S. [speaking]

[speaking to the particular pupil]

theZ s 7.2 7 what is the news\f yZ_father /1..& wonderfuler
é/wKnguﬂafree trip to Londog® < »& 5, slorginzers are offering
"..Q?LL/L)

(xxx) "Liza was carrying a letter in her hand.. db& her mum and
dad..listen to this news.. this is wonderful.. fethér asked what the news
was.. she said that the organizers were offeringame

.. book.. close 0.k

close your book.. 0.k.. what was the competaioout..
..?La?K/;-ZJ/competition

short story competition

o.k.. fine.. sit down..

where is London.. continent.. i want

to know the continent?..
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21

22

23

24

25

26

27
28
29

30

31
32
33

34
35
36
37
38
39
40
41
42
43
44
45

Ms. S. [speaking]

Ss. [chorus]

Ss. [chorus]

Ms. S.[addressing the whole class]

Ss. [chorus]

Ms. S. [speaking]

Ss. [chorus]

Ms. S. [speaking]

Ms. S. [speaking]

Ms. S. [speaking]

Ss[speaking]

Ss. [chorus]

Ms. S. [speaking]

[all reads chapter two silently]
Ms. S. [speaking]

Ss. [chorus]

Ms. S. [speaking]

S.[reading from the note book]

Ms. S. [speaking]

S.[reading from the note book]

Stprsessy

tell me the name of continent..
city.. {Continent

continent or city..

continent is England..

?...9city...§countr)9town..+y/itselfuﬂ
London itself... is it a town.. a country or &y€i

WV

miss it is a city..

..?(L‘gf{countryd?!?

then what is the name of its country?..
miss England..

o.k. good..

..?&uﬁ‘(ﬁi’z;u/ul“/g

in which continent Pakistan is located?...

SE e giy

which continent is Iran in?..

Ve

ms in Asia..

0.k move to chapter second..

done.. everyone..!

yes miss..

0.k. now close your books .. ok.. yes
Sehrish.. give me the summary of chapter
number two but in English..

"it is monday... Liza is at Heathrow airport
at London.. a.. young woman waiting for Liza
named Daina.. she took Liza to the hotel"
0.k .. fine.. yes Daniyal Ahmed..

summary of this chapter..

" it is Monday.. Liza is at Heathrow airport

Heathrow airport London.. a young woman
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46

47

48

49

50

51

52

53

54

55

56

57

58

59

60

[fumbles while pronouncing English waiting for Liza named Diana hello Liza.. i am"

names]

Ms. S. [speaking]

Ms. S. [speaking]

Ss. [chorus]

Ms. S. [speaking]

Ss. [chorus]

Ms. S. [speaking]

Ss. [chorus]

Ms. S. [speaking]

Ms. S. [speaking]

Ss. [chorus]

Ms. S. [speaking]

Ss. [chorus]
Ms. S. [speaking]
[all silent]

Ss. [chorus]

Ms. S. [speaking]

& Uy zIHeathrow 2t Wse »3 S summany Gusy
did not i tell you that while summarising we do noite dialogues..

where is Heathrow airport?

s
in London
REX ST

what is the names of Karachi airport?..

Sk

Jinnah terminal

= Mo 2 oSG ey P e et = T
L

you know that in our country these are a few irag¢ional airports.. and there
is one in Karachi... and where do we live..

Ui

in Malir

WA DAL RS 1oy SIS Pa T

so we have a picnic resort which is our airport..

$Ul shopping mallg it T

where are all the shopping malls?..

L&

very far..

..?&[}f’l{superlative degre&.wf/ "short".la?;‘u.gui‘/‘;fw/'

there was a word in chapter one "short"..whathissuperlative degree of
"short?"

e

ms what?..

what is the superlative degree of "short"?..

ms small

no ms shortest

superlative..&:g?you know comparativ&[}f’l[superlative good...
good..you know comparative. superlative is thdiguaf anything whether it

is good or bad
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61
62

63

64
65

66
67
68

69

70

71
72
73
74
75
76

i
78
79
80
81
82
83
84
85
86

Ms. S. [speaking]

Ms. S. [speaking]

Ms. S. [speaking in English and

translating in Urdu]

Ms. S. [speaking]

[students take turn and tell the nameésarachi.. Lahore.. Hyderabad...Sukkar.. Multan

of the cities]

Ms. S. [speaking]

Ms. S. [speaking]

what is superlative degree..
Srdn Sz’

the good or bad of anything

and now... would any one tell me the names ofiters of Pakistan.. start..

Lname,ﬂ{'..@féut?@éu’f&flo cities?z.lz..gjfw’@/‘..

..uf/lgf’g/"fstand up..

e P

what has happened to the general knowledge

Iy B

now move on to the next chapter..

[she picks a piece of chalk and Write_au:""’/,cfrlé./

phrase on the board]

Ms. S. [speaking]

"ayoung man"
everyone reads silently

"ayoung man" §25 6L i

what is the opposite of this phrasayoung man"

[pupils raise their hand in excitement]

Ss. [chorus]
Ss. [chorus]
Ms. S. [speaking]
Ss. [chorus]

Ms. S. [speaking]

[pupils read silently]

Ms. S. [speaking]

S. [reading from the note book]

Ms. S. [speaking]

S. [reading from the note book]

ms a old man
no.. no.. an old man

good.. what is the time

12:30
W3 EIE

now lets read chapter three..

0. k summary of chapter 3..

"Liza and Diana are now looking out
of the window.. Liza is taking a lot of
pictures of Hyde park"

0.k fine.. and now you.. chapter
number three summary

"Liza and Diana are ... is in hotel..
he was looking throughout window..
out of window in Liza room.. Diana

was say.. he was
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87
88
89
90
91
92

93
94

95

Ms. S. [speaking]
Ss. [chorus]
Ms. S. [speaking]
Ss. [chorus]

[pointing at another student]

S. [reading from the note book]

Ms. S. [speaking]

Ms. S. [speaking]

Diana is he..
Diana is she
she
she.. this is a Hyde park..
0.k fine.. now you
"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"
o.k.. sit down (...) pack up your bags..
ULA» Vi ES & e L)
one thing is important.. in this chapter there am®
.2/ Hyde park/ Zujlﬁ.é.ﬁ’h’,l’f(xxx )sHyde park£i. .t 7
2oL etk 2 o
important things.. one is Hyde park and (xxx) tmow you are going to tell

me what Hyde park is.. where is it .. why is iledHyde park..

Extract 4: A grade 11 lesson on Oral Communication Ms Fatima (SA, 20-7-2011)

© © N o g k~ 0w N PF

e e i T
o o M w b = O

Ms F:  hello.. we are going to do some

public speaking exercise today.. not in

a Pakistani English.. ((she picks up the chalk

and writes)) my high school life.. ok

.. if you want to improve your English..

you should watch BBC and CNN a

friend of mine had

an amazing accent..

i asked her how she picked up.. she

said watch CNN.. o.k.. now who

will speak..

S: i used to be.. i used to enjoy my

school life.. i used to be the most naughtiest

personinmy class

Ms F:  would you please pay attention to

your pronunciation.. and speak full sentences

S: in my school | used to be the naughtiest
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17.
18.
19.
20.
21.
22.
23.
24.
25.
26.
27.
28.
290.
30.
31.
32.
33.
34.
35.
36.
37.
38.
39.
40.
41.

Ms F:
Ms F:

person in my class.. also... we had a
group of four.. what we used to do is
.. ah.. our school used to start at eight..
i used to go by bus.. reach my friend
place at ten to eight and he used to live

almostbeside school

we had chai wala hotel and we four used have to chai paratha

.. our school time.. used to vary
from 8.30 to 9.00 .. we were the black listed
students.. and i was the one who never

used to study.. i was the one who never

studied.. no private lessons.. and i got the best grades

WOW..
who is going to speak now.. anybody

else

we had a very good experience.. we were not

friends but then become close.. seven or
eight of us.. we are now friends.. we

are like group and our group name is (Xxx)
at first we were not that much close.. you
know.. we start loving each other and then
we had lots of fun.. we studied together..
lots of outing and then we used to organize
events likes farewell.. it is fun to be a

part of high school (...)

Extract 5: Debriefing session with Ms. Fatima Gul at (SA,20-7-2011)

Ms FG:

N oo o M 0w NP

during the history lesson i saw that

you were very particular about the right
pronunciation of the words

i am an English teacher also ((

laughs)) but we do it as practice whether
we are English teachers or not.. we have

got to (xxx) all areas.. we keep an eye on
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10.
11.
12.
13.
14.
15.
16.
17.
18.
19.
20.
21.
22.
23.
24.
25.
26.
27.
28.
29.
30.
31.
32.
33.
34.
35.
36.
37.
38.
39.
40.
41.
42.

Ms FG:

Ms FG:

Ms FG:

Ms FG:

Ms FG:

their writing as well..

that is fine but i would like to

understand the reasons for giving so
muchimportance for pronouncing English
words correctly and you also showed them
conventional Pakistani pronunciation of the
words.. do you think it is very important
alright.. pronunciation is important

because you have got to teach the children.. then
this is a language and there is a beauty

in it..

hm.. hm

If you are speaking it properly.. if you

are not[speaking it properly] it does not flow
out in that beautiful way.. so ((seem to

get a reason to justify)) and it is my

job as a teacher to tell them that this

word is pronounced this way

yeah.. yeah..

and generally how Pakistani people
correcting English of other.. children do
sometimes also.. you know there is a lot of
bullying done on it also

hm.. hm..

because if you do not know how to
pronounce words correctly.. children make
fun of those students.. so generally

so there is a social element attached

to how one pronounces English words..
((with great emphasis)) of course there

is.. for example our actress Meera.. everybody
makes fun of her [because of her Pakistani way
of pronouncing English words]

am sure you know very well that

English pronunciation varies from region to
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43.
44.
45.
46.
47.
48.
49.
50.
51.
52.
53.
54.
55.
56.

Extract 6:Interview with Yusra, a grade 8 teacher of Geography (SA, 21-7-2011)

© © N o g & W DdPE
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Ms FG:

Ms FG:

Ms FG:

Ms Y:

Ms Y:

Ms Y:

region .. country to country.. so which
standard do you follow and ask your
pupils to follow

((without any hesitation)) the

British system..

you mean British standard pronunciation
yes..

some people say that based on people
pronunciation one could tell a lot

about them

yes.. my students value me a lot

and they get influenced by me and one
reason is that when i speak | speak

correctly [pronouncing English words]

(...) how would you describe the language
policy of your school

they want all the students to speak

in English because itis an English - medium
school and you know English is an international
language.. so we want kids to speak in English..
how do you socialize them into school
language environmentbecause children come
from diverse linguistic backgrounds

yes.. you know the parents.. there are
different.. different kinds of languages spoken
at home.. but kids these days.. the media..

the books.. i think they are well aware of how
to speak English.. and in our branch we

have grade 8 and 9s.. we have girls who

are actually grown up..

hm.. hm

we do not have to make them learn English
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19.
20.
21.
22.
23.
24.
25.
26.
27.
28.
29.
30.
31.
32.
33.
34.
35.
36.

Ms Y:

Ms Y:

Ms Y:

Ms Y:

do you speak any other language in
school..

yeah. Not really.. but at times.. when
teaching..i might speak a few words in
Urdu..

a few words.. in a lesson of say

forty minutes.. we mostly remain
English only

are the parents happy with this
policy of school

yes, they are very happy.. this is the

reason.. they are sending their children

to us because what lacks in them (parents) they do not want their children to be

lacking in it..
that is the main reason..
yeah, that is the main reason..

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 oflgrhat (SB, 29-9-2011)

CT= Class teacher, GKT= General Knowledge teadli€r, Urdu teacher, IT= Islamiat teacher, F=Father

1

10

11

CT

CT

CT [talks to father]

GKT

GKT

uT

GKT

CT

Ure T2 L progressS sl fatherl s,

this is Muskan's father and he is here to disdus<hild's progress..

you are general knowledge teacher.. you

are Urdu teacher.. you are Islamiat

teacher and i am the class teacher
J’/l&uyoﬁu..un&lgW}:Jfg/géattitudeﬁu@uﬁ..q Fatheﬁu&».;ff
..3/&/5;:«&:.6;..%7(3@

you are Muskan's father.. i would like to say sdrimgt about Muskan's
attitude first.. she remain quiet most of the tirghe does not talk to anyone..
£

that is right

& J;L?/..‘Luﬁ@!..baquiet:,ﬁ‘f;,g o:LLJproblem face_ 42 s L K
ST SEST

the problem i face with her is that she is veryetjuishe does not speak..at
times i do not understand whether she is gettingnmot

&

yes

R 6 e Gl Izt

she gives the rote learnt answers but she is @i@bparticipate in classroom
discussion..

e b T e SHE AT e PO B

miss she was fine earlier but now her interestdrfg .. it is because of
teachers' fear that she comes to school..
A GG g s

she is ok in Urdu but she sometimes responds andtgoe does not..

G P UL TR T un G GRS

she tries to hide at the back of others.. i kedmteher to sit in front but she
does not

S

lack of confidence

Lyl A6

yes.. we will try
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12

..Lagnf"uﬁi.b.shapes; q{ﬁuﬁaym

she is fine in Islamiat.. but she has some probigim drawing shapes..

Extract 8: Post Parent teacher meeting with teachie(SB 29-9-2011)

CT=class teacher, GKT=General Knowledge teacherWdlu teacher, IT= Islamiat teacher,

10

CT

GKT

GKT

GKT

uT

GKT

‘e Jle g b LA = L - s

from what language background does Muskan come ?

LI J;‘;Ui..LgLanguage problegi. ./ UsH! ..@ix@)‘:uﬁ}i@,..@}
oLt o .o L T8 £ i lower middie?

Balochi.. they speak Balochi at home this isrttagiguage problem.. most of
the children in this school come from lower middlkss.. they are not
educated..

L[(}Zuu/uf@o}mg..‘agate keepe;rulfw..JLJ@JJ’,Lu&»YL,u
EJy S G T o

let's take an example of Muskan's father..he iate geeper here.. now you
can..very well imagine the language environmethicamhe.. they even can not
speak Urdu properly..

SSRGSy CRII(

they are financially challenged

most of them..

hm hm

S F L T gt G A 2 Gkt ke

in this area.. most of the families are Balochi.tgyds speak in
Balochi..children also talk in Balochi even in niegs

AW ug AT T A

we ask parents to speak in Urdu with their children
Zéﬂuﬁiu!u@,{%d,@(jiﬂ{uﬂ

the main problem with these people is that thay ifidifficult to understand
Urdu

s u}'gﬁm@fxﬂu’

what are the consequences of not knowing Urdu argligh on their lives..
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11

12

13

14

15

CT

uT

GKT

GKT

uf@.é/’gf(igy’ﬁ?u;z_nrare cases

few of them end up getting higher education

uijLu’;/f’fuf y{}&}k%iﬁ/‘jjé (j;!/"ug)

most of them open up their shops.. or they go teaDas fishermen..
NPy

most of them either become fishermen or gardners..

L 2y S A g FpSL L et L ThL & et
.."Q/gl»g:@ﬂuﬁEnglish.@.;l'?..‘LEnglish medium@iﬂ.’,l'"

a father of a Baloch child come to me one day amdadeled that Urdu
language be taught in English as our school is EBtgihedium.."why do not
you teach in English.. because you claim that yoel Emglish medium
school".. he said

B S faeor LI 5T e S

i told him that it was not possible..enough wasugioi had to point out his

masculine and femanine errors in Urdu

Extract 9: Parent teacher meeting of a pupil ofigra at (SB, Ms. Amna, 29-11-2011)

T=Teacher, M= Mother

M : [remains silent throughout]

éJJMV’JJJ..géf Improvemerxﬂ(..‘aénbetterc,/.Progres&f’f‘
if‘/('..uj&lgnnervou&;"j‘?wfc&gg,»{uyuépresentatio@zfgtngiuf
..ug&ﬁi.u,?ufg/ufunderstamzﬁ.. "Aliza stand up give me answef} <
..‘L&l‘gn..shpuﬁ;cross questicug\f

Aliza progress is getting better.. there is a lotroprovement.. the only
thing is that when i am presenting in the class aski lzer she gets
nervous.. if i ask Aliza that "Aliza stand up give amswer".. if she does not

understand she begins to cry..she does not crasstign.. she is very shy..
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Extract 10: Defriefing session with Ms. Amna aftarent teacher meeting (SB, 29-9-2011)

1 R A S L Lg)?J&JfK%%.f S e LT
¢7
you were talking to Aliza's mother about her classn behavior.. is she a

particular case or you often have such students ddhnot understand you..

2 T g Lxg A Aizas §
there are often such children..
3 R S
any particular reason for that..
4 T in Soeere ol Ll LT £ LU0 i
look we have such kind of children coming.. we lmwblems due to our
location..
5 R gin Sl
what sort of problem..
6 T ugztaareag!“-&nuﬁ;g ng‘{ pronunciatiomu!d/u%@dwuggméi:ﬁ,

S ot Zne TG L AL st
it is not a very educated locality.. we have chifdoeming whose Urdu

pronunciation is not even correct.. you know Balattildren come in.. even

Sindhi..
7 R gt &S deal flowie QAT
how do you tackle with these challenges..
8 T Jnuwcfft&yn,’/fcuﬁm..ugz./uwgfz,/u’vaf@z_uuﬁ.ﬂ;«'qu,(f

by UM UL Szt i AT 2 A
we tell parents in these meetings about pupils' errthey often make
masculine feminine mistakes.. we also tell themtthere should be changes
in home language environment.. only classroom lagguaractices are not
enough

9 R e B 2 b bt e WL g F e S AT TS
etV U £
what changes in the home language environment deyggest.. it should be
Urdu.. standard Urdu should be practised which laage do parents give
preference..

10 T Jé’

English..
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Extract 11: Address by the Head Mistress to prinstuidents on the occasion of independence dayratiledb 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 wiill

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.
36.
37.

38. Ss:

achieve lots and lots of success in
your life with Pakistan.. thank you

very much.. long live Pakistan.

((claps))

Extract 12: Morning Assembly at (SA,18-7-2011)

ST=Sports Teachers, HT=Head Teacher, S1-S7=Pugtigipating in presentation

© © N o g k~ w N PF

e i i
©o o c w b B+ O

St:

NNNN NN NN R R R
N o o M 0w M P O © © N

ST:

Ss:

Ss:
HT:

((pupils and teacher gather in the
verandah of the building. Pupils stand

in rows facing a platform on which

their sport teacher dressed in pants shirt with
a tie holds a microphone))

((speaking on a microphone)) (xxx)
attention.. stand at ease.. attention..

stand at ease.. now complete silence..

at ease ((pupils respond to the instructions
by changing their standing posture))..
hand by the side.. ready for the

national anthem

((sing national anthem accompanying
the recorded musical played from

the stage))

good morning boys and girls

good morning sir

((walks to the platform and takes the

micro phone)).. um.. it is very important
that you ignored the last few days (xxx) out
here were packets of French fries.. and

i can not imagine why any body would

eat and leave it in the ground.. next

time | walk out i am going to (xxx) o.k..
also we are off for Eid ((religious festival))
whole week ((ss applause)) very excited

you all have a great Eid.. ah.. have fun..
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28.
29.
30.
31.
32.
33.
34.
35.
36.
37.
38.
39.
40.
41.
42.
43.
44.
45.
46.
47.
48.
49.
50.
51.
52.
53.
54.
55.
56.
57.
58.
59.

60
61
62

ST:
Ss:

S1:

S2:

S3:

S4.

S3:

Sh5:

S4:

S5

S6:

alright have a wonderful holidays

please sit down.. we have a presentation
((sit and watch the presentation))

((two pupils carry a model of a house
and stand by the platform and presenting
students stand near the stage))

good morning teachers and fellow
students.. today is our presentation about
ownership ((very confident while
addressing the gathering)) look at this
paper house and guess who this house
belongs to.. let see who can guess!

(( a student from the group of presenters
gets onto the stage and takes the microphone))
one sunny morning not very long ago..

a lady went for a walk.. as she strolled
along the cool morning air she suddenly
stopped.. in front of her was a very
beautiful house.. she stood by the

house and suddenly a man stopped and
said (( gets on to the stage))

good morning.. i can see you like

this house

yes.. very much.. beautiful!

i am glad you do because the

house in mine..

((S5 takes the microphone))

i can see you are having a good

look at this house..i can see you are
interested in it

yes..iam

pleased! Because it is mine.. ((S6 onto
the stage with microphone))

the lady was bewildered because

two people said that the house was
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63
64
65
66
67
67
69
70
71
72
74
74
75
76
77
78
79
80
81
82
83
84
85
86
87
88
89
90
91
92
93
94
95
96
97

S7:

S4:

S7:

S4.

S3:

S4.

S5

S6:

S2:

S6:

S2:

Ss:

H.T:

theirs.. (( S7 onto the stage))

hello.. are you renting the

house

yes i am very much.. i is beautiful

i am glad you are because it is

mine

((addressing S3,S4,S5 and S7)) excuse
me.. are you all relatives .. you all say
the house in yours..

the house is mine because i am the
builder ((gives the microphone to
S4))

the house in mine because i bought
it .. i am the owner

the house is mine because i live

in it.. i am the tenant

now the lady understood that the
builder.. the owner.. the tenant

were all speaking the truth.. all of
them owned the house but in different
ways.. ownership is not only about
things that we buy and possess.. we
share ownership with many people..
the house for teachers and students
is our school.. we all own it but in
different ways (xxx)

if we share our school.. then we
should keep our classes clean and
make it a happy place by saying no

to any form of behavior.. violence
and negativity

ladies and gentlemen i ask you once again
whose is the house

everyone

that was absolutely superb class 6..
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98 you know what .. nothing can be more

929 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 nd\@hocolate Factory”, novel (SB, Ms Shaista, 2902-1)
1 Ms S uyfé’fd//@’{él')?_& énu”j;tablaj/:book,ub‘fstandup.b/lpo.k

0.k Haris stand up.. Usman that book is lying ontatpfe.. bring it ..how

were your summer holidays..

2 Ss Q/}fjf!@/.u”
ms very nice
3 Ms S ELSA S & LT

where did you go..and please take turn and tellyaree..
S [children wanted to take turn and tell

the class about their vacations in Urdu]

4 Ms S Yl G
anyone went out of Karachi..
5 S &Ly
ms we went earlier..
6 Ms S st 2EPS 2GS G e S Z e JdS ke,

WENL U UGt 2.5: paymenBUslii 71 . <17\ kstyle
2 list e 2 F 2 8PS e 2 SH SN Lugd

Haris has been complaining since last year thattéaeher gives lot of
homework..Usman you still have your long locks. Bital what hair style is
it..has everyone paid for the books..some kids bavéhe books of Urdu and

some do not .. i have got the books of Urdu..latmot have the list..

7 Ms S L 2oy it FBIFb A ugE W B kAL ()
AV Y

ms Tuba ((coordinator)) has given you some téslue you done that..how
many of you have not bought the novel.. raise jpamnd have you read the
novel or have only bought it..

8 Ss 2y
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10

11

12

13

14

15

16

17

18

19

ms we have read..
Ms S [pointing the boy to stand up] &wgbﬁ/uf/lzh’ﬂ(v'
Aslam you tell how much have you read..
Ss EL oy 5200 A (1P,
(( nervously)) ms i have read twenty chapters..
Ms S: .ﬂ’lgéh..JbJL I .. stand 1]:%%
Rabia stand up.. what happen to you my wife..ral.child..
S [student stands up silently]
Ms S: g 22T oot S LS BT AT e s i
St e JdS SR LK G Bumiiend Ly S
SIS e ORI UG e
i do not know why my class has started giving eexuso one wishes to do
any thing.. a child like you behaves like thahatvis the problem..do you
find anything..difficult in memorising.. since Ia&tar i have been asking
you.. i am not comparing you with your sisters
Ms S: U
lets have a look at the book..
S [students begins to read the book ]
S SES
it is nice.
Ms S [pointing at the title cover] fiﬁl':a,&,v.{// L L ST gf 2 ST
is it not like the colour of an ice-cream.. whick-cream colour is it..does

anyone like Pista ice-cream

Ss (xxx)

Ss 2 ST L ThAT e e
ms Vanilla.. ms Coconut when did you eat the Cladedast time..: do not
remember..

Ms S: ok.. now open your book

S [students open the book and read

silently]

Ms S: ok.. tell me the time.. is it twelve o clock
S [students opens the book and read

silently]

Ss LS

ms it is twelve already..
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20

21

22

23

24

Ms S

Ss:

Ms Ss
S [reads silently]
Ms S

Ms S

[pupils read out the text in groups]

remaning work will be done tomorrow..

VV){%..Q}/@}}W%U}&{U:};? ﬂ?U&(KgKVTU)LZyT.KM(K@QJ
.Z selfreading” &z AU ﬂémgfu"meaningfuloff./f..&
today you have to read chapter one unit one.atvery small chapter .. but it
is very meaningful.. read it.. you know the megmhself reading..
(}’”uf[/

we do not know..

no discussion

have you done.. how many students

are left.. ok.. now.. you have three minutes

are left.to dito discuss it..disuss it..

22y & U S discuss b A b ST S S S A
ATz Sz dy

we have not made the groups yet.. sit in a grodpwfand discuss it..any

question.. any point or any difficult

Extract 14: A Kinder Garten Lesson on Animals, (88 Faiza, 10-8-2011)

Ms F

[shows pictures of animals]

Ms F

Ms F

Ms F [translating, English]
[asking students to watch poster
silently]

Ms F

Ms F [translating, urdu]

ok.. now we are doing animals :

what is this..”

cows.. goat..

very good.. they are animals.. they
are living things

L PN

* what are living things..»

the ones that breathe.. they drink water..

_gj.‘.”z.l.p}’k."/,u/gu’..J.‘.”:L?&%L.K..J?Z“J..JEL/K
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10
11
12
13
14
15
16
17
18
19

20

21

22

23

24

25

27

28

29

Ms F

Ms F [translating, English]

Ss [chorus]

Ms F

Ms F [translating, urdu]
Ss [chorus]

Ss [speaking in urdu]
Ms F

Ms F [translating, urdu]
Ms F

Ms F [translating, urdu]

Ms F

Ms F

Ss:

Ms F

Ss

Ms F

Ms F

Ms F [translating in urdu]

b e plantZ Lk b Uiwateit - U2 %S0l b K1 Lfoodty
& . TAdaily =TT Az sdlgrowe b o2 L TY kU ifruits. A
the way Allah has made this plant..we water itha$ got soil in it..it is its
food.. then we water it everyday .. then it grolesvly.. what grows on it..
fruits®
fruits
from where come mangoes.."

N2 T UL
from trees
& T tree
both trees and animals are living things..

& animalssl 222 ftrees
what are we.. we need food..look our body moveayés her hand))
((L}”’Lla’:/}/uwfm’"g’%'))& W()"/Lﬂ’..u.‘f’gwe need foody*"/%s!
U¥Z_2living thingu"{animak;c}’dtw..u:"a“.f’;‘/.fu@(‘”
we also grow .. in the same way animals are algadithings..Allah has
made many animals.. one is jungle animals..
wYUtjungle animalsjungle animalsl .. 2 tanimak_ ezl Gl
"..ugz.f’:_uf
Allah has made many animals.. they are all jungienals what are jungle
animals..®
\:ﬂ/fﬁ’ﬁ/
tiger.. lion.. elephant.. zebra..
N et d P lanimalss
there are animals that
S A
live with us”
NS o (Pl SIS Aol Unide))
((pionting to the chart)) what are these animals..
dog.. cat..
where is sheep..
sheep.. shee@heep.. sheep”:
you know Allah has given him such body that ..
Zugsr L bsweaterfle 1.2 (t body ISl updie = T
"u:‘”"'ipet animaly/uiu:‘”“‘am’l/g/wanimalsz..u:”’ngleblankets’J_
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30

31
32
33

S

[get up from their seats to greet

another teacher who comes into the

class]
T

Ss
Ms F

you know Allah has given him such body that wensake blankets.. which..
animals that lives with us we call them pet anirhals
pet animals

good morning teacher

good morning.. sit down please..

thank you teacher

'%iu'../brotherb'../mummy[pet animal” £t g ’%'.ﬁ’h’/f@l’
..u:"’Lf’/father/sister

today you are going to tell your father and motht&.your brother..and to

your sister what pet animals are..

Extract 15: Debriefing session with Ms Faiza, adénGarten teacher at (SB, 10-8-2011)

Ms F

Ms F

Ms F

Mr R

Ms F

WAL T sefubend Ut

i made a lot of mistakes.. but you did not pdiotit..
SASN L e dsie

i think you have not made any mistakes

o FEE 1

no sir.. i am well aware of my English pronounida..

FAS TGP e Lnd s & oS T
u:”&/handle

children in your class come from..diverse linguistackgrounds.. do not you
find it difficult.. how do you handle the demanéia enultilingual class

e LA LN S L 5od S e LA TG,
ELIGRE AL b 2P I

sir we tell them.. we ourselves tdilem ..that children this is a better way of
saying things.. obviously we have Baloch childrenvell..

G4

hm.. hm..

$2 A dlF L ALl Lt A ek &
EL A UL P e A NI URE IS G,
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10

11

12

Ms F

Ms F

Ms F

the home language we do not stop when they speaneddanguages or
Urdu.. we reply in our thenhut we respond to them in either English or
and we keep doing it till the time they understdadguage
(00t S E SIS

at times we stop them speaking in their languages..

S I GBI i U T s s OIL S Sy ALTE TS
u’z»«f sy

during the lesson you deliberately used Englishdgdime and again.. you
could have used words of Urdu as well in placéhefit.. was there any
particular reason for it..

EEYEF A o 2 IR,

sir this is an English medium school and parentslgbem to us because we
teach them English..

é

hm.. hm

LeerLl Lo GE ol SUEFIE 2 byt I A b1
/?guLL f/ﬁ..u?uﬁétxfspoon and bowl &~ ,‘5:‘3{"..}:;}5‘2..»;:,19,"
ST LT AU R N 2 b il b I STz 5 0
LS

at times we have to teach parents.. a child wobdags say in Urdd piala”
(bowl) give.. ancthamcha..(spoon)during the break mpiala and
chamcha" ..(bowl and spoon) despite teaching spoon and bdivdn i called
the parents and discovered that they used waala and
chamcha"..(bowl and spoon) then our head mistress adviketh to say

spoon and bowl at home insteadodla and chamcha..(bowl and spoon)

5.3: Relationship between Pupils Categorizationtaed Ethnicity and Class

Extract 16: Morning Assembly at (SC 15-5-2011)

ST= Sports teacher, IT= Islamiat teacher

1

IT [speaking , urdu in microphone] J@osuﬁuw..uf@z_n;ég..ﬁ;&ﬂég/,,,@;g..q//.u.duugéﬂ(a

A AT i P T Vo e AL Gt
boys.. stand in straight lineput your hands on the.. shoulders of the boy intfro
of you keep a distance between yourselves.. no noiseotdtalk among

yourselves.. stand at ease.. attention..stand sg¢.eattention..
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[Assembly sings national anthems]

ST

Lt e Sy 210055, S sl I

o WL S 2y B bbbl 1doe L Bithe g o
s

"in the name of allah the most merciful the mosidfieent".. Prophet
Muhammad peace be upon him has said.. any persomagftes there is no
god but Allah 100 times a day.. by the grace of gothe day of
judgement..his face.. will be luminous like thérubon.. and the day he
recites this.. that day only that person will béteethan him.. is the one who..
T wzdyjiydiUg/lOQf%..La:l?/iK&%;U,&f/r"’Jﬁi..&Zo:g)fcu’iﬁ
cw..&gé{,u;wﬂuéuﬂu e & Bt g Pl Tl oGt
LLms ..Lamy,m,g,:_oyw»»..&gupu‘fc_wz..%mfwﬂ
WAy A O o}@ff..u@u?zf9¢w?,/,’%/if§’_£¢.g/,’..‘Lu'u‘f
e blerdld

recites this even more than he has.. our mostraghet peace be upon him
of said.. the person who recites.. 100 times ther®igod but Allah and
Allah..by the grace of the Muhammad peace be upunAimighty on the day
of judgement his face will shine like the full mo@md the day he reads this..
no one will be superior to him for that day..excipthim who has read this
even more than he has.. it is evident from manycssithat..the recitation of
"there is no god but Allah" is beneficial for theus..and it is beneficial for the
face.. it is a valid observation that pious peopleo recite the kalima often*
they have a luminescent face..

65 o S 2y LW o Solmoa s e St
e B ISF T P S S Tk

Prophet Muhammad peace be upon said.. when a lbbdihs to talk.. when he
learns to speak.. teach him to recite the kalimad on his death bed..remind
him again [to recite it]..person whose beginning am is [the kalima].. for

a thousand years this world"..
P el AET o Ut A (ST A JLolT

;Q;U'?..;Qo,«kt'oﬁlg__caﬁ’l"hﬂ(}..(’fc«}"c«}..(lbj{uﬁ/'/u@ )L)Gﬂ/’//ul’k@
e b JEEigle JeubSlta . WG m st f g ol
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10

ST

[the teachers enter the grounds for
cleaning inspection]

IT

[slapping him on the face]

[exasperated]

IT

stand at ease.. attention.. stand at ease.. attentilessed be the sacred
land..happy be bounteous realm.. symbol of higblvesland of Pakistan.. blessed
be thou citadel of faith.. the order of this sactadd..is the might of the
brotherhood of the people.. may the nation.. thentry..and the state shine in
glory everlasting.. blessed be the goal of our dimbihis flag of the cresent..and
the star leads the way to progress and perfectiaterpreter of our past..
glory of our present.. inspiration for our futureymbol of Almighty's
protection:...
él&igu;f(b’"uf&lgJg/i}/}d’u@/l{!J%;iu:/lgng}é/{u&’%!ﬁﬂ(ﬁ

< Sl 6U1F e sassle ) check

all boys keep standing in your places and persorsharge of class persons

please help in the cleanliness inspection

Erldk e AL o5 e L KRS
search all of them.. what is this son.. lets seatwlse you have with the ball..
get out

< HEUISGE b1 T 3T

come here..here here..do you have any arms.. thpteme is their armament

e UG . Pl b r . o bt gt +
A QU s S A e o

do you have any weapons” * so he says..* he hasomsde does..*he talks of
boot polish..i said the Pathans do not have a tiadiof boot polish..play
cricket.. football.. and throw them away. [boot}ake hold of your ears!
brother | say take hold of your ears..

(L (L PUDEL IS * . Ko A Tt IS
et SR L Gkl SR Ll’}gffiéj?@ * ALl L
WULL il Gus A Al e fedpil fe £ o JE
S e 32050,000 AS U & L s LY Sdennd

S & e T 329,50,000 A Do T Lenuiest. L L3y
..u;Ldf?L'l//}ikTﬂ}?/)iU:f..iLL!;/df

331



11

12

13

14

15

16

ST:[blows on the whistle]
IT

[pointing to his uniform]

T

tell him to hold his ears may it not happen thagkeés hold of a teachers ears..
| say take hold of your ears.. you sons of o{speaking with great anger))
stick a rickshaw antenna i n each of thémhen they sit on the bench they will
remember..come on excellent *oh you wrestler..haue been giving me a
tough time for long .. by god you have troubledong.. that day i told your
father.. i went to your father..he said go away tdma i to do by god..be
grateful he did not say i have given 50 000 rupeehave him killed..do you
remember the day a father came and said..i gave Bfees.. to a man for

my child..to a man for my child.. to have him killehe said has he come here

if he comes here shoot him..

KUszobl s 3L L LRk T fi v o WS Ly
TN 20 1001 P00 20 PRSI 00 G B SUPRY < (I BP
L@Q}ig/q//u,@f'L@Cﬁiz‘ﬂ{"Lauﬁ(:f,)/u!ijf'n'&}gufu{/ﬁggzh
not one of them will clean their teeth..*will tHenglish come here to tell you
people.. or will doctors..there are two traditidiat have no practice here..
they never polish their shoes.. and they nevendieair teeth..if you people
don't hold your ears.. i will thrash you four timezsch if you don't take hold of
your ears.. do you people not know.. what time ethtarts.. why have you
been punished

(LnL'/?f) gt :ss

for cleanliness ((clearly anxious))

A ek

look at your self and look at me..

b fSepty

sir we do clean everyday sir

/LT/'.J///?!’w;y}l?ﬂ;/b’fﬂéug)%*..}"{)CO|OUI‘{J—'M; V/}'}”’Su@lﬁw’%)ﬁ‘;i:

L g b T Kt lONA

there must be a problem look at the colour of ymiform and look at his
((pointing to the boy next to him))..*come on dllyou stand in one place and
put your hands up..let sir come he will teach yawuld you like some tea..
((to the researcher))

ey

no thank you..
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17

18

19

20

Lose g . U look attey o Lt FIe A E sy
508 e N SRS St E.

these children who come to government schoolsy.liage no one to look
after them.. the parents only give them moneyd.tal them to go.. do not
make noise in the house go to the teacher antecaeackus..

hm hm

hm hm..
ofw;/u))uﬁ..Llio,«k..g?éé_né:fﬂ/’ﬂ?..jstrikajzh..’nﬁbbr:fﬂ‘zj)ug
5 eyt o SRS At LA (3L discusé(
N7 ;%)LA?L{LJ..u@f},f..strikeu{@;gQQC,!..QTBAVQU}.Q..JL{;L
..gtzifa’v:_!Luﬁﬂ..fnf}J.égw’émﬁ,..Kl’/{u;;/f..fl’/{uwg/n
dyz

t§

once a very interesting thing happened.. we wergtrilke.. we were hanging
around here when a man came up to us.. . i ((tgrtimddress the other
teachers present)) was telling my colleagues thadrath.. has passed.. and no
one is concerned.. that their children are notdentucated..no one has come
to inquire.. then one day a man came.. and saidh wiilethis strike.. finish.. |
said perhaps in a week.. the next day he showedjaip.. he came again the
third day.. he repeated exactly what he had satien will it end.. so we got
acquainted with him.. we sat with him.. offered héa..

Frre sl Wide 12000t g o A e Ui S e U
FEWT et apd Lyl W Flibe g1 < el f)
Wbty el b i e et o

s AT Gt et g gl BEN g LS
TS e e R SIS g o S BN e B
d/;!..bauff:%iéc_educatioq;wf..Lgfﬁc,ﬁc,educatiopgb/..u?f}oﬁ
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and talked to him.. i said to my colleagues.. tisamd to the Lord that out of
the 1200 children here.. at least one father shayedche came to us what a
good thing this is.. we have washed ourselveslaira.. isaid to him..why
are you so concerned.. he says | have seven ahildneee daughters and four
sons.. they are all in government schools.. allldag they are home..
breakingthat..idling annoying their mother.. likavhirlwind breaking this
away.. wasting time.. their mother tells me every.dgo somehow.. and ask
the teacher.. when will school restart.. so | cavehsome peace..i said i was
very happy ..that you cared so much about edutatie said.. i have no

concern with education.. this is how it is here..

Extract 17: Interview with Mr Ansari, (Principal 8C, 18-5-2011)

1 R
2 Mr A
3 R
4 Mr A

C/’J;@/Ianguage pO|iCM:J)¢’J'..Jfb/./u:d}("gﬁh’—b/..%U:u..dﬁ&%(...)
LS

(...) thank you very much.. please tell me.. how wgaold describe the
language policy that as principal of your schoof.your school..

Z_ministry of educatiouffut‘fg Ulzskflanguage policy/+tgi# actually
Ji dug/‘wmu%,‘gmm..uui'd;é'mostly.uﬁdrék./lnﬁm.d)/determine
eros [English]. f ST bl eoid Ftinstitutione e, o (i
Ulbs..< English medium)l{z..qp.l‘ggufufut{.ﬁ 4..@?Iimitedd&;/...uj;b‘?
..‘L(}HJL":’“’U‘UHL’«A(XXX)J{;’

actually # the point is that the language policyehim Pakistan is determined
by the ministry of education.. which in our schowiostly in all schools.. Urdu
is used as the medium of instruction Urdu is thgleage used.. in our
institutions also in government institutions thare a few english medium
[schools].. but they are a few.. they are limitachumbers..just as in
Balochistan there are three or four.. where ther&nglish medium..there
English (xxx) or Urdu is only used..

?..ugz_nébackground/vééulfg

what is the background of the children who come®er

%, L Tlower middle clasg)f L Telower classyj; &L U1 lowenser
..%Ju&]fvﬁ:di:.ﬁutU}J}ﬁ'd/gf'gngj!u‘—(.f%

the children are from a lower class.. they arenfrthe lower middle class they

are very poor the situation is same in our govemnsehools.
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10

Mr A

Mr A

Mr A

Suginlie drulG

yes.. which is the first language for the majodfychildren..

P UFRE T0 10 B0 (00 L%

: Pushto (xxx) in this school 70% to 80% childspeak Pushto..
AU 5L P E e e

in that case what methods do you employ.. to lemtadjust in this milieu..
B!?..%J@&L@%&S a compulsory subjectf_,[}tg&uzg;.:/Lz&”v/ul,»;;m?mi
nationalule /el Ut e T2 bpos Bl Ut Eansa. .t & sefamiliare

Jol. g 2 A ad U7 e STl U Sulidn. < S language
/j]'/sz[fx.(..]'nuﬁijiug)u”"i(u".ﬁ,i o Lag:/compulsory;lé/’?f/ﬂ
..[LLJ.‘.{'Z/)’

Urdu is taught here right from class one.. it isg@it as a compulsory subject..
so they are very familiar with it.. they know Urdecause they have been
studying it also because here the national languagdérdu.. it is also the
language of wider communication.. therefore chitfdk@ow Urdu..and they
use Urdu.. now they have also made English compufsam grade one but
impact as yet this has not had a.. because ouhtraare not [yet] trained [to
teach English]..

Jv&»‘?uﬁ'JL@zgf'y@T/@c/?:flanguage policy Yo - TWZ by 515
..g;.kb/d‘tﬁfteachersfﬁwg s

yes.. sir you said that the language policy waserfagim above.. do you
think.. there should be some changes in it or thathers should be inducted..
system/kz.S” ..‘Ldbc«/ﬂgﬁd(f’;,’y/‘ufUbh..u:(jbl'cd“‘:im{ LUl b

373 ministry of educationéatlgwu..bgtlgw;upf:z < centralized
..uthgLl?.objectivgtlgy/consulﬂ/u’i..Q&&Ji}gu*&..%[}/contacw
fuu(wu..Larl’:_/ﬁgu@;,,{zggéuf,,{z..L“nufut&%/d/wuwg&;/)égg
Ianguagefufndetermine{/gd/L/..J((L“n,lz}))uﬁdfz/d/u!ﬁf{tnuﬁéuﬁ
..Ltgt[coveu“u’b‘/areaqf%lg&b.area to are(w’b«é}b"")ugg..d/nl[policy
e (FSUAS L L
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11

12

13

14

15

Mr A

Mr A

over here unfortunately every thing in the pashytalk of the past even today
the situation is the same.. our system is overyrabized.. whatever is decided
there.. that happens.. the ministry of educatiorakes some effort to contact
us.. when they make the policy.. there is someauttatisn.. objectives are
shared.. but in my opinion decisions are not mazt®adingly.. the input they
get from public school teachers.. decisions arematie keeping these in view
because if decisions were made in the light ofiftteeommendations]..these
things would have been determined in the languadeypwhat should it be..
the policy ((speaking very firmly)) should be madeording to the needs of
each area.. it should cover each region only thdhwe have a uniform
system of education..

_,g/?ulfgu"/;,gp(social classﬁ’/?ulzg /L:Cffi.uﬁmuﬁdﬁwbﬁ..’,l'/
a:ugéyf;ﬂ..ug&l'uﬁbggéésocial clasg s, & THL working class
e 2150

sir you said that in this school and i too obsethat if we were to talk of

social classes then only children from working slaackgrounds come to your
school.. children from other social strata do notte here to study..why is this
S0 in your opinion..

Ut e s lo U S o Fonnl gt p ey o L P s
2Rt &y R JrE80 8UEUE LI LI KUgUEFlover crowdedle e b
u.?}effective teachingia,..,ib ngmufteaching;ul,»;f..@Z‘?uqtuf‘i
e SAEUEI FnsF < Gun

look the thing is parents who are educated and liaeacial resources.. they
see for themselves the conditions of these scha@sare over crowded each
class has some 80 children.. those who are educdtededucated they know
very well.. that there is no teaching here.. i meffactive teaching is not
possible so these people turn to better institigio

& nra U Syl

those who have money.. they go away..

Z1/0 levebs ‘Ldiﬁerentgﬁgcﬂ?ﬂwd/u' ugZ_lguﬁprivate secto.rf;’m)gg

e bn S SImUEE .o LS Alevel s

absolutely.. they go to the private sector.. thedy of education is very
different from ours.. they offer O level and A les@uirses.. they go that way..

yes.. yes..
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16

17

18

19

20

21

22

Mr A

Mr A

Mr A

Mr A

e HRIGISA IS £ Leatfordz op LTS f e sl
..@t@&gﬁugﬁ%}iu@gfﬁ&f Laé::u’/':/ﬁeven

only the poor come to us those who can not affosend their children to
private schools.. because education is free in gowent schools.. even the
books are given free of cost by the governmentetasr no fees that is why
the poor come here to study..

£ 12007, <t KU g

how do you visualize the future of these 1200 siisde

e b futured K. U bt b o il A Qo LT i

a few might prosper.. but the majority will be aden on society.. they have

no future..

Uiuﬁ’?’%uu’{% ‘LDif%f/j@ix?%émajority..fla@uﬁ VL L

i have noticed in your school.. that despite tret fhat the majority of children
and the teachers too speak Pushto they do not omskef their common
language for teaching..

Ut [ Urdu mediumSbe o G5 by gt 2
FIIE . Qs ittid o S s U8 . 1S bound”
iSOG U iy gl Ut e bl el B i)
S0 Gl st e Ui

the teacher does not teach in Pushto.. becausésthist our policy..ours is an
Urdu medium [school].. therefore the teacher is oy it [the rules]..
because the books are in Urdu therefore they maisaght in Urdu too.. and
the examination will also be conducted in Urdueréhare many schools where
the principal restricts children from speaking afgnguage other than Urdu..
but i have not imposed any constraints..
ﬂﬁul:gkk%d?&%"uﬁ;/gﬁu’..ugreaction [Lr’fﬁg]:_;/wz;u’fgw
e e LS accept(s U

how do the people [the society at large] reacthis policy.. do you think the
people of Balochistan accept this policy or do thvaws differ..
..g;.gclpg,ﬁuu:dzm 9ug;&éz&f%bi;?oﬁ9@u%gzulnu’:g/‘b»

§ b1t S 6y U9 TS KU 1 S K U
f/lkf»l?.i&knowledge
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23 Mr A
24 Mr A
25 R

the educated section of our society.. understaatittie child should be taught
in his own language.. however.. there has beenar& done in any of the
languages..there has been no work done ..at afigiemges have been
ignored".. it so happened.. for your knowledge ulddike to tell you that in
the 80s.. teaching in the mother tongue was intced here..
quJ/}fén'd:'/.‘pikung...u%ﬁi/ mother tongueylz J*80s 49;.&803;&7
I G 6t e, fsgf Jo T rainingA et AU S
..ngd;(:guﬁmother tongue/bagfjli..g)/totally rejec{

books were published in Balochi.. Brahavi and Pashhd some teachers
were also trained.. but the experiment failed tigtathe community rejected it
totally.it was taken as a conspiracy against thaat they should be taught in
the mother tongue..

— ’ﬂ,!@&b"/vuﬁ @i/..ugLLw"/?uﬁEngland(u;f‘%i [(ui/;]?,_,f..LffLrif
Pz gz e . bnational levet s iU bup 2 Lo e L/
Ly 1 pE e S ey oy See oSk
the people said.. that they [the ruling elite] sehdir children to England for
education.. their children study in Karachi and far poor people they want to
restrict our children access even to Urdu so that children will not be able
to compete at the national level.. they believe ifhaur children are educated
in Pushto only.. they will not be able to compatéhie job market.. so the
parents would write to us [saying].. that we do m@int education in our
mother tongue..

DG T s STt

thank you very much for giving me so much of yatrable time..

Extract 18: Interview with Mr Ishaq who teaches $tby to grade 10 students of (SC, 17-5-2011)

.é/ugc/’/ S language polic&fd);"%k;l'(..)

(...) how would you describe the language policyooirychool..
u..Q{d;booksé.ur/"ﬁ..gl‘gz.b»guﬁ‘»ﬂuﬁer?/..Ladunderstandingg_»ﬂ
VA1 e (st L) astos Ul P e lloy Uit .t sl S
$E 2159 KT LA <5/ Pushto mix
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Mr |

Mr |

Urdu is.. the understanding is..that all subjecth ke taught in Urdu.. the
books they have sent to us.. those too are in Utdachers teach in Urdu..
but where they are stumped in Urdu ((in angerheré they resort to a
mixture of Pushto [and Urdul].. this is how they kexp things to their
people.. and the child understands better..

ety tulis s physics T

which languages do you teach physics in..?
/"l/‘nu’..un@u%fu@"l/‘nﬁg..:_ufJLK(,’Q?..unL“’/practicaI.,zuﬁ‘..uﬁwf
cu;f/g/‘nuluﬁ..ng"g:uﬁjﬁ}fé/[urfl/%i]éd/i.um"b/practicaui‘/u,é
e WU R U T B Ut A TIE Ut ug sl
et e QLT R

in Urdu.. when i give laboratory lesson..then from class.. i choose a few
bright children.. i do the laboratory work with theebright chidren..these
children then teach the other boys in Pushtell. these bright ones.. that
children i taught you in Urduwhy did you explain in it [to the others]
Pushtothe boys say.. sir in Pushto the boys.. understandre easily..
.fJ[C}}]gf{mother tongue educatiénu;@.;ﬂ..&

you people had started [imparting] education ie tmother tongue as well..
Uﬂ'{a/{.);'%..d/aﬁ/‘f:@)ii.u}f;’..La?y/a)/;du:/)}é((owjdy)) JL&C(Z.;/:G
SSRGS I ok LS oSy 6.
Gyt E T ST g L S eyt s g
g uailre FT e B e ufon #1.L g S g Ao
A Sl ALl

the government had started this in the times oBMgti ((a nationalist political
leader, who was assassinatedf)ey introduced Balochi too.. Pushto.. and
other languages als¢he result was that when we.. stop anyone.. ortelse
them you should not do this [use their mother tolugeach only in
Urdu..then these people tell us.. that how canstop us..this is our mother
tongue..we will use it.. we often come into conflith these people.. we tell
them you speak to the students in different langsiagou should speak to
them in Urdu..

.Ut J#= language policy 1y A Uzl

are the parents happy with the language policthefschool..
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8 Mr I SFINS untfe AU TR T T U (s 7))
TS el L, Ji3Utlanguage centr,ég/ et 2art9d/i bk
LT cu'outsidedm..dufﬁvgg sl & &S U
e d Tt Urduy Sy
((smiling)) they come from villages.. what do thegw.. i often tell the
parents..if they want their children to becomelidegd human beings.. they
should teach them an art.. put their children in sdanguage centre.. after
which they should bring them to school.. becauseusrd us are some
children who do not understand Urdu at all.. if amtsider were to ask them
if they understood Urdu..they will not be abledth &ny thing..because they

do not understand any thing(...)

Extract 19: Interview from a father and a mothemnir (SB, 27-7-2011)

M=mother, F=father, R= researcher

1 MrF MR U Sl I S e
three of my children study in this school and tkvoere as a gate
keeper..
2 MR s AT A
: which language do you speak at home..
3 MF SRR,
we speak Balochi at home..
4 MR S JFd oSS ekl

do children find it problematic that home languagel the language of

school is different..

5 MrF bk
yes it is problematic..

6 MsM S P i 2 e U e FL Ut
i have also learnt Urdu from my children..i did ratow it at all..

7 MsM: uﬁfu““fz?utué GG AT ..,/gyc/vwixiufa“-ffé
T 2y W g AL 4 Spdag o
SEn P EE
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10

11

12

13

14

15

16

17

Mr R

Mr F

Mr.F

Mr R

Mr F

Mr. R

Ms M

Mr.R

Ms M:

Mr.R:

when children are back from school tell me toagpi@ English.. i tell
them look i am not literate i can not speak in Esig..children say that
they are given marks for speaking in Englishellithem you can teach
me i am ready tell them i am not literate and if..

ELIIU, Lyl ug T

how do you help your children with the languagetyem..

el S E G S s S L

after school everyday we send our children for fivars private
tutions..

VARG 7 TR S AU PRI ST AT v P G S S
& KUFL TIE Dyl niide 2

at times i would request private tutor to keepamiydren at her
place..thank God there is no problem any more..

earlier the school would tell us that our childread language problem
v

why

GO A F U

because our children would speak Balochi in sthoo

UAF g b T A Fend g LUz b sld T
LT

which languages do you want your children to kivewy well..
ui)y,pg’gf!Englismf&uﬁf!}?d/

i wish they speak in English

LRr AV

why is it so..

Y e PGt 0P Qo Gt Lt 2 S\ i e

2 0g1end 2 bT3 el English !

people who speak in English .. i keep lookindnhairtfaces with
wonder.. i tell myself.. i wish i could also spé&alEnglish
..,ﬁaﬁo{.@,f

thanks very much indeed..
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Extract 20: Interview with a father of grade 6d=nt at (SB, 28-11-2011)

F=Father, R=Researcher

1 0F ik L L5 STy Lt Sl AR LR B )
e b e L T e A TS £ 4Bt BT Flo
(...) i was saying that they have raised the tufEmagain.. i asked them the
reason..they said that they were computer cha@ésough there are 45
pupils in one class..how is it..possible they getrtturn on computer in a

45 minute class..

2 R MY Uy
what did they say..
3 F ot e Te_compulsory. JL &
they said that this was compulsory and we had o pa
4 R Us
hm hm..
5 F e G N T et Lo P

they keep raising the fee.. i do not understaral.the fee is twelve
hundred a month..

6 F e S FEe IS T
are they finishing Sindhi language

7 R SV~
i really do not know

8 F e S FUIS I ey Sire g2 I G SF SN
Tl Pl Suntiby S F I sty LT e oy
el
look sir if they stop teaching Sindhi then those wate teaching it will lose
their jobs..if you remove them suddenly what vélthe impact on these

teachers.. i want that they continue teaching Sitatiguage..

Extract 21: Debriefing session with Mr Tarang whadhes English to grade 10 students at (SC,17-5}201

1 Mt G AU P U IS R ) L A e el T ()
£ . deliver »/ffIesson'%'JJ%5[9A&K¢QJ’/5JPWW?..‘mea:%ug/‘d}ﬁdzhuﬁ
e LUV PSR (L nsz36)) uset U520t Ube b B2l
.Jtrules & regulation? L.J/’JJ);!Q;.:)J
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(...) you asked a very good question that why didti.mse Pushto in my class even though i and
the children know Pushtohere in Pakistan Urdu is the national languageousschool teacher is
required to deliver his lesson in Urdu in the clalsat where i find it difficult i use Pushto..
((very cautiously)) i did not use the Pushto larggubecause.. either from the government ... or

from the school there are rules and regulations..

R A E e e
in my opinion that is the institutional policy aghv.
MrT RS BRNE LN PRI S

certainly.. the policy of the institution is jusiat you use your national language..

R WES S CSURCI
do you see political interference in this policy..

Mr T ;Jf'éwf..é;}b«ﬁ@ﬁ uj&la.f;’u cﬁisyllabus;m (w2 S 378509
u..uggfuéu,jz, ..@Lmﬂ»zméuufém u;f/.,:bui‘..this is the main cause./tunaware
J% Bty Threshing machiné):j&@nuﬁ..g;.gblggJLi:CIV’uULindd/?..ugpl"é
TEAS oS Unl e U SR E I g f{ufwgﬁgu"'f.z.?&fuﬁuu@k
Wyt AL O et g ez, By

[complimenting the our syllabi are unfortunately developed by thpseple who are completelynaware about the
pertinence of the society about the.. unaware about children. schabis.is the main cause.. i am a teacher and i
question] know the problems that exist in a class.. probldraschildren have.. i know of these.. o my

suggestion is that those teachers should be indlutiaught children in grade 10 about the
threshing machine which no child in Balochistams kver seen because it is simply not used
in Balochistan.. i say thapolicy should be developed according to the comtxtelevancethere
are mountains in Balochistan.. there are minendlis is what should be taught.

R e B AT il 5L e Jkuig Al il tel unus
hm.. hm.. it is said that Urdu has been made thiermal language because it is the language of
communication.. what are your views on this..

Mr T o la e b SUbIIZ g e ot g Utabroads. . f & L politiciansze & (...)
& sl ..@rwéq)béu'?ﬁflgrggﬁ? ..Lgu.?}wconcep@//@/fugz..n.w{,'}uéalg..n
e S o e B Ll ugL
(...) our politicians children.. are abroad.. or dlsey are in such institutions in Pakistan..
whether it be a religious party.. or nationalishene there is no concept of Urdu.. so i now
believe that we are the servants of their parem.our children will become the servants of
their children.. because our children are not getthose opportunities..

R TG 5T LSk b L o T SE o e LIS
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(...) a friend was just saying that the teachers é#lgtpat restrictions.. that a child should not
talk in Balochi Brahvi or Pushto..
9 M Shines..e dedbisit.

of course.. they restrict them.. and they also ffiren..

Extract 22:Interview with Ms.Uzma, coordinator Espllanguage at

(SA,20-6-2011)

1. MsU: itis totally an English medium school.

2. R: what do you mean by totally English

3. medium school..

4. MsU:  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. MsU:  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. MsU:  andthey 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. MsU: 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 teache
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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. MsU: 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. MsU:  not much really.. seven to eight

36. thousand a month.. roughly speaking
37. R: lets talk about governmental language - in
38. education policy..

39. MsU: itell 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 | feel that the amount of Urdu that is
46. being done in school is quite enough..
47. R: hm.. hm..

48. MsU:  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. MsU: they are basically Pakistani people..

55. they are not foreigners..

56. R: I mean their home languages..

57. MsU: their home languages are naturally

58. Urdu.. English is their second

Extract 23: Interview with Ms. Tabinda Kiran, a dr4 English language teacher at (SA,15-7-2011)

1. MsTK: (...) you know .. when children come to
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MsTK:

Mr TK:

Ms TK:

Mr TK:

MsTK:

Ms TK:

Ms TK:

our school we try to provide them lot of
opportunity to listen to correct English and
speaking English correctly through.. we
believe in immersion.. that it..

hm.. hm

to immerse them into the situation

.. where they.. where they.. mean.. dip

in the situation.. they are exposed to the
language all the time..

i am really very interested with the

ways of immersion that you are following..
actually we communicate in English
only.. o.k.. and .. then we encourage
parents to speak in English with children
at home as well.. but..

yes.. not many of them

but not many of them do it..

when pupils deviate from the immersion
process.. how do you deal with them..

in the beginning young kids do deviate..
they use their home language but later
on they get used to it..

what strategies do you use when they
deviate

actually we do not point out at the
things.. instead of pointing out at a child
that you are doing something wrong.. we just
rephrase

you mean rephrase the utterance in
English

oh..yes..

that is one of the key strategies of
immersion

yes..

what are the parents aspirations..
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37.
38.
39.
40.
41.
42.
43.
44,
45.
46.
47.
48.
49.
50.
51.
52.
53.
54.
55.
56.
57.
58.
59.
60.
61.
62.
63.
64.
65.
66.
67.
68.
69.
70.
71.

Ms TK:

MsTK:

MsTK:

of course English only..

Pakistan language in education policy

says that Urdu is the medium of instruction
and English is introduced as a subject

from class one now.. what are your views

on it..

you know.. | will not comment on it but

| will only say that not giving children the
opportunity to learn English is not fair..

what is your view on it..

It may be that the society is multi lingual

like all other places of the world.. in our

multi lingual world.. there are languages which
are powerful these days.. though linguistically
they are not much differences in them..

but socio linguistically they hold different
powers.. it will be naive to say that

Sindhi language is as powerful as German

.. the access and right exposure to powerful
languages make differences in the life
changes.. | think people should have

options to choose.. | do not want

imposition of any language on my children..
you know most of the parents are wise

and they always want to give best to their chitd

but here.. unfortunately they are not aware.. i

give one example from someone li know very well.

our tailor.. you know tailors earn a lot butytfaee

not literate.. 0.k.. a tailor brought his chibd

our school.. not this school another school..

that is also a good school.. English medium scho
he talked to the head and said that

will my child speak English the

way your daughters do.. so here.. here English

becomes something else.. the form is not on
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72.
73.
74.

R:
MsTK:

any other thing

you mean it is more of status symbol

exactly..

Extract 24: An Interview with Mr. Akbar, teacher (8C,19-7-2011)

Mr.A

Mr A

Mr A

Mr A

ST ity sl el A L i 3G sy sty S
u:/l’éf:u:g/gé

the walls of the school have Balditeration federation written.. and attempts
have been made to hideuld you please tell something about it
TP g 2 bl st Tles. L Gt/ P A0 LA oTos

e G [erF 1 o A AUISES S @bl FLUF (64
Ziut J(ufQJ?Z»L/’U%@JW!UW?%&W..%J capacitwfuig)d/ui
Ny

these are the voices which the Pakistani estabkstinvant to silence.. they
the federation does not want to recognize themd&d| .. they [Baloch] want
education in their mother tongue but governmegtthas language lacks the
capacity.. the point is is when you [governmentjndt¢ allow people to use
this language how will the language develop

e UL g T o

what do you see are the effect of this policyoiriety?

el SEFS e VST e B

M e G Ss i e Sl Bbes S it 2 B G b L L
..nglgd;gﬂ/u’!/iﬁﬂ/d}éy/..Labnri/’jééfg‘%)é:)[ug)@)&.. ui,,;{)

o=

feelings of alienations is growing .. people atemanding independance ..
everyone knows it..people are losing their identjigople are losing their
cultural identity..look at the media.. how manyleérh show programmes to
promote the Baloch language.. does the televisioadio give it
importance..

(U B G S

what are the fundamental socio economic issues?

AASL sl 2l 6 cuw/{};{..Jf%r#f?b/w;uséuug,&
e QoI sl i S b e e ST o BT
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you know that Balochistan is rich in natural resoes..such as natural gas..
copper etc.. these minerals are extracted to Puajad Sind.. the people of
Balochistan remain in protest..

6 R S Ll $a) Suget I e Be Ut U AU U

what are the impacts of the languages taught irstt®ol on the lives of

pupils?
7 Mr A P U IUIUE O S Al st gt Ll U S e

TS0 7t S e e e W by e
&5 S Ul s o s I o B e
uwij...Q/uiwid..+dezﬁ/u:§;.. La@tgddﬂ/u_,u,g)..d}/d/‘uutu,’ﬁ@/
e foss S S B

our schools claim to teach three languages.. UAtahic and English.. all of
them have no relevance.. Arabic is taught for thyegrs.. no one knows its
image..they make children memorize there languatiesre was not any
Arabic in this province.. it was to please religgosegments of the society.. Zia
ul Haq [military dictator] made it compulsory in der to give jobs to the
graduates of dini Madrasa.. as a result mullahsjgbs in schools.. the net
result is that children are not good users of thiesguages.. they are
completelydestroyed.. they have no worth in soeietythey are a burden on

society..

Extract 25:Interview with Ghazala, a head Mistrefsa primary school (SA,19-7-2011)

1. R: which languages background children usually
2. come from

3. MsG:  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. MsG: they call it pahai
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10.
11.
12.
13.
14.
15.
16.
17.
18.
19.
20.
21.
22.
23.
24.
25.
26.
27.
28.
29.
30.
31.
32.
33.
34.
35.
36.
37.
38.
39.
40.
41.
42.
43.
44.

MsG:

R:

MsG:

MsG:

Ms G:

MrR:
Ms G:

Ms G:

Ms G:

yes.. that is a mix

Is not it difficult to socialize them

into school language environment..

not at all.. because people are

quite educated.. in everywhere .. in

houses there are graduate people..

how do you help them become a part

of school language environment.. what do you
do when they speak their home languages in
school..

some time we do face this.. when children
come in play group and nursery.. because you
know in K.G. class.. when they come to K.G.
class.. they have been in the school for two or
three years.. so they know how to speak Urdu..
no problem.. but children are in pre-school or
nursery.. three to four years age childrenw. fe
of them have this problem.. like they speakrthei
native language

how do you deal with them at that age..

not a problem because you know we

speak Urdu with them and they do understand
but Urdu is also a foreign language tonthe
not at all.. no.. because they come from..

as i told you.. the education level is quitedjom
every house.. i mean.. you can find a graduate..
one or two so.. i mean..

hm.

so Urdu is, not an alien language to

them

hm..hm

besides i am living in a city..

the government policy on language in
education says that Urdu is the medium of icion

and English is introduced as a subject from



45.
46.
47.
48.
49.
50.
51.
52.
53.
54.
55.
56.
57.
58.
59.
60.
61.
62.
63.
64.
65.
66.
67.
68.
69.
70.
71.
72.
73.
74.
75.
76.

Ms G:

Ms G:

Ms G:

Ms G:

Ms G:

class one.. how do you see it

well.. Urdu has to be there because it is

our national language.. it has to be there .. we
like it.. we certainly understand it and we
communicate in it.. but English should be
given more importance

ok.. but what should be the right age for
introducing English..

the right age to introduce any language..
could be.. the earlier the better.. so it

could be three years.. it could be four years..
what does your personal experience
sayonit..

actually i am working with educated

people.. you know.. the kids coming to me

at the age two and a half.. so.. mostly they
speak Urdu.. and they are sometimes unders@ndin
English..

but majority of Pakistani children do not have
access to school like yours..

ah ... well ... actually | was speaking

in the light of my experiences.. so... you know
what .. we need to change things..

hm.. hm..

you know.. the child in a government

school.. join it .. i do not know the right

age they join the school.. but | heard it is
three or four .. so.. | think teachers are
speaking in Urdu.. so Urdu could be alien to
them .. so why can we not.. why can we not thioe
English to them

thanks very much for your precious time
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Appendices 6: Pupils, Teachers and Parents saializinto Schools Language Environment
6.1 : Strategies of Collaboration or Contestation

Extract 26: A group discussion with teachers onpfeeesses of socialization in the school languaméronment 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..
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31.
32.
33.
34.
35.
36.
37.
38.
39.
40.
41.
42.
43.
44.
45.
46.
47.
48.
49.
50.
51.
52.
53.
54.
55.
56.
57.
58.
59.
60.
61.
62.
63.
64.
65.

T5:

.. they are not

allowed to use any language other than
English.

we Urdu teachers have a great problem..
because they do not switch .. they are so
used to speaking in English that we complain
that they do not speak in Urdu.. out of six
hours.. they get little time to speak in Urdu..
no matter how many times i remind them..
they still ask me questions in English..

how would you describe the language policy
of the school.

we do not undermine Urdu.. our policy

is not to undermine any language

we do not say that any language is

bad.. we tell them that Urdu is our national
language.. it is of great importance..

both Urdu and English.. when they talk to
their peers outside the classrooms.. you know in
informal situation they use both [English andil]r
lets talk about the language practices
outside the classroom..

they switch according to the situation

.. if they are talking to us or to heaSDistress.
they know switches are not going to work..
but with minor staff.. cleaners they

speak in Urdu.. the point is that children
know who can understand what languages..
they dare not speak in Urdu with me

but at times when they want to discuss
something very personal.. they speak to me

in Urdu..

most of our children think in English..
because whenever they speak out they speak in

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.
102.
103.
104.
105.
106.
107.
108.
109.
110.
111.
112.
113.
114.
115.
116.
117.
118.
119.
120.
121.
122.
123.
124.
125.
126.
127.

people at Macdonald's and KFC.. they are
encouraging children to speak in English
with waiters.. cleaners (( laughs))

T a renowned scholar of Urdu Hafiz
Jalandri mentions.. basically Urdu is
treated as a half wife and English as
queen.. all our politicians.. all our
leaders.. speak Urdu.. but they think
in English.. they live in English ways..
they drink and eat like English men..
only at the time of getting votes.. do they
talk about regional languages..

T: i must say there is a strong myth in our
country about English and development..
i have been to many countries.. let me give
you example of Japan.. you can not even
survive in the roads of Tokyo where 78%
of income is from travels.. it is about
seven years ago.. you can not survive for
ten minutes without knowing their language
..because nobody.. nobody.. will talk
to you in English even if they know it..
(xxx).. | had to learn their language.. we
as a nation has made it a stigma not
to speak in English.. i have seen may
successful nations without knowing

a.b.c of English..

Extract 27: Interview with Ms. Farah, a mother dfay studying (SB 2-8-2011)

R

R:

MsF:

(...)you are a Punjabi speaker... do you
speak Punjabi with your children..
when they come from school.. they

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..iam 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: S0.. 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 outsidth Sport Teacher (SB, 3-8-2011)
1. Ms T:  (( music plays and children are outside))
Ss: ((talking to each other in Urdu))

go on the slide.. come here girls..

go on the slide.. hurry up.. one by

one.. very good.. very good.. ((

children takes the slide)) very good..

now go on the merry go round .. hurry

up.. Sana go on the merry go round

.. boys come here.. boys come here

© © N o g k~c w DN

.. go on the slide (( now boys take

=
©

the slide)) one by one
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Extract 29: Students' farewell party at (SB, 3064-P)

SH1= student host, SH2= student host, U1= studexierator

© ©® N o g0 & w0 Dd PR
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SH1

Ul:

u2:

SH2:

Ul:

u2:

Ul:

(...) excuse me everyone.. could you

all please be seated.. this is the start of cxgramme

good evening ((clapping from

the audience))

.. titles are the most anticipated

parts for every second year [ outgoing
class] for any farewell party.. so
keeping up the tradition we have our first
set of titles

first title in our list goes to the
personality who is the head of English
literary society.. she is an all rounder..
good at studies.. busy with co curricular
studies and what not.. till now you
people must have guessed this lady..
she is Aniga of grade twelve and

her title is "she is all that" (( clapping
and applause))

the titles will be given by Urooj

and the i.t man Rafi.. i

well following the all rounder is the
intelligent student of science society..
he is Ata ur rehman and his title is"
"computer is my darling"

please give a round of applause for
him (( applause))

this title goes to Salman and his

title is the "keen eye photographer"
((applause))

girl who is decent quiet and

sweet.. non other than Ariba.. her

title is " silent
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33.
34.
35.
36.
37.
38.
39.
40.
41.
42.
43.
44,
45.

Extract 30: Interview with Mr. Naseer a father opapil at (SD, 30-9-2011)

u2:
Ul:

u2:

Ul:

u2:
Ul:

Ul:

Worker" (( American pop music playS))

the most popular boy.. among girls

who could it be.. well there are many

lady killers here

well this is Aga Fawad..and his title

is "ladies man"

what somes to your mind when you think of
Arnold Schwarzenegger..

strong man

the next award is Arnold Schwarzenegger
award and the nominee are(...)

have you ever heard of evil Kennival..

the darling motor bike rider (...)

R: isrupees 4200 is suffieicient for a month

Mr N: by the grace of Allah timeis passing..

R: how many children do you have

Mr N: six children ..by the grace of Allah.. one of

themismarried .. two kids are small..

R: wheredo you live

Mr N: Bahawal pur

R: aright ..so your children live there ((

around 1200 km from Karachi))

R: and you..

Mr N: i live here[in the kichen of a mosque]

i clean it..by the grace of Allah.. over there ((Bhawalpur)) i would

get rupees 4200 but herei get 6000 rupees

by the grace of Allah

R: you have decided to send your children to

madarsa.. why

< bl St 142007R

LA e LU

& LR

Sl bl g &M N

Gl Az . nbt
+u%(f9/d/~;73R

s Mr N
UL T8 IR
(#1200, = G1)
IR

[V b & Ul UM N
s adl eSS
(b))

Ur & /600QUkg A2 & 2/4200
S

KUt Ul SR

Ul e
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17.
18.
19.
20.
21.
22.
23.
24,
25.
26.
27.
28.
29.
30.
31.
32.
33.
34.
35.
36.
37.
38.

39

40.
41.
42.
43.
44.
45.
46.
47.
48.
49.
50.
51.

Mr N: the reason for sending themto Madarsa
grace of Allah...isthat we are muslims..

and thisis our environment.. to whatever
extent it is possible for use we get our

children educated

R: you do not want them to get

education in English

Mr N: over there[English medium school] .. we
do not have enough salary that we

meet their expenses.. we can not afford them..
over here

R: in my view it isprimarily due to poverty
that forces people to send their children to
Dini Madaras.. as you have just mentioned

that you do not have resources

Mr N: yes(( suddenly changing the attention)) actually

our attitude istoward religion..aslong aswe
livewe will get our children religious education
Mr R:which languages do you speak with
children

Mr N: Urdu and Saraeki ..our home language
is Saraeki

R: itis often said regarding Sariki language
that it has not been promoted in Pakistan..
alot of peopleare running

Sariki language movement.. and for the
creation of separate Sariki province

Mr N:i have lived my life in mosques..i know
only about mosgues..rest i do not know..

what is happening outsidei have no idea
((laughs) i do not know what is

happening outside..my days are spent in
mosques..for a week or 10 daysi go to my
home..i get very happy..i really become

so happy.. when i use my own language

LSt uMEN
o A b
e e ot S
LA g AL S

LTS AR

Sl [ AL N

S SIS

S Ao S s P U
Ur 2 & 2,4200L i 2 (i) Tl
e olefiFe 2R

Ui

WASL ST e . rZi0g

gt Szl U1
wlizbe((nZ S £ 0y 809)) s UM N
Faft g (e b
Lo A 0s L s
J;@,Civéu,gffuf LR

gy

< WA E M N

s &l

bl Ml Ll o1 R
S et

SRSy S e

A E el e S

wP?fﬂuny du')@i’)?';(&ﬁ:Mr N

S K U
e SR (n )

(e ettt

\L L iz ATl
Al d

b e it e Vs
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52.

at home

& DoLd) et e ia

Extract 31: Interview with Mr. Khalid, father ofstudent at (SD, 28-8-2011)

10

Mr K

Mr K

Mr K

Mr K

éuut;/g’%ué

tell me something about yourself

‘Lui‘(:%iujugugﬂmﬂﬂfuﬁf ob;//,'..unﬁ}?w:..%»u(w/
GUEUR £l 1z Gl

my name isKhalid.. i aman electrician..and i have seven children..in all we
arenine..one of the children study at Dini Madarsa and the rest go to schools
and colleges

WUl e sn ol JTE

why have you sent the child to Dini Madarsa

£ S £t BiSe L. Bub e,

thiswas my interest .. awish..so that i can get right guidance

P GTS 2 S b g etk S e Sl ae A Uil
€ Lo @/“u.j&;"i féﬂ?‘(}oﬂ'&/g}"}%ow/‘a

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..

L16] o iy P LT e (a5 Sy A 28 af
e A oo intemnationalflid £ K bT sty - & A e Sy AU
Sepnln J3 e 22 S

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
hewill have complete mastery of Arabic language..i do not think by not
knowing English he will have any difficiency

“ YA "/.cu,/{c)t‘fgdf’c’/dﬁ‘

i reckon poverty isthe biggest problem of Pakistan..

..‘LU"L{’
exactly..
-%’gﬁki’%’éh,j

what are your experiences..

o P un A e e P S S e 2B (e
P e Al S S et el b 2t
Ch o B AL 1 L) f ol £51md Jpe Pl e
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11 R
12 Mr K
13 Mr K

poverty is a reality how can we deny it..poverty istherein my lifeaswell but i
remain contended..whatever conditions Allah has kept meini can not change
it..whatever food Allah has alloted for me for thousand years before my birthi
will get it from his [Allah] permission the way he wantsit

26 SO seslen O AT

you give a | ot of importance Arabic language ..is there any particular reason
for that

< FIRIIETL T £ J..:/,Lygf%x'%’éﬁc-ew/ﬂ/':—qucpf Lt
asi 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

‘Lgkd)ui‘mu,u}/ﬂg SRS

the mode of education in madarsas are Urdu and Arabic

Extract 32: Debriefing session with Mr. Ishaq a€(39-4-2011)

[ goes to his class to check]

3 Mr |
4 R
5 Mr |
6 R

tr 2y YUl T
what language background do your pupils come from?
Uttt L ST 5l

mostly Pushto. . let me count and tell you exactly

Lt S E N1 s ST Eble Ut 8LSUES UG
Uikt LUl GBRADLIF 88 GGl L sl
P S B e S\ SRS AL, S U ey JEUIL
gTE SR

yessir write.. total number of pupilsis 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
AUl

the whole of primary education

Lol s -G [Us¥] Upsmlid uniS Ay

most of them have done their primary fromthere[village]

< Jé/‘:m/t?ui}gmufcff
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10

11

12

13

Mr |

Mr |

Mr |
Mr |

Mr |

R: but the books and the language policy is Urdu medium

Gy LSRR S g St S

books are written in Urdu but teachers teach themin Pushto
el L T

but in your school it isnot explicitly stated

SEOpSuE L & & e 1. & LTy L st
S Gk ST L[Sy e ef e Sl G MU K
@/Ju%’/,guff u..Jw‘LuwuL o 2. Gl U ?dnu/,g@,&}%
GISE o2 SO ESE fo K bin] élawu'..iéug Z
S Bl b 1 A8 S0 L) NASTL pt6 Sl
..{/...;gf?w%g»{w?ézé':_%Jéﬂff%uw[dwmp@] Py
Nrdi

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 .. becausethat 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 languagesin school] when the boy would lose ten rupees from his
pocketthen this boy could not buy his lunch.. during break time

Syt uguszh

when did these boys start learning

LTJZ&{VC’Z/%

when they camein class six

w6l Sy e esla Bl Ui 1f

but they have introduced English from grade one

Sl

that isjust a show
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6.2: Condition of Success or Failure of the Striateg
Extract 33: A grade 10 Urdu language lesson at,28@-2011)

1 T frugf‘(..‘a(uﬁ}"‘aﬁfvu/ Uae 86T Y .. UY¢ _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 A5, Gy -
we have doneit sir.. we wrote words and meanings
3 Mr T JEED K ulS SO
0.k take out your books and open it at the lesson "flattery"
4 Mr T e ELEE (bl UG oL I U E S H))

[pointing the boy to lend his text oh you switch on the fan..
book, the boy gives teacher his book]
5 Mr T o7 5. A AEFWL By LAk G 2 bGP ST, A
Pk el F S0l syt
page number 19.. complete silence in the class.. we have done thislesson
before.. we have written words and their meanings..so that sir [researcher]
could see our method of teaching
6 Mr T e L & o byl UL sty tde gz A G
let usread thislesson.. first i read..it and let me know if any one of you would
liketo read out

o.k.. first tell me the meaning of flattery..

7 s YA
Ss: false praise
8 Mr T (2 ah T Sore 85G0 Sp 2 Sl ) sese v 1/ P S

e wlF My e U SRS (i i TL)
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

isthe most dangerous"

9 Mr T g A e
what do we mean by "mohliq"
10 S S
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11

12

13

14

15

16

17

[rise from his place to reply]

Mr T

[reading aloud the text]

Mr T

Mr T

Mr T

dangerous

Jie

good

FrdUnsi i e S R del218ln o blsige LU s gl U1
M J}émi.waf}tg Ak LAVl ST bl Uy
() e blstlgostlyl

"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’
(o)

Sl gt E Lz Gl & P TE A et I Lok L
LT gy 1 LS s A SR ), ZLesg)
good sit down my son.. what happens first is that one beginsto flatter oneself
and we praise all our belongings.. and thisis how we flatter ourselves.. and
we gradually begin to do the some with others .. what is the meaning of this
paragraph..

PSRN

sir when someone praise ustoo much

e/l oy s

how does someone do it?

iu:ﬂﬁffu%..@}wé;%_’,".wdﬂ é'oﬁ_;l’fu,’w:ﬁ/

sir if i tell that you are a good person.. you are a wounderful teacher..then this
will be called flattery

E 1 S AT el (o M dl ol gl 208
e Fh et LLIJRII i STl el
bl P T e (b s ? G G At P8 e bontg P
e Gkl Spe

exactly if you want to get something fromme.. 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 happensis that human heart begin to believe such things .. then a
connection is built with that person..home visits come later and friendship

develops.. but thisis 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. Tgral6-4-2011)
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Mr. T 6 lesson number 353"

((reading aloud from the text book))
"Louis was born on the fourth of January 1809..uillage in France.. his
father was a leather worker.. Louis used to ptalyis father workshop.. and
keenly observed what his father did.. Louis pldyfhit a sharp needle with a
hammer.. the needle slipped and struck one ofyleis the doctors did their
best but could not save his eye.. it became infectiee infected (( extremely
cautious with pronouncing each word carefullyyespl to the other eye and
Louis became totally blind.. ((reading aloud the tgain

Mr T [with bigger pauses] ’q‘gunderline(ﬂugﬁw'f"ﬁ
Underline the difficult words. "Louis was born on the fourth of January
1809... in a village in France... his father wasagher worker... leather worker!
Loius used to play in his father workshop and kgehlserved what his father
did... Loius play fully hit a sharp needle... arghaeedle! with a hammer ..
hammer! the needle slipped and struck one his .eyles doctors did their best
but could not same his eye.. it became infectatected! the infection spread
to the other eye and Loius became totally blisdcond para .. the life of a
blind man was very miserable in those days.. midet&e could not earn a
living and was completely dependent on otherspeddent! his only means of
lively hood was to get (xxx) in streets.. meanbvalihood!"..

S -9
sirdo i tell

Mr. T:[ignores pupils offer of telling .. very soon..Louis lost all idea of colour ands. for him the world became

the meanings of livelihood] dark.. seeing the condition of his son his fathadenhim a condition of his
son his father made him a adults! Loius disliketbéa sympathised (xxx)
sympathised! he began to stay home most of the.time day a village priest
paid a visit to Louis (xxx) that school blind weeaight to read and write ..
they were also taught trade knowing a trade wankbéed the blind to earn
money at school.. Louis was ten years old whemimeg the institution.. at
first he felt lonely and unhappy .. but soon he enfiiénds.. he began to earn
quickly.. he was able to read special books foired.. the books were heavy

and had thick card board pages.. thick card board
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© 00 N O

11
12

13

14

15

16

Mr T

Mr T

Mr T

pages! Louis read while using his finger fingestip.. large imbosed letters !
forming words! forming words! he became interestethusic too especially at
piano.. in a short time he started playing upors¢hiastruments very well..
instruments! he also learnt the art of making "{xpage number 38 ((pupils
turn the pages of their books)) "while Louis wagdging in the institute a
French

3844

army officer visited the school.. French army ddfiche had invented a system
of reading for the soldiers at the farther postwented! the system enable the
soldiers to read many (xxx) the principle of thesal adopted this new system
for his blind student.. adopted! but the studeatm# it difficult.. however
Louis believed that it could be improved and s@dinis spare time
simplyfying the system.. simplyfing! continuous affected his health.. he
sometime felt discouraged.. discouraged! but hemngave up.. (xxx) he
perfected the system of reading for the blind

blind Uz 2242 «1551

isa person without eye sight.. alphabet

alphabet! in order to test the system

Louis asked one of his teacher to give

/L!@jéu%ﬁdictation..

the word for dictation is imla.. (xxx) </

LS e

now write these.. hurry up .. hurry up..

good.. good ((pupils copy the difficult words from the text Hoto their note
books))

A I /5!%79///»{,?,!..LJ}QEW!#.Q/U{/

i have made themread.. told them the meaning of difficult words.. now they

are writing down the difficult words and i will dictatdnem the meaning of
difficult words ((addressing the class)) to difficwords

ng.@)g&/.fn rl{duf:@l'..‘amr{ﬁ

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))
LS p e S0

goes round the class to check pupils writing))

ks WA eJue

366



17

18

19
20

21

22

23

24
25

show me
iy ie o2 & o pelindT o 2Bty S ie tnlsfoaus

when we begin writing a new word we write capital letter for examplein eye

infected.. we should write eye with a capital .. the first letter should be written

in capital

[while looking at another boy's work] Rfﬂwuﬁ"uﬂdfq/‘ Z;ﬁgbﬁ.}/?fg

Mr T

when you copy wrongly in your rough note pad you will do the same in your
classroom note book (( teacher moves round tfes elad monitors their
work)) have you done it

S

yessir

u‘jW;}{Ieather workete &3 by

[ goes to the front of the class, picksthe first word is leather worker means those wibdk with leather.. ((pick

up his book]

up the chalk and writes on the chalk board)) laatiwker

LA kel e Sk Vel (b o Wrainfected o tx £°
Jorfien U 663/

the person who has picked up germs.. miserable write the different words .. we

areworking today the way we often do.. nothing new will be done.. no new

((teacher goesround theclass method is being used ((talking to researcher)) is

to check pupils

N{o%

doi tell yousir

good writing )) JW J’W

el 23Ty St tnlsfoatd ks gt s s

Ll P e o TSy st ate gefine e ao H & 2y

ds U Yone way trafﬁc“Ltgﬁ:j,d nJiszu stéé; S S

VAT P AV VN A

good..show me when we begin writing a new word we write capital letter for

examplein eyeinfected we should write eye with a capital .. thefirst 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 aswell..
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26

J?A'ﬁ o LE S achieve.fuLﬁ.vagﬁ Luﬁ‘,ﬁ-éﬂ.’,’gu"{cvl'
,_,uji:u‘c d’.f;’.{ﬁﬂunp by 8- 6 § #x--<achievement
u:/ﬂd/”ﬂ‘ui’uuﬁu"?“%uﬁteaching way

that what i have taught is understood by you to what extent.. how far yougot
it.. this achievement of yoursis 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 B@tzad at SD, 30-9-2011)

1 Mr B [reading Persian words from théaf!'..a’véc‘m'%"fj‘bl.,..c/u..u:“’jééﬁ..u’wl,:

book and translating in urdu]

2 S [reading Persian words from the

book and translating in urdu]

who do we call Khalil...Khalilash means with your friend
STEL ek

naar means fire

Mr. B [speaking, urdu] Lk
move on
3 S feo by
what moulvi sahib?
4 Mr B VEET oS i otbhd .G st &gzl B S T
LRGBS Ll e RE TS 2 S s RS e e
fire.. what do we mean mean.. did i not aan kay now you trandate.. 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 imfu?gfﬁ
the front row]
6 S (xxx)
(o)
7 Mr B [reading from the book] J'?m'..é{i/c/»'%' ot LI jvéw”'%%wfu/@z.u?éum
kb S L b
it means the person who is soft hearted.. "with the friend turning fireinto
garden”..for afriend..this ishowitissaid in Urdu
8 Mr R

has turned the fireinto garden..

368



10

11

12

13

14

15

16

17

18

19

s b ()

[while taking note] could you please repeat again
Mr B ok =X
why you do not write
s Gl U e Lo
molvi sahib i do not forget [no need to write down)]
Mr B: bﬁ;gﬁg%{g.,».
when i ask you will not remember it..
Mr B bt e S
" for what you are trandating.." Akhudawanda
S o SR
that god..what does..
Mr B n e & e UKE 18 aliins KT G

the meaning of Hangama-e-Sehar ..it means morning..what is the purpose of

desh placed on these words..what is the meaning Tabah

s DA IS L CL Pl S [ e o ool
do i tell that the God thalas destroyed prophet Louth peace be upon him
Mr B LAETF SpWsd &P Lees. 0
has destroyed prophet Louth peace be upon him
s Lo Ss
how do i write " Quom-e-L outh"
Mr B o P NI

" Quom-e-Louth" isa Persian word and thisis now it iswritten

Extract 36: A grade 8lesson on/" , concealment (SD, Moulvi Mati-ur Rehman, 30-9-2011)

S:[reading aloud from the text book]

Mr K c
stop..

S [translating Arabic into Urdu] Ubgdb?ﬂi(xxx)uijﬂ% ﬁ’%w,,{mu?ufugx;@m Sk §IE T
(000 -l sl
oh prophet tell your daughter and your wives that they spread shawl across
their bodies (xxx) Allah isforgiver (xxx)

Mr K UL RS a

they are about to spread rumoursin Madina
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~

S [listen to the teacher silently]

Mr K

[reading Arabic from the book and

translating in urdu]

S [listen silently]
Mr K

U ) A0
and those who are about to spread rumoursin Madina

" EMS LT L SLTA " ' gl
we will set you after them

d/(y’é'ul”uf/ s lornto 7K 1 SODtnluss p b e T
St A bR e Ui SASP e 2k #0000
il el 2 S8 = Ui & SKOEhanl e\ Ty of e
1y

inprevious versesit has been seen that hurting muslimwomen and musliim
men will incur punishment and especially to the self of prophet (xxx) isa
greater sin.. there used to be two kinds of trouble fromthe non believers..in

these verses these two kinds of troubles are discussed.. and also about the

ways of overcoming them.. in the first verse

Mr.K [translating and explaining i cots o gragodt slud g &hay g &l g5Y 5 ol Lol b

urdu]

oh prophet tell your daughters and your wives that
5 P S = U = U e U s
a:d}”ubu"“ﬂu}ulﬁ’,«jo £m"/}//3cgf .g/)mj’/lu’ LJ/‘J/ QC)J'
LdesE S 4”’3@5,»gJunuf’vf,,u‘,{,y%&u»fg;.a/d/uﬁvfu/w
T S L3 ez 2 s 6Ug &L AL 03 KULAT
s UL Bl .S C{r{&d}”uu/:./}brup(uiﬂt S0
M o Ly WO GugilmetnsTd Sy /el oid I8 T
ST 1Sy o UL AL I3 s L 5 ¥ e stisT
P & L 2ePeos I8 S s, wwum! LSyl e
Jm,’/uyu/:_ J.E d_/";(f/fuﬂﬂ’ﬂu[uwb*] ul”’(f’) éid_/CLw’/j
Jw/u’/f}’/ lid/u:’u/&uéf//u I/L ufj' _«MJU f:ﬂi/fvﬂ‘j&bfb
61 P8P re adenfdusl ot dd’)/}k{)’%’o}f&}h i 9€
ot sl AW I S L LG 317 S s S B
W EESASH I L Pl W SE I U
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they spread shawl acrosstheir bodiesin such a way that their left eyeis
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 pleasetheir masters and for that they had to go out ..and when
they would go out non believerswould disturb them..non believers would hoot
them..at timesthey [ non belivers] would hoot free women aswell.. 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 believerswould know it and abstain from
hooting.. the way they used to give the second trouble to muslims was that

they would spread rumoursin 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 ety 6 (SD, 29-7-2011)

1 R
2 Mr O
3 R
4 Mr O
5 R

bt AT

please tell me something about yourself..

e af e e SO 2t A8 PR TS
(CANATIN Vlboosse Lafd d .o prde Spdigié e rd
now i aminthelast year.. in grade six.. i am twenty year.. my father had been
associated with madarsa for long.. he put mein it since the beginning .. first i
did hifiz (( memorising the holy Quran))

St pE

how long did you do that?

b

intwo years

NNy

at what age did you start hifz..?
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10

11

12

13

14

15

16

17

18

19

20

21

Mr O

Mr O

Mr O

Mr O

Mr O

Mr O

Mr O:

Mr O

Vi AdU-10

at the age of 10

NN

what did you do before that..?

ETE By = s

before the age of ten i studied in a school.. till grade four..

e U1

fromwhich school ?

e JE Gl

in our locality there was a government school..

ST E ) ol T nssl LUt byt JFIETp o Tt S5
LT e

which meansfirst you studied in a school till grade four.. then you spent two
yearsin memorising the holy quran and then you got the admission in this
dini madaras..

Sy

exactly

€. 2L oy WE Ut sat

how long have you studied in thismadarsa..?

ZJeuET 2 S

thisismy eight year in thismadarsa..

e e T

so you are graduating thisyear..?

2oyl in BUSb Ut s P L e NS

after graduating from this madarsa i will go to other madarsa for further
education.. i have to study for two years more..

¢ L el i

what will you become afterwards?

L et

religious scholar..

¢ P S

what language do you speak in home.. ?

Y iw‘uﬁm

we use Urdu..

¢.ZUUlidnl
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22

23

24

25

26

27

28

29

30

31

32

Mr O

Mr O

Mr O

Mr O

Mr O

Mr O

what is your mother language..?

»

Pushto

0.2 375

you know Pushto..?
(L1 FPNE S Srmsant 22y EFt L 2T SG

of coursei know.. we speak Pushto in our home aswell and in madarsa only

Urdu is spoken here..((smilingly)) no..

Lt foforn BedW U 0 £ 2 Qe S Emmsy Fiut sk

Zolier$y AL L pef 50 oy

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

&

yes

i J Al

how do you feel?

Bty £80L e FFEGSIL S etk

g § KUzt TS a L L0 AoE

i want to learn it [English] .. now everywhere English isused .. i also have

picked up a few words.. without learning them properly .. whenever i come

across any difficult word i ask its meaning..

’q

ok

2l Lol Qe 2ok bl i ks

by the way after graduating i have plansto learn English.. my brother is

learning English after graduating from madarsa..

you do not have any television here..you do not listen to songs.. when you
meet with children outside how do you fedl..?
25 g

i find myself a stranger ..
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33

34

35

36

37

38

39

40

41

42

43

44

Mr O
[ laughs]
R

Mr O

Mr O

Mr O

Mr O

Mr O

9 F LA SARE P 2Pl LA K I
2l WL PSS et Fa o2 brdkulie W
LS ASNE L S S

how have you socialized into this environment over here the days are
extremely packed.. every hour is planned for some task.. wedo lesson.. after
lesson we do tagrar.. pupilsin twos sit together.. they revise the lesson and
memoriseit.. then we have reading hour.. afterwards we read for the next

lesson .. thisis how twenty four hours are spent

TS P e et
you miss your home.. you have spent most of your life here..
VPTG F Bl
in the early daysi would .. but now i have no much feelings..
-&a@%‘:?"
now thislooks like home..
bt 2ty LI I Pl LG
now if we go have on vacations.. we do not like our home.. i feel like getting
back to madarsa
2 Wt AL Sz A
what are your views on English language..
2 L WL ST 2 et
we should learn it.. it
bbby Uil AUl IS e AL il S
how do you see Arabic language..why do think your Madarsa gives so much
importance to it
W Zf Gl 23T} SO 2o ien 2 A3
2 A6l r
Arabic isimportant becauseitisa part and parcel of our religion.. because
Quranisin Arabic .. our prophet was Arabic .. all our religioustradition is
Arabic
P S AHUAAY
are you taught how to conversein Arabic ?
2 bt LYy

for speaking in Arabic we have another courses..
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45

46

Mr O

v S
what are your plansfor life?
St et LGRS

i will only do the same work.. the job of a missionary of Islam.

Extract 38: Interview with Mr. Rizwan a studentyafar 4 (SD, 29-9-2011)

10

11

12

13

Mr Riz

Mr Riz

Mr Riz

Mr Riz

Mr Riz

Mr Riz

U e Ui &

how long have been here..?

WP Ul Pt

for the last four years..

?__éug(b?,!’%auu

where were you before this place..?

AUl e J I Gy JFIt e = U

beforei studied in a school..did matric and after matric i came here..
CROL SR I E

which language did you get your school educationin..?

sl

inUrdu..

Sy
where..?

(CF I

in Butgram (( tribal area))

€2 Rl T

your mother tongue is Pushto?

Nt

yes..

EE A RIS T 2B e e AL Uras L0911

post 9/11 alot has been talked about madaras.. how do you see all this..

B UG u EL P P & ek e Sn
2 S uu?

the popular view isfalse.. i have been studying herefor thelast four years..
what i hear about it and what happensin reality istotally opposite..
¢.drdeds Rupig spFoios

when you were is Butgram Pushto must have been spoken there..?
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14

15

16

17

18

19

20

21

22

23

24

25

26

27

Mr Riz

Mr Riz

Mr Riz

Mr Riz

Mr Riz

Mr Riz

Mr Riz

Slefeve. Stz 1% L2008, U4 .0k $i3tunie st Foa
WG e ed Gl

when i was in Butgram it would be pushto.. then there was a massive
earthquake in 2005.. everything got demolished.. a lot of time wasbeing
wasted .. so my father sent meto this madarsa

(65 QAT NUZBL T YT

areyou a Quran Hafiz (( have you memorised Quran))?

&

yes

22y CDUT i e .2 S fPud eI fuT)

why isit so necessary to memorize Quran..when we haveitin CDs..

ol Ut 2oy LA e Lyl 2 PG fent ST
S KL L. gt E Sbre ST I

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 themis very difficult for them..

¢ KL S ok 6l (a1

any other benefit of learning Quran by heart..?

e S LSl A s

fromareligious point of you it in full of blissto memorizeit..

s

yes..

EENNE L AL A2 (K,

itisthemiracle of Allah that even young children learn it by heart

A et e ol T

what subjects are you doing?

NS IS B I Py B

jurisprudance..Arabic Grammar we are doing jurisprudance.. principle of
Arabic.. literature

Ly L

what are your plans after finishing?

{uns>

i will be a religious authority

S Zoap 2 lly ST e Sl e epme Son §ule SUPTE Ut
ﬂa(i)'..ufﬁuﬂ)
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28

29

30

31

32

33

34

35

36

Mr Riz

Mr Riz

Mr Riz

Mr Riz

Mr Riz

what i notice and feel that lifein hereistotally different fromthe life outside..
the use of languages are different .. timings are different..

L Pl P BIE 43T P 2 Gt L S L
L TGl 2 Bl P F L U

for everywork thereis 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..

0.2 e AT

how do you fedl living here..?

E TSI &N\ A SO S L\ fa A e
GECA L a2 % o S e 0D I Sl o1iT
4

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 moviesisimpossible.. in madarsa we are here with our books only..
U J s AL pZ St K S\ U

¢ 2 elddluns S

i have noticed that teachers and pupils do not use a single word of English
while conversing in Urdu.. isthere any reason for that..?

e Cobon G F s sinsls ZyUlg 2 i dS

thereisno particular reason for that but over here Arabic is given
importance.. or Urdu..

€. EEU, eSS

how do you see the importanceArhbic language..

o LU S ez y o s of & eSS A It
e 2

Arabic has no value outside the madarsa..since we study in madarsa and all
our booksarein Arabic .. thisisour field

Ub SFIL bl ot Sy At e S SUI R Sk
¢ et

the language in education policy of the country stress on English and Urdu..
how do you seethis policy..?

ST G STy o uEde Je 2 bbb Sy ASET

AL G 2 U e eSS A. 2 U Sy Ty G e
Y4
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37

38

Mr Riz

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..

AT e

what do you think on the consequences of such policies[English] ?

§2_ 18 Sl WAL

with language their culture will also come..

Extract 39: A grade 8 lesson on length of mourni(@D, Moulana Khalid Amin, 1-4-2011)

1

S [pupils read from the text book]

Mr K [reading, Arabic]

Mr K [explaining, Urdu]

Mr K [explaining, Urdu]

Mr K [reading, Arabic]

J:?’U)JJ [&ﬁ]%/k:«ﬁ(;&/frl&..é. 3}”(Xxx)c«ﬁd/u'..u.‘.’&f’)laﬁ
for a pregnant women.. they have (xxx) .. for a normal women the period
[mourning] isfour month ten days..

T g gl aan 36 35,5l aey "
JE 64 /}'QCQKIU)L};)U&'&G):«ﬁJ&/f)UT Uil :«G;aﬁd/.:wﬁ')'l/
J‘..Q?(& aﬁ;aﬁdu‘?..uf?’g@ﬁ}aﬁ[aﬂu"..dfg/'}f :/Li}:/,wu.,'..yff’
P U .2 2ei FA 2 AN, Z SIS 6ol b e
S e [IE ki) U9 e 2
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.. thisperiod iscalled mourning
period .. but how long should this period be.. in this matter experts have
different opinions.. some of them say tha mourning period isjudged based on
the types of death.." the women who haslost her husband deaths are of two
types..oneiscalled "daula" and the other iscalled "Hisra" thefirstone is
for oneyear mourning.. Hisra means
L T G e 2 20 e SEE P s ke
et A2 HE 2 i L et T
four monthsten 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 thereis permission..but

what is better” ..where

o Y iy Lol 31 0 9,y aSin 048 53
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Mr K [explaining, Urdu]

Mr K [reading, Arabic]

Mr K [explaining, Urdu]

Mr K

[the remainder lesson continues]

Jelion. 2 Ut p 3 gl Ut uft.,gc,ts,utfbﬁb?
S U 2SS LA S 2 Skt e
G il ) otan 6L s P S5 S 12 2L
St Sk 7 E e e Nl TE L s
those of you who die leaving their wives and husband where lies greatness™ ..
that isoneyear..wherelies more rewards from Allah ..one year.. have you got
it..they argue based on Holy Quran those who die leaving their wives.. they
leave.awill " they should make recommendation
"t )Y 4y el 0 gk 5 0 San 08 cplly el i ) Lose
she does not come out of homefor ayear they should make recommendation
o6 LBl S SJekl sl e d et Sl St
350053 plly Brsot LS N L C AT i o
.w)‘/f/:ﬁ;? (ot g3) Ot 3 0 Sn 038 520 N ) 2l o 93 i om0 09
2 NG E S Herd e 25 Lt O Jo L b
R PRSI ) I O N S ST Y2 WL I =N
oA e 3 e i) oot L Iodide 5L s Jochl. o wse
oo f AT g g aimg ) i 1 2 U 2 e Tt s ) aomy
b
for ayear.!" oneyear of mourning so thatif she comes out after four months
and ten days if she comes out after four months and ten days then thereis 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 thisverse but
Hanafi belief that..mourning of four months ten days isneeded ..oneyear is
not not relevant any more.. what we say that mourning after death used to
be oneyear..
Jﬁf’égdvwgotsﬁwfuf’jég(‘”..ﬁéﬁq"dudeg@ﬂ!ﬁdué@g
N R TP AR S T

it isno more now..meansone verse hascancelled the other verse

379



Extract 40: A grade 2 lesson on Geography, (SDyMasibdul Rehman, 30-3-2011)

1 R
2 Ss
3 R
4 Ss
5 R

Ss [revising the lesson]

6 R
7 R
8 Mr M [talking to researcher]
9 R

BTG S e Sl s G165

o.k sit at your own places.. go and get your books.. good..

S sl T Uk

do we get the note books.. aswell

ALl FIF T 5T F5T Ay Lo oG e U
..Gflpgu:;/gé.’dg

fromwhere..go and ask Maulana Shafeeq..hurry up.. good..so
yesterday we read about continent Europe..
BBlySe L3 oyl S

we read about Africa and Europe..

B Wt Ao Ao ekt AL SOt

now close your books..first you quickly read lesson on Europe then i

will ask you questions

Jove UH GrZ = FY) . rZ S sy 5 Ly
L MUl 100518 urtly S22

read the entire text and memorize.. ((pointing towards the resercher)) i
have taught them geography beyond the text book as well.. for
exampl e they know the names

TS S

of capital cities of more than 70 countries.. yes

E Qv UdFbe « U2, (enZ = F)
FLUSer e ml A b ety oy SR FIL ik 2
Sy

this book is published by Wifak ul Madarsa Pakistan.. it isa very good
book.. first i taught them the curriculum of schools aswell.. i taught
them.. the books of grade three and four..

newlA L Fus P (e ) 8
yes..((asking pupils)) which continent is boardered with continent

Europe..”
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10

11

12

13

14

15

16

17

18

19

20

21

22

23

24

Ss
[all pupils raise their hands]

R

Ss

Ss

Ss

Ss

Ss

Ss

Ss

AL L Lol Loz (g LA e )
with Asia.. i will givethe answrers .. sir doii tell..

N& I SEL f”j'/.

which sea istherein the south of Europe..”

S o e (e SRl S )

((all boysraise their hands))i will tell sir..Arctic occean
A2\ e

which sea istherein the south of Europe..®

JIGI7

Atlantic ocean

IR (- P

what do we call when we combine continent Europe and continent
Asia.®

=1

EuroAsia

n by e fs G2l Ve of £y S50 01002y
EuroAsia (...) 0.k now tell me which countries of Europe areislands
islands.. and which look like

(ers S 820 ol

doi tell ((pointing towards a pupil))

(nZ S Mot e

o.k you tell ((pointing towards a pupil))

e Ung BRI, g 70 5T e

England and Ireland areidlands.. and Greeceislike anisland..
< (ers farnbot))

(( noise in the class)) who is hitting whom ((controlling the discipline
of the class))

VST 15t o oSl

molvi sahib do i get a stick

A u{L.{l'

why have you hit him

T o Lo
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25

26

27

28

29

30

31

32

33

Ss

Ss

Ss

Ss

moulvi sahib he is going to get the stick

X5

come here..

LA ko oy

molvi sahib heis going to get the stick..

tﬁm{ .’é{/.’/}'d:”:«ff%

0.k lets open your books and read continent Africa..

S iz ypdonle 0. Zoeyi Loy oy

Jf;//:falﬁ'/uf :)JMTQ«?’ Ju»itgu{'@,u, lﬁ’é/

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" ..
G onde108 En 2 Jufiublre FLotdi S
U o sdei Sl e e o LY ALt 20018 & Az

ek 28Ity Uit w3 63 e S §nldd

NLE S LS SR S S

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 isa problem..recently.. i went to Niger in 2001.. we travelled

there..from Niamey to Zinder.. theroad werein 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

..u:‘”':éd”/:)/u‘li

what do we mean by travelling..

ol Pllite 1 2 Ur(erzye C0)) Mt by me bkl

movement from one place to another..((reading aloud fromthe

textbook)) "that iswhy continent Africa is called a dark continent"

e

what do we mean by "dark"..

Yl K 24

without light.. poorly habitat
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34 R C%/d/ém.,z..tauﬁiﬁzéf uﬁ‘w..&uﬁ;ﬂﬂ(ﬁim NERST) = ol
e Featd s guk. e STl G s e (e

by dark we mean continent Africaisin dark .. thereisno light iniit..
when thereis sunlight then people can not see their way..thereis no
lightinit .. it isdifficult to seethings

35 S[reading out from the book] j..uf[mahﬁfuﬂ ) I (e 2 ydihie 00
sz e Sos Gz P2\ e §en SOk S e s
"the rest of the world know very little about Africa ..but now the
conditions of Africa has changed because there has been devel opment
inthere .Africaisrichin mineral resources’..

36 R 2o Juosdnd
what do we mean by natural resources..

37 Ss e R
earth..minerals

38 R 12 i S S U ASUT D) U e S A S
((gres
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 Ashrahéb&bhrah , the blessed campanion of Prophet atSATehmina,

17-7-2011)

1. MsT: (...) 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. MsT: 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..

383



11.

12.

13.

14.

15.

16.

17.

18.

19.

20.

21.

22.

23.

24.

25.

26.

27.

28.

29.

30.

31.

32.

33.

34.

35.

36.

37.

38.

39.

40.

41.

42.

MsT:

Ss:

MsT:

evolved means change themselves

((raises her hand and the teacher approaches
her))

((reads the textbook of pupils and

explains))

o.k.. this sentence is that they were insulted
.. first you tell me the meaning of "denouncing"
"they were insulted and abused" means

that they were beaten especially slaves ((
she reads the sentence from the book))
"they were insulted and abused.. beaten

and tortured many a times especially slaves
who were tortured almost to death but

non of them ever thought of denouncing has
will".. tell me what do you feel [understand]
after reading the full sentence.. you do not
have to know the meaning of each word..
read the text.. 0.k.. then connect it to

the topic and get the meaning.. done..
great.. once you are through your work..

put your copy in your bag and just

open your text book on page 120..

(some put their note books in bags))

are you through beta (boy).. what

should you have in front of you.. now

i ask you questions.. 0.k.. what are your
comments on ten blessed companions.. it is
important for you to remember the translation
of few Arabic words.. 0.k.. now why were
they ten blessed companion..

because they were distinguished people..

they were easily converts
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43.

44,

45.

46.

47.

48.

49.

50.

51.

52.

53.

54.

55.

56.

57.

58.

59.

60

61

62

63

64

65

66

67

67

69

70

Ms T:

Ms T:

Ms T:

Ms T:

Ms T:

as he said that they were very
distinguished.. what was distinguished
about them.. in what ways.. were they
big general or colonels or were they very
very rich..

because their faith in Allah was great
Yes

even in the worst circumstances.. they
did not dismay

anyone else

they were always there to serve Islam

(...) some of us are very rude.. we sometime

do not use words politely like our talk shows

Jasmine tonight ((a famous talk show in

which the anchor is known for using harsh wgrds)

she [anchor] shouts so much that.. ah..

your pitch and tone really mean something..

that is the reason why some people .. you must

go and buy Zia Moyeddin recitals. He

did some recitals on Shakespeare as well..
beautifully ((laying great emphasis)) done.. you
must see the tone and pitch of that man and
he is good in English as well as in Urdu o.k..

go and buy his cd.. promise you will enjoy it..

any age you still enjoy it and he is so good

because he knows how to talk.. he is so

powerful.. and he does not mix languages 0.k

and he is proficient in both (...)
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Extract 41 (a) Pictures Showing the material coonlit of the success or failure at SC

Toilet Facility at SC Quetta [Taken Date April 2611]

School Entrance at SC Quetta [Taken Date April Q712
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Appendices 7 a,b,c,d,e : Legitimate Languages iho&ls

a) SB

29101201

Primary Class Room Soft Board in (SB) [Taken orl@8/011]
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—

nt Open Sweater

2Cke S weoter
Pent & fyyomn cap

29107201

Hung outside the Principal Office in (SB) [Taken28110/2011]

b) SD

On the Entrance in (SD) [Taken on 22/10/2011]
Translation of the Sign (On the Entrance in SDy ¢dadings)

1. The mandatory obligations of making ablution
2. The sunnah of ablution
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No ok ow

The dont's of ablution
Conditions breaching ablution
The starting prayers of ablution
The middle prayers of ablution
The post ablution prayers

Inside the Library in (SD) [Taken on 22/10/2011]

Translation of the Sign (Inside the Library in (SDken on 22/10/2011]:
Rules and Regulation

1.

0 s ®N

1.

Sit properly

Maintain Silence

Put the books to its place after using it

Use the book carefully

Do not use the book after the prescribed timings
Keep the library clean

221201

Graffiti written on the toilet wall in (SD) [Takeon 29/10/2011]
Translation of the Sign (Graffiti written on thelé& wall in (SD) [Taken on 29/10/2011]
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

(i
i .f::.J' i‘m:wnu.ma
i FINE OF RS. 1000/-

FOR THE COLLECTION OF
cottmm lms

30/11/201

Parent-Teacher Conference Room [Taken on 30 November 2011]

IZWERRS™ ‘!,""’""'
"
%
Tame- :alling
berately Iea\ﬁng someone out

1 viclence
ec-pie feel frightened

Hung in the central lobby of the School [ Taken on 30 November 2011]
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Extract 42: Interview with Ms. Fatima Gul, Grade 9 teacher of Pakistan Studies at SA (13-7-2011)

10.
11.
12.
13.
14.
15.
16.
17.
18.
10.
20.
21.
22.
23.
24.
25.
26.
27.
28.
29.
30.

31.

MsFG:

MsFG:

MsFG:

how would you describe the language
policy of your school asi have heard

that the school has no written language
policy..

well.. we follow a syllabus for certain
subjects which are taught in English.. so in that
case | would say that even though thereis
no written policy.. for al the subjects
except for Urdu we follow a curriculum that
isin English.. and we are instructed

isin English.. and we are instructed

in our meetings not to communicate with
children during our classesin any other
language except for English

fine.. Pakistan language in education
policy is very different from your

school language policy

when my brother was studying doing

his engineering from NED university

he had completed his A levels and then
goneto NED and he had lots of brilliant
students ((peers)) coming in from Urdu
medium schools from around Pakistan
because they have certain quotain the NED
hm.. hm

And after any brother graduated.. after

he compl eted his engineering .. he was so
upset because he said Fatimathere are

so many brilliants students ((colleagues))
around me.. because they can not speak

in English they are not getting employed and
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32.

33.

35.
36.
37.
38.

39.

41.

46.

47.

49.
50.
51.
52.

53.

55.
56.
57.
58.
59.
60.

61.

MsFG:

MsFG:

my brother was one of thefirst peopleto get
employed because he could speak in English
yeah..

you see.. | fedl.. if itisarequirement
((English)) at aprofessional level.. at

even entry point.. if itisrequired asit

isthe case.. then thisis very unfair with the
mgjority..

you can not get away with English.. if you
home not doneit well then you get rejection

from everywhere.. lots of disappointment

later in life because of the school you have selected..

majority of Pakistani children either attend
public sector schools or private non elite
schools where the quality of English language
isnot good.. school like yours are within

the access of avery select group.. what

you think are the consequences of so different
schoolsin Pakistan on the lives of the

children

I do think about these issues.. i think..

you know .. i feel myself.. it should be made
compulsory for people like us to work in minor
schools aso.. we should give sometime of our
daily routine because they can also benefit
from our knowledge.. you know education

has become very expansions.. therefore middle
classand lower middle class have no

options but to send to these school..

government should also employ right person
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Extract 43: Language practices at canteen (SG;2011)

© © Nk w NP

N N P PR R R R R R R
PO © o N o 0 kM NP O

Extract 44: Language practices in corridors of ,(3@5-2011)

© N o g M~ w NP

S1:(...) hafiza ((short sighted))give me four bissuit
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 twentgesp
note)

S2: give me pakora for ten rupees..

return me 10.. you do not sleep in the afternoon..
hafiza please take the money

S3: pakora for ten rupees

S4: (students offering to other students)

would you like to eat some*

S5: yes give me some bread

S6: give me 10 rupees pakora and half bread.. you
have given the left out

S7: give me one nimko

S8: (canteen sales person) whose is this* Is thissy

S9: give me one biscuit and one daal (cookies)

S10: please hand in the mobile sim

S: (...)this is third period

T: which subject's class is it*

T: this is third period.. which class these
students belong

S:6A

T: please make a que.. good..

T: who takes you drill class

S: mr. Zahir Shah

oS Y el o s o2))ems () S1

..o.ﬂ)Y “n)"“"&)@q"b\ﬁ
STy laad  doly 18T, 5 Y
b A S, )

(53 (56 (55 3 (59 ot > 4z s

gy Ko 082
SO s i Sl )
S5y Ko ) 0583

TSy as 454

6293 525 \s31y TS5

S92 ke ) .ﬁ) 53 jg RESRRERNS
EICINEEES
Sy S 5 5187

o b T 18 15 0S8

Ag) Js g ) «ﬂ) jSw,j.:59

Sy b by o 02510

8w ()S

"$ s e T

w83 2 1 b T

53 Y1y Y S wams

ol S S

o bl e S ol T
! S 250 Jp3 g b T

Sloals plsS
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9.

10.
11.
12.
13.
14.
15.
16.
17.
18.
19.

T: please go towards canteen.. e bl gt VY s Sl T

T: don't you listen i am asking you to go e bl gt VY o S 0 855 BN T
towards canteen.. harry up* "5 5
S: mr. Mir Ali said that after third period.. it Vs An 3 B Gy o Lo o S
mr. Zahir Shah will take the class ol plobak g
T: i will come by myself# #03 Ser 4 05 Y 5o b T
T: if any one does not sit then he will be 28 b S g ST
responsible.. L5 6 ol e AUS
open your book* Y by S s
T: if anyone is not reading and making noise.. SRS BIEIE
then note their names S 5ok p e

Extract 45: Student-teacher interaction outsigectass at (SC, 20-5-2011)

© ©® N o g pr w NP

e A e e o o
© ©® N oo g k~ w DN PP O

T: (...) where are you going S¥a ep olyy () T
S: just come out of the class £ Gl & o Wha S
T: which class are you in* s 5§ o T
S: not going to class, but to washroom SETSICIEE RS
T: I have told you* " by o3 by T
don’t come out class without pass Eigh s ol Ju s
S: which pass TR
T: you have string in your neck.. why you $edyos S cS ol bls 5T
don’t wear pass 0 g5y b
T: don’t come out of you class without e sh Ja g 5y Sk G T
cards*

T: where are you going* "ol A s T
S: i am going to get water Gr)5 ~S
T: you son of cooler you fill the water early by S5 o> T
in the morning R oad
T: where are you going* is everything ok? & for eds " ol o & T
T: which period is it.. 832 g T
S: third £S
T: hurry up* don't waste the time 5§ o ao i b Tl 3 T
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Extract 46: Interview with Ms Meher Murad GradestQdent at (SB, 10-8-2011)

1 R
2 Ms MM
3 R
4 Ms MM
5 R
6 Ms MM
7 R
8 Ms MM
9 R
10 Ms MM
11 R
12 Ms MM

szl sl AT
which language do you speak at home?
ol y,f‘}@u,um/fufiz@kﬁf PEI R OO LS
since our mother tongue is Balochi we speak Balochi at home but we also speak
Urdu and English
G AREIIT
you do not speak Balochi in school..
!/ufi
no sir!
LT b b & el 2 g A
why do not you speak in Balochi in school asthere are a lot children who
come from Balochi families
2ty adjustu e U1 2otk £ 2 Qbdiulimid ol B
because a different language is used here.. since our national languageis urdu
we have to make adjustments
FE TN 2 Gy ARIAET
speaking in English has become compulsory in your school.. how do you see
thischange..
2 5l nen PN RS
Englishis playing an important role in these times
Z 5 il
which roleisit playing..
firg 7 Lttt hospital sy b2 admisson it 1T
?L/;,guﬁi@@/f!f& Sieh 2 t#impression isthe last impression
2t S § admissione!
when you seek admission in any school or you go to any hospital.. when we
speak in English then first impression isthe last impression.. at some places if
you talk in English you immediately get the admission
idf Pt ST
what role has English played in your life
EFI 2o ST visitor= Uguioe 2 sl Bt
24T
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if any visitor come to school or the school send students out of the school to

represent school they choose studentswho are good at English..

Extract 47: Interview with Tooba Eijaz, a gradet@dent at (SB, 11-8-2011)

1 R
2 Ms TE
3 R
4 Ms TE
5 R
6 Ms TE
7 R
8 Ms TE
9 R
10 Ms TE
11 R

M s T

which languages can you speak?

PGS 5z

i can speak Pushto.. Urdu and English

-Jﬁ?}fﬁ’: J{')UU’L‘J’L{T

do you use these languages on different occassions..
ettty PSS PSS St Pt S S
i speak Englishinschool and at my private lesson and i try to speak English
and Urdu at home

CSEE S

and when do you speak in Pushto..

U2 QS AL ol

i speak in Pushto with my grandmother

2 Tosed

which language do you like most..

i

English

e

why..

ZtTp sty

i feel pleasure while speaking English

..&u‘f:- dﬁ’)&%di;”?--t}"uﬁ;w&i?%/ e NN

you do not feel pleasure while speaking Pushto learnt a little frommy

grandmother ..

Extract 48: Interview with Ms. Mubashir, a grad&&lu teacher at (SB, 30-9-2011)

VSTt ALt e Gy A g itz < GG AL LT

W
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10

Ms M

Ms M

Ms M

Ms M

Ms M

a new language policy has been introduced in your school according to which all
teacher get six monthsto learn and start speaking..English.. what are your views
onit..
e Byt b o ety S AL L GBI el
e Uk E Rl e iUl e e e S Snl by S5
slslie wlige S G FHS e um dniley 2t AL
S SenPonit h. e iy 2L 0 F o Gty bt
LB LT AL
we aretold.. 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 teachersare
not ableto do it.. when i amteaching i make sure that my studentsand i speak
Urdu most of thetime.. i write dates on board in Urdu numerics but they think it
isawrong practice.. they think English should be at the forefront..
.fJLﬁ;uTJuﬁ.?J.::’,mié_wpg S Ao S o
were you consulted at the time of policy formation..
L};}(’L"g&i éu’)/ C/b/ulfiJJC/J::u'/f “Uy ../.E’; }/}b.’?,:..
a3 Ul edbUtmzSie. e Pl T 547,@(
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..
UL It B L T
why do you think thisis being done..
K 2 il P bostie o S it B
they think that by promoting English they will get more admissions and the
standard of education will imporve..
PR NPT AF AR
thelanguage ineducation policy of Pakistan isdifferent..
0% Gt (U Tollow B, S
no that is not followed at all..private schools have their own language policy..
+u£ L
why isthat so..
U T b i wlie miut Lol ol AkEutecdiy Je 2 i
2 2 6L F el e e linsl
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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 therich and the poor..

Extract 49: Interview with Moulana Abdul Rehmaradbker at (SD, 31-9-2011)

1 R
2 Mr H
3 R
4 Mr H

b QS e byl by UtoumtfUgse Gherfluel
o Z LA S

government of Pakistan maintains that pupilswill be taught in Urdu
and English isintroduced as a subject from the beginning.. what are
your views on it..

S, LI GG 2 s 2 G
AT Whus

lack of seriousness.. i have seen that people do not fulfil their
responsibilities .. no one talks about what the learning outcomes are..
1.3 dby Uy At U G

yes.. in Dini madarastherein hardly any teaching of English.. any
reason..

J2 ST et F 2 (B SSy At urnig s
S Sl oS z.é;("’f&,g,d/»..ﬂz UR AL Skl
OJJ:J/UJ &Jf lcg'..fug)internationaguniquer &ufff"iug)
LS e e 2y fsy AL 0 Thailandsut. gL Ut
P B s 6T e 068 5 e e il & 5.
P35 B b B L 2 B3 es.
ol Fe e GWFE g\
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10

Mr H

Mr H

Mr H

in many dini madaras English istaught..but in this madarsa it is not..
the main reason for it isthat 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.. inthisworld.. 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 area
progressing nation.. in Germany English is not spoken .. similarly
Turkey..France.. in fact many countriesin Europe are against

English..

SER
hm.. hm..
&0 23RN e (b $FI2 G5 U Niger
..&Qo/y;@nl{zﬁéulﬂ,,ﬁg ﬂﬁﬂ{..&ﬁdu@ufumk..&@g
= u&iug’%fﬁfufﬁ;(ﬁce’ Sut
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 Englishmenwereour rulers.. that is why English has
becomea very good language..
e B LSy A eyl
itisa general impression that it isimpossible to live without English
OV o E 2 AE LS & B n LI6L F
LU A6 MV’&L}A/‘:’/{"JQJF‘L?LE“ uﬁ;..o/fﬁb/f’uw..q/
Z A8 K [English].e 28Ut £t 266 passport e
Arabic is spoken over a large area of theworld.. Saudi Arashia..
Middle East.. Egypt.. Sudan.. Ethiopia.. Somalia then Irag.. Kuwait..
Lebanon etc..we should not believe that English is a necessity.. on the
other hand for documentary procedures such as filling passport
forms..thereisno harmto learn it..[ English]
SV UE Ll Uy
what do generally pupils do after graduating from dini madaras..
U sl JEZ e s\ oS s b g\ U2 o § 0B ool )
S E K F L
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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 Litgrim Schools

Extract 50:Interview with Ms Saadia, a grade 6 @cEhglish and Social studies teacher at (SB,1-8201

1. R: which language will you prefer for the intemvie
2 Ms S: ithink mix ((clears throat))

3. R: what do you mean..

4 MsS:  Urdu.. English plus

5. R: bilingual..

6. MsS:  vya..ifyou wantthatispeak

7. in English.. i can try

8. R: what is your preferred

9. language

10. MsS:  actually we are forced to use

11. this language...[English]

12. R: really!

13. MsS:  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. MsS:  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 ((elitvorried))
27. R: how did teacher respond to it

28. MsS:  many of the teacher were quite at that
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29.
30.
31.
32.
33.
34.
35.
36.
37.
38.
39.
40.
41.
42.
43.
44,
45.
46.
47.
48.
49.
50.
51.
52.
53.
54.
55.
56.
57.
58.
59.
60.
61.
62.

Ms S:

Ms S:

Ms S:

Ms S:

Ms S:

Ms S:

Ms S:

Ms S:

Ms S:

Ms S:

Mr.R

Ms S:

moment [policy was introduced]
you mean they would not talk to each other

in any language other than English

ya.. they [teachers] stopped speakingdb ether

so.. this policy was implemented here
ya.. six month's warning

six month warning means

we have to..

shift

within six months.. we have to shift ourdaage

have those six months lapsed..

no.. no.. actually we were told that

a month before

which mean you have five months

left ((laughs))

((laughs) either speak English

or leave..

to leave

really

may be.. it is just a threat ((raising ky@vs))
how do they make sure.. do they

have a survey system of knowing who is
speaking in English and who is not

i do not think so.. but you know

when you came here the first day.. we
were told that there would be an observer
really!

i thought you would observe who is
speaking in English and who is not..
and you would report

oh no!

you know morning [shift] teachers

were told this by Ms. Naheed [ incharge

morning section].. we were also
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63.
64.
65.
66.
67.
68.
69.
70.
71.
72.
73.
74.
75.
76.
77.
78.
79.
80.
81.
82.
83.
84.
85.
86.
87.
88.
89.
90.
91.
92.
93.
94.
95.
96.

Mr.R:

Ms S:

MsR

Ms S:

Ms S:

Ms S:

told this and we were definitely
frightened

ya.. oh dear.. ok .. no i am

here as a..

we.. sir we are happy

ok.. so as you said that there was a
clear policy instruction.. did you
pass this on to students..

no.. we did not tell students.. we

feel ashamed that we have weaknesses [laclofi€ipncies in English] .. and

that we have to overcome that weaknesses.. but
we have already asked them [ pupils] to

use English.. but definitely it is not.. if i

say in matric class [ grade 10] they are not

used to it .. within a few weeks.. sorry

few months.. how is it possible that they become

used to it.. they can try.. but they can not do.

and many of the students have passed out [wigpaaking English]

how would you describe the

language policy of your school..

there is no written language policy

no.. there is not.. once we were

told that we have to.. it was not the

same policy in past .. a few years back

we were forced .. they influenced to have
good content to teach in class properly
when Nasra Wazir Ali was the aSDinistrator entlshe
had great influence

on the subjects [they gave priority to content
over language] may be they had

some other aims.. they had some other
targets.. today what the policy..

seem to be

ya it seems just a very superficial thing..
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97.
98.
99.

100.
101.
102.
103.
104.
105.

106.
107.

108.
109.
110.
111.
112.
113.
114.
115.
116.
117.
118.
119.
120.
121.
122.
123.
124.
125.
126.
127.
128.

Ms S:

Ms S

Ms S:

Ms S:

Ms S:

Mr. R:

that only speak English

hm hm

you know.. how is it possible.. if they

ask us to improve content then we are
happy.. there is shift.. they want it.. [Erglonly]
earlier it was not like that

lets talk about language-in-education

policy of the country which say that Urdu is
the medium of instruction and English to be
introduced from class six..

this is totally unfair - if you want

everyone speaking in English and understandtingt should be started earlier [introducing

English from class one]

do you mean that medium of

instruction be turned to English..

to some extent

why do you think that language of
instruction be turned into English
children will get used to it .. and

when they are in six class.. they would
be much polish

ya.. i think you have a point here

you know in homes we.. many of the
family like me.. like my family.. we

are not very much mad .. [about English] bmeso
other people.. they just speak.. this

is an apple beta (boy).. they just teach
them nouns and nothing else. jitna

wo ker saktay hain wok arte hain [

they do whatever they can] because they
want their children to be with the world
let come back to you as a teacher.. how
do you motivate.. do you motivate your

students to speak in English
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129.
130.
131.
132.
133.
134.
135.
136.

137.
138.
139.
140.
141.
142.
143.
144.
145.
146.
147.
148.
149.
150.
151.
152.
153.
153.
154.
155.
156.
157.
158.
159.
160.

Ms S

Ms S:

Ms S:

Ms S:

Mr.R:

Ms S:

Ms S:

Ms S:

ya..itry

do all of them follow you.. do they get

motivated

no.. many of them get quiet.. if i ask

them.. come on.. say something may be wrgogt.try.. many of them try but many of them
even do not try.. they are very much hesitant
what else do you do.. outside the classrodmyou promote it
i try to use English language.. simple
sentences.. i try to use simple English

language with them.. i ask them to use sreallemces..
come on.. some of them use that but many achm
of.. i think may only do not

what do you do then .. if a child begin to

speak in Balochis or Pushto because the school
location is such that children from diverse
ethnoliguistic background come to school

i have not had such sort of experience

.. such sort of experience.. but that there

are some student who are really Balochi..[iafer
they are not able to..

do you celebrate other languages

Pushto or Sindhi

no we have not.. we do not..

we do not celebrate even Urdu.. then

you think local language is should be celelora

i think.. at least Urdu should be

celebrated

why not other languages

a.. m...i don't think that other... the ((kihng hard))
other students of .. a.. other languages...

they would enjoy but.. they may enjoy.. but

i think.. when we have so much emphasis

on English.. then there should be Urdu

which should be given equal status
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161.
162.
163.
164.
165.
166.
167.
168.
169.
170.
171.
172.
173.
174.
175.
176.
177.
178.
179.
180.
181.
182.
183.
184.

Mr R:

Ms S:

Ms S:

Ms S:

Ms S:

Ms S:

it is not given in your school

not at all.. we have quiz competition

in English. i host that.. i do it in English
.. we have speech competitions.. i think
very rarely we have Urdu competition
how about debates in Balochi language
no.. no.. i think no one can understand

but there are many Balochi children

studying in the school.. do you have speechPsinjabi.. Pushto

no.. no.. we do not.. not at all. [sugtiby the question]
so you have speeches only in English..
what other activities are performed in
English.. do you have debate competition
sir.. we have hosted inter-debate
competition

two year ago we had debate

competition .. we prepared speeches..
gave to my students.. they just

memorized them and they performed
how about language use in farewell
party

Urdu.. they were enjoying.. if they

get chance to speak in Urdu - they are

happy(...)

Extract 51:Interview with Huma, a grade 8, 9 afddacher (SA, 21-7-2011)

R: how would you describe the language
policy of your school..

MsH: it is an English medium school.. in
real time situation .. we have English and
Urdu both.. itis not possible that everyone kpea

in English..
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10.
11.
12.
13.
14.
15.
16.
17.
18.
19.
20.
21.
22.
23.
24.
25.
26.
27.
28.
29.
30.
31.
32.
33.
34.
35.
36.
37.
38.
39.
40.

MsH:

MsH:

MsH:

MsH:

MsH:

what do the school management wish to

have in term of language practices in the
school..

they want everyone to speak English only..
and they tend to (laughing) fine the students..
making certain policies..

do children follow the policy of English only.
most of the time they try to but whenever

they are among their peers.. they love to speak
in their local languages.. they are comfortable
the language policy of the country seem
different from your school language policy..
basically... frankly speaking.. which

ever school it is.. which ever institution it is
whatever the policies are.. people just either
go through them... they do not tend to follow
each and everything.. institutions.. schools
set their own policies.. they do, keep in mind
the market trends

are people in school interested in

promoting local languages and literacies
most of the children and parent speak
Memoni as their home language in our school..
it is not their community school.. it is not

that all the children are Memon (ethnicity) but
they have got that of that thing in them..

that is their own language

do they promote their own language

in school..

no.. they do not.. they only focus.. like..

the owners only want English to be spoken all
the time.. but among us.. the teachers.. calleag
and the students.. whenever there is an

interaction.. everyone feels comfortable in



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 teachd6B ,1-8-2011)

1.

2. MsS:  (...) right now i am [doing] my master degiee
3. Tesol

4. R: you are doing your master degree from

5. where?

6 MsS:  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. MsS:  they say.. ((laughs)) i do not think so

12. R: why

13. MsS:  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 thb]jo
18. i thought perhaps they will not take me as a
19. teacher because i do not have good communicggiihin English]
20. but when i joined... i said

21. no .. | am the perfect teacher for the school
22. R: they claim an English medium but they are not
23. MsS: vya

24, R: what languages do children speak in

25. when they are not in class
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26.
27.
28.
29.
30.
31.
31.
32.
33.
34.
35.
36.
37.
38.
39.
40.
41.
42.
43.
44,
45.
46.
47.
48.
49.
50.
51.
52.
53.
54.
55.
56.
57.
58.

Ms S:

Ms S:

Ms S:

you believe me sometimes Punjabi as

well (( laughs)).. when you were

discussing with her [ a mother of a child]
about medium of instruction.. when the
students should opt for English as a subject
.. 1 am really confused.. what is your

point of view.. what should be the

medium of instruction in our institutions..
well.. we have really all our examinations
in English.. English has been made a job
requirement for jobs where it is hardly
needed.. i think the sooner we introduce
English the better it is.. but this should

not mean phasing out local languages
from the schools..

i believe English for specific purposes..

i think we should know English for specific
purposes .. there are i think seven types efligénces
.. or seven types of competences in the wartdk.
of them is linguistic competence

hm hm..

but what the hell is going on in Pakistan..
our standard of a person's competence has
become only and only English.. why.. i have
recently come to know that the whole world
wide.. the person's competence is judged on
mathematics but we judge our students

on English.. we consider a student very
competent if he can speak English well..
believe me i am telling you the truth

that i always thought about myself that

i was a very dull student because i

was not good in English..

what do parents want in terms of languages
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59.
60.
61.
62.
63.
64.
65.
66.
67.
68.
69.
70.
71.
72.
73.
74.
75.
76.
77.
78.
79.
80.
81.
82.
83.
84.
85.
86.
87.
88.
89.
90.
91.
92.

Ms S:

Mr.R:

Ms S:

Ms S:

Ms S:

you know the post colonial impact..

the colonial.. we are mentally slaves of
foreign countries.. the English man..

but English man is no more here..

they have gone many years ago.

yes.. they are gone.. but they are

successful [slavish] in their strategies..we

are still in our mind.. i have read

psychology.. we are still there [slavish minfiset
why do we blame them.. it is generally

said that English is imposed on us..

does that mean that we had no share in
negotiating English with them.. does it mean
that we were not conscious human being.. they

came and imposed on it.. i think it is more

of a struggle between classes.. and we accépted

and in the post colonial context.. it is very
naive to blame the colonial language policies
only.. they have long gone.. the white British i
dead.. a lot is going on here between different
social classes.. segments of society.. between
different political interest and ideologies

you are right .. but i think.. yes we are
responsible especially in the present situaifon
Pakistan..

how would you describe the present

situation of Pakistan in terms of languages..

in term of your school experiences..

well.. our children are very confused..

believe me.. one of my friend who is a science
teacher told me that her school aSDinistration
asked her to teach science in English wholly
and solely.. but students do not understand

English.. she can not explain science
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93. in English.. she asks me what she should

94. do now.. and | felt myself blank..what

95. should i tell her..

96. R: hm hm..

97. Ms S:  ihope 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 Englismda
106. 50% English 50% Urdu with Punjabi.. with
107. code switching.. but our school are not.. [tpdh
108. our parents are not.. but they pupils shoutdlsp
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 parent
113. they were in the office.. they did not knowttha
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 thig.bo
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 becausevi s
121. the child speaking comfortably in English wiiis
122. parents but he has acquired other languages
123. R: what is your point here.. i am sorry..

124. MsS:  the pointis that a child who comes from

125. a English speaking environment mixes the laggsia
126. .. then how can we expect from a
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127.
128.
129.
130.
131.
132.
133.
134.
135.
136.
137.
138.
139.
140.
141.
142.
143.
144.
145.
146.
147.
148.
149.
150.
151.
152.
153.
154.
155.
156.
157.
158.
159.
160.

Ms S:

Ms S:

Ms S:

Ms S:

Ms S:

Ms S:

Ms S:

Ms S:

Ms S:

lower middle child.. the environment
matters a lot..

what would you suggest for majority of
children who go to public sector.. would
you recommend that they should be taught
English from day one

they should.. but we should not make

it a medium of instruction.. other subjects
are also important.. if students are comfoetabl
in Urdu.. then they should be taught in Urdu
how about the state of other languages
such as Punjabi.. Sindhi

very pathetic conditions.. we speak
Punjabi fluently at our home

how about in schools..

no way.. how can i.. i am not

supposed to talk even in Urdu..

outside the classroom

no.. obviously not..

if you spoke in your language.. what would
be their reaction

there would be threats to my job.. yowkno
all these..

honestly speaking.. i am not very clear..
you do not know much about English medium
schools policies((surprised))

no.. not much

that is very strange .. their policy ispeear..
what is that very clear..

it is English only.. no other language

but children come from diffident

ethno linguistic background

that is what i say.. if children speak

their home languages in school.. it is
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161.
162.
163.
164.
165.
166.
167.
168.
169.
170.
171.
172.
173.
174.
175.
176.
177.
178.
179.
180.
181.
182.

Extract 53: Interview with Ms. Nasreen, an Englisthguage teacher (SB, 24-7-2011)

Ms S:

Ms S:

Ms N:

Ms N:

very natural .. i have just told you about

that child.. what was the meaning of that
case.. i was trying to tell you that if a

child from a very elite class who has total
English environment or surrounding at

home can mix the languages.. for his
natural expression.. how can we expect
others to speak English..

thank very much indeed for your precious time
would you like to ask something from me
yes.. what should we do.. what should

be our policy

it is not an easy question to answer..

i think we should move towards strengthening
the languages we have.. including English-

i also think the policy matters should be lgcal
decided.. parents.. teachers.. community..
pupils should be involved in the construction
and implementation..

you are right sir.. but everyone wantshis

or daughter to speak in English only.. i do not

understand why.. thank you very much sir..

when we do not speak English.. yesterday

i told you.. that they think we are not educated
.. we are villagers.. if we are not able to
speak English.. we are not able to

participate in extra curricular activities

such as debates..

hm.. hm

so i stress all my students to speak
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10.
11.
12.
13.
14.
15.
16.
18.
19.
20.
21.
22.
23.
24.
25.
26.
27.
28.
29.
30.
31.
31.
32.
33.
34.
35.
36.
37.
38.
39.
40.
41.
42.

Ms N:

Ms N:

Ms N:

Ms N:

Ms N:

English all the time

how do you motivate your students

to speak in English all the time..

when i have time..i tell them to

make request in English.. say sorry..

how to use sentences in daily lives

what do you do when they do not follow
you..

i reply in minglish...

what is that..

it is a mixture of Urdu and

English ..because in our

environment.. mostly Balochis are there..
and they are totally (( with a great emphasis))
uneducated.. their parents.. their ancestors
are totally uneducated but they are willing
that their children (xxx)

what do you mean by uneducated
uneducated means those who never
attended schools..

Balochis have no manner of speaking

.. or behaving with teachers

do they generally know English

no.. no.. even they are not able

to speak Urdu fluently.. one day i was
teaching students at home.. one of the
student spoke a sentence in Balochi.. i
stopped him.. to speak in Balochi here [school]
i tell him now you are in school you are
not allowed to speak in Balochi.. he

said.. miss.. i am Balochi and i can

speak Balochi in class.. at that time he
was in class one and he said that.. [she gakeldd

interesting
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43.
44,
45.
46.
47.
48.
49.
50.
51.
52.
53.
54.
55.
56.
57.
58.
59.
60.
61.
62.
63.
64.
65.
66.

Ms N:

Ms N:

Ms N:

Ms N:

what do you say.. it is training

from his mother to speak Balochi.. this

is the reason due to which i said they are
uneducated

hm.. hm.. how did you deal with him..

i forbade him strictly at that time..

then i called him when other students had left
my home.. i convinced him that you

have to speak.. you have manners if all the
students in the class.. when they are
speaking English or Urdu.. at that

time you will not speak in your mother
tongue..

do you come across such cases in
schools..

in school they do not speak Balochi
language but they sit quite.. they do

not want to participate.. you ask them

to speak to speak (( with emphasis))..
single word they will not answer you..
interesting.. what do you think why they
do not respond..

why they do not ... ((very long pause))

i think because they are Balochi.. they do mataustand

Extract 54: Parent teacher meeting between motheeipoupil in grade 5 at PNEEMS (29-9-2011)

T=Teacher, M=Mother, Ht=Head teacher

Ht

,Qﬂd%{f:{fh{mﬁé_{g:f{.féam ﬂivwfgfow//ﬁiéﬁ(“'):
(...) every pupil does not understand what the teacher says.. it is better that the
child should ask.. but your child never asks anything..

__La)ﬁ‘éfuﬁé;mlf

any problemin understanding Urdu
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Ht

Ht

T T P AU e SN e GBS
62 TtA

no his Urdu was fine.. it isprobably because of examination.. or it is because
of new booksi suppose..by the grace of Allah hewill understand by and by..
- ‘/%J{J@'

how is his English learning going

St Fe Z5 e Tl Sttt BTt P
he under stands English well but he finds problemsin writing.. i have asked
himto speak in English with his teacher

g

good

Extract 55: Interview with Ms. Zubeida, head Miss@rimary section (SB, 3-8-2011)

10.
11.
12.
13.
14.
15.
16.
17.

MsZ:

MsZ:

(...) how school help children

become socialize into school language
environment..

i really want help from you at this

point because i really what to have that
kind of environment in our school..

the problem with me and my staff is

that they are not good at speaking English
hm.. hm

only a few.. [can speak English] i can gieel the
names who are able to speak English..
actually two things work.. if you have some
hesitation then you have to remove it..
may be some teachers have the ability

but they are hesitating.. secondly they

do not know how to speak English..

lets talk about social studies teacher..
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18.
19.
20.
21.
22.
23.
24.
26.
26.
27.
28.
29.
30.
31.
32.
33.
34.
35.
36.
37.
38.
39.
40.
41.
41.
42.
43.
44,
45.
46.
47.
48.
49.
50.

MsZ:

MsZ:

MsZ:

the content matter is written in English..
although the teacher is reading it out..
what happens .. she reads out each line
give line by line meaning.. once the
meaning of key words is given.. they then
move to question and answers .. in the
whole process there is no communication..
no discussion..

what i understand is that

teachers lack competence in English..
that is a major problem.. most

of the students read out the text..they

do not comprehend .. not getting the
meaning from the content.. this is a
major problem..

what is the hiring criteria for teachers as

they are very experienced teachers..

most of the teachers have 20 years worlérgerience]

they are very experienced but from

the day of their appointment till now..
they have not done much.. may be the
school environment is responsible (...) at
least they have to speak in English

so the big challenge is to create the

school environment where everyone speaks Hnglis

it is a problem over here.. although

the school is good.. i can not give you
fancy things.. the reality is that they are
good at memorizing the answers to the
questions.. this is a problem.. this

is a problem.. this should not be done..
they have to understand what is written..
what does it mean.. this is not happening..

do you have English language support



51.
52.
53.
54.
55.
56.
58.
59.
60.
61.
62.
63.
64.
65.
66.
67.

Extract 56: Interview with curriculum and co-curriar coordinator Ms.Nazia at SA (13--7-2011)

1.

2
3.
4

10.
11.
12.
13.
14.
15.
16.

MsZ:

MsZ:

MsZ:

programs for your teachers

we had such programs.. look

learning is not one month process..

you ran such programs..

we did but they did not work..

do you give instructions to your teachers

about language use in the class room

it is the instruction all the time.. when

they come to me they speak in English..

they are not having that kind of conversation

[speaking in English] with students.. they

say students do not understand.. i tell

them it does not matter.. you know

Urdu is forbidden.. no one is allowed

to speak in Urdu

thanks very much indeed..

R:

Ms N:

Ms N:

Ms N:

what do you do to acculturate pupils

into school language practices as i believe
they come from different ethno-linguistic
background

yes.. well.. in our school we have

an unwritten rule that teachers are supposed
to speak in English only.. ah.. other than
Urdu classes..

outside classroom as well..

outside the classroom also.. ah.. when
they go out to canteen.. or for any outdoor
event.. whatever.. teachers are supposed
to speak in English

0.k

it is like unwritten school

language policy..
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17.
18.
19.
20.
21.
22.
23.
24,
25.
26.
27.
28.
29.
30.
31.
32.
33.
34.
35.
36.
37.
38.
39.
40.
41.
42.
43.
44,
45.
46.
47.
48.
49.
50.

Ms N:

Ms N:

Ms N:

who has made this unwritten policy..
have teachers been involved..

not really.. everyone knows it

very well..

what are the ways of implementing
the policy in case of deviations..
well we respond in English only

and there are several children as you

also mentioned who do not come from homes

where English is spoken.. it is tougher for
such children to start speaking in English
.. but the main thing is hesitation.. right..

we try.. there is nothing wrong in making

mistakes.. we correct each other but sometime

we ignore so our pupils develop confidence
i want to know your views on Pakistan
language in education policy..

i strongly believe that English is a

language which is the international language

.. it is the language of the whole world..
and it is very very silly of us if we do not
recognize it or if we do not acknowledge
it.. i think everybody recognizes it but
people have their oven personal interests
.. agendas or goals.. something or the
other to give themselves a leverage.. there
are holding on to Urdu .. Urdu.. Urdu..
well i would not put down Urdu as

well .. it is our national language..

it is our culture and any person who

does not value their own roots.. does

not give the right importance.. really
really suffers.. really you are not a

whole person if you do not realize your
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51.
52.
53.
54.
55.
56.
57.
58.
59.
60.
61.
62.
63.
64.
65.
66.
67.
68.
69.
70.
71.
72.
73.
74.
75.
76.
77.
78.
79.

Ms N:

Ms N:

Ms N:

roots.. but ah.. but ah.. but you

can not.. nobody can say that English
does not have place in the world..
hmhm

as everybody has the right to education
every child has a right to English
education.. in this world.. i

think it very very important..

would you implement language

in education policy of Pakistan in
your school..

((laughs)) no i do not think

s0.. Urdu has its own place but

ah... i think any view high is

looking at making its students.. ah
preparing them for the world not

just Pakistan.. our students go

and study abroad.. if we do not

teach them English we clip their wings
it is suicide .. do you want that

to happen to your kids

do you find problems communicating
with parents

ah many of the kids who come

to our school are from very business
like background and until recently
people of business background and
many of them do not

know English
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Extract 57: Interview with Ms. Andaleeb, vice pripal of secondary section and grade 6 to 8 mathiesnacher at

(SC, 26-7-2011)

1 Mr.R by U Ty

which language do you teach mathematicsin..

2 MsA English and Urdu..

3 Mr.R IS GHT
you do not face any problem

4 Ms A uﬁ/ﬁ?b/..uﬁ;understancf./' ..un@tfuﬁfg' /u;fuﬁ%..&(locality,lﬁf"
U QU s

thereal problemisthelocality.. first i explain children in English.. when they
do not understand it .. then i

explain themin Urdu

5 R SRS AL B sty 2 RS A
isit necessary to teach in English first .. when children do not getitinit..

6 Ms A 2L ST eI o S e SN A (e tiencn
U TN e s

and to to be honest we do not have such rich vacabulary in English we have
to cometo Urdu..
7 R o S At = Gl d L B TP G AL e
LU SS TeSS
have heard about the new language policy in your school which saysthat all
teachers should either learn English.. in six months or look for another job..
8 MsA A

ook thisis not poossible..

9 R ¢
hm..

10 MsA YL U IS E L I e o Ty, &5
e I 2 s Kuse
ST

it islike 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 putsin effort.. he putsin
effort..does not he sir...
1 R e b P TN A
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12

13

14

15

16

17

Ms A

Mr.R

MsA

MsA

children are not threatened to lose their jobs..

2y U

look we have to do such things.. the new policy..

O s GRELgT

do you also make teachers follow
..@4@&%&1%[.Zuf,wuvgwJrﬂgzﬁb&’u/@:fimw%
look in our section there are hardly one or two teachers.. who can speak
English very well..

il S G T

you wish that everyone speaks English very well

s

yes of course

..,//E/.o/.&j

thanks very much for your time..

Extract 58: A pre primary lesson on Urdu Alphab@t" (SB, Ms. Kulsoom, 30-9-2011)

Ms K

Ss [while standing up]

Mr R

Ms K [she goes to pupils desk]

children say good morning
good morning
good morning

sit down..

[pointing towards students note book] where is ychair..

Ms K

Ms K

L sels

put dot here.. three dots..

0.k.. have you done.. very good!
R

mssheisnot telling me howto doit..
2 easy stk S

it isvery easy to make its shape
29l T

now you try

0.k.. yes.. straight.. straight

line.. then.. round and dot
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10

11

12

13

Ss

Ms K:

Ms K

(BLAZENE
thisisflying (( paper were fluttering))
sit down properly.. have you donel!..
- isdotdL Ul

put dot here ..

go and put the pencil in the basket..
lddu”

miscan i drink water..

no.. sit down.. no do not

do this.. straight line and then round..

Extract 59: Debriefing session with Ms. Kulsoonpra-primary teacher at (SB, 30-9-2011)

Ms K

Ms K

Ms K

Ms K

Ms K

it is fine ((looking at the transcription))

i am nervous..

you should not be. which languageuld you prefer for the interview
English

English would you preferfor the interview

while you used a lot of English.. was there any particular reason for that..
teaching the letter

i tried that becausei did not want to show myself at the level of an Urdu
teacher..show myself at the level of an Urdu teachasthe common
perception of Urdu teacher is very.. low

L@ﬁ/..wk)o;/./,‘,‘fw',l/tab“lgffk‘?

s At WS L) T

you wer e saying something about perception of Urdu language teacher
S Qe [e A 1 WISt p S 2w Englists Fa )
et Gt AT e ).t by FO g s eatend Ui
LTS

people compare Urdu language teacher with English.. and they say look sheis
teaching Urdu [ low prestigue] .. people give importance to these things look
sheisteaching English.. [ accord respect] thereforei do not want themto

place mein the category of Urdu teacher
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8 MsK U Gt 21 36 BT I FEm Qe oo S 2
people knowing English as sheisa Urdu teacher she may not know english
.thereforei speak English

9 R b e B Tsbies IE T Ul T AT
do you not think that if you had taught in Urdu it would "&" them how to
writeletter 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 sintlat (SB, 28-11-2011)

F=Father, R=Researcher
F b L L5 2 S i U S AR U B () F
b U2 Tt e 4K 26T & A5 B Lt

| was saying that they have raised the schoolde@a.i asked them the
reason... they said that they were computer chargdthough there are 45
pupils in one class... how is it... posible theytheir turn on computer in a 45
minute class..
YUy

R What did they say...

Jte i TLaCompuIsory",iji

F they said that this was compusory and we had to pay
U
R hm hm...
eGPk TS e e o P
F they keep raising the fee.. i do not understarmiy the fee is twelve hundred a
month...
G Pt NI e Tong
F are they finishing Sindhi language
U
R i really do not know

= s Sl PSS e ey e Nt I S S 0
e BT e Unliloy -t U sl LI T by

F look sir if they stop teaching Sindhi then thoseovaine teaching it will lose
their jobs... if you remove them suddenly what Ww#élthe impact on these

teachers...i want that they continue teaching Silaafiguage...
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61 a)

Values attributed to local languages
and literacy in schools

N
t
u
e
ma
b
e ©
h
r
e
r
° s
f

Principal Parents Support Staff Colleagues
Values of languages

W English ®WUrdu mBoth English & Urdu ™ Local Language ™ Not specified

61b) Parents and teachers language
aspirations

N
t

u
e

m
a

b
c

e
h

r
e
r

o
s

f

Language encouraged at school  Language encouraged outside school Pupils' parents preferred language

Language aspirations

®mEnglish ®mUrdu mEnglish & urdu both ™ Local Language  m Did not specify
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7.2 : Process of Legitimacy Unfolded in daily lifeSchools

Extract 62: An interaction between Mr Ansari, thinpipal of and a student in his office (SC,12@L2)

1 MrA & L e *(enl S = Sy BT L3360
’i}%ft’uﬁ'b@*f.gnﬁ)

(...) ((discussing his promotion with another prirad)p*go and get
the certificate.. how can you get admission like.tlfgo we still
have some time..

S: [silently walks out off the office]

Extract 63: A group of 12 pupils discussing abdates to visit in Karachi for preaching Islam (SdD;9-2011)

1 S1 [all pupils stand in a circles] Cf'ad}’J.,»Lad}’r,?fuflg ;uféﬁéﬂ..égégjg/g..u?&fﬁ | L dﬁ‘f
<2 BELL. St st CRe Lt A GG it 2 1)
WWeslaf L2V B Jggm“wm/ujyf/ugﬁuﬁ‘fwféf P

yesterday it was decided that the teams.. congistifiours and fives.. go to different
directions has been cancelled by the priest .. oy one team [will go]which
means the way we used to go will do now.. fouiverflaces that have come to us..
one is Ranchoor Lane.. and Papoosh..has any osre toeGodra.. where should..

where should we go tomorrow..

2 s2 oLt
Patel para [location in karachi]

3 s1 Gl sz b U ol S LD L b b bestan S
sl b

where should our team go tomorrow..or it brothelesage give your
suggestions..brothers where should we go..brotiveese should we go..
4 s3 SLutll
Pakistan chowk [location in karachi]
5 sl 2stay P du
brother Abdul Aziz where should our
6  s2 ey

team go tomorrow
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7
8 S1
9 S2
10 S1

LA

Racnchoor Lane.. and Papoosh [location in karachi]

LS L) e ) 2 Gbestagd]

only one team is going out.. does any one knowtlg¥aow many boys are willing to
go tomorrow..

Gt U

fifteen boys had their names written

Lyl f . 2565% Lo vdu.Sepestagif

which means only one team is going out.. broheus goggestions are more or less

same.. tomorrow the priest will decide..

,Extract 64: A grade 8 lesson on "Aqid&dith ( SD, Moulana Mati-ur-Rehman 31-9-2011)

i Senzpnler S etz pill dffw/&ag..(f)t b2

268 LGP 52 e 2 S 2 P 2o
T T 2 LS wn S L F 2t Pl e zrecs
5@,/,'&J”5u—_.~.¢u,g/_~,x‘gﬂ..&J”su—_.;au,gfar:g/"((afam%))
"E

please write in the name of Allah the most grasi@and the most merciful.. we
were talking that Prophets have greatness in theoabse of their being as wali
[friend of Allah] and also because of their role Brophet.. which one is more
esteeemed birth or role”.. some Sufies say thaphet's being wali is more
important than claim is without the warrant..thme an invalid claim ..as i
was dictating you..please write ((giving dictafipfthe role of Prophet hood is
greater than being a wali and this is the rightrtfyi..write on ..the next time..
((reading from the book)) "Mussanif Ali Rehma tole as Prophet .. but this
G2 dskdnkr F oy WAz st LN g2 o1

2 T S i 2 sk ke For

said a pious believer will be the one .. he wdlthe friend of Allah .. the
warrant is this verse of Holy Quran

Sk ol o 5”3 s Sor 0 el iy i gl s 5 2 3 vl Y 5 1 e

" s

ST et S e UF S Uk sle Ugnd) !
lon¥L b ETE 2 et Po « & Eatailiects” .2 362 Jo
Wil le fie Ko s oS 60k 63
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oh prophet tell your wives and daughters and muslomen that they cover
their bodies being wali or becoming wali is po$sithrough leading a pious
life.. being wali or becoming wali is possiblerahgh leading a pious life.. but
there are different levels of wali.. some is onhifgher stages of wali and some

on lower.. Musanneef

P Sy o LS L BE LT gl i

PSSl sl 55
Ali " pgs2ly e " that in front of Allah the most respected belieigehe one..
Rehma has said in front of Allah the most respeistéide one who.. (xxx) ((the

remainder lesson goes on with teacher reading diathting from the book))

Extract 65: A grade 6 lesson on Prophet Compani@i3, Mr. Afzal 30-7-2011)

mgean

0.k read now

celne JEIE0000 (2 AE(Z oy et L_UI6))
i onlie sl F AE Lﬁ?xu!u“_;wg;ﬁ% SO
" E et LT B

[pupil gets up with the book in his hand arma the name of allah .. the most merciful and nbesteficient.. (xxx) it is

he reads aloud]

3 S
[reads]
4
5 S
6 S
7 Mr. A [reading, Arabic]
8 Mr. A [translating, urdu]
9 S [reading]

narrated by prophet peace be upon him that wigst the news of
porophet peace be upon him departure.. i did iketit.. i came..out.. and
walked till i reached home..
MBS e (w2 )

one tradition says i reached Qaiser..

ol e L S U I

"and i.. as compared to prophet departure.. i did like my going out"..
Mg oot e BB T

i did not like my going out as compared to prophet.
..uﬂ/?q,é;.,gu:

i follow the religion"..

" ol ot

VP s LIS AL S5 i

i also believe in a religion

UrCnbie Al ot SUAL BT
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10

11

12

Mr A [reading Arabic and translating in

urdu]

S

[repeats]

prophet said that he [Prophet] knew his religionmathan he did [non

believer]..

u.‘.‘””;lay/w&/c E/Q)Q/VUQ(LJ

i told him cohat do you know more about my religion

do you know my religion more than i do..
b wlie Al e 2 T2 1)
do you know my religion more than i do..

[the remainder lesson continous]

Extract 66: Morning Assembly at SA (20 -7-2011)

© © N o g k~ w0 N PE

N N NN R R R R R R R R R R
w N PO © 0o N o g & W DNhdM BB O

ST:

Ss:

St:

Ss:
HT:

((pupils and teacher gather in the
verandah of the building. Pupils stand

in rows facing a platform on which

their sport teacher dressed in pants shirt with
a tie holds a microphone))

((speaking on a microphone)) (xxx)
attention.. stand at ease.. attention..

stand at ease.. now complete silence..

at ease ((pupils respond to the instructions
by changing their standing posture))..
hand by the side.. ready for the

national anthem

((sing national anthem accompanying
the recorded musical played from

the stage))

good morning boys and girls

good morning sir

((walks to the platform and takes the
micro phone)).. um.. it is very important
that you ignored the last few days (xxx) out
here were packets of French fries.. and

i can not imagine why any body would

eat and leave it in the ground.. next

-— Wi{au}z‘cﬁ/([)@/? /’“lf/u.o S et St

429



24.
25.
26.
27.
28.
29.
30.
31.
32.
33.
34.
35.
36.
37.
38.
39.
40.
41.
42.
43.
44.
45.
46.
47.
48.
49.
50.
51.
52.
53.
54.
55.
56.
57.
58.

ST:
Ss:

S1:

S2:

S3:

S4.

S3:

S5

S4.

time | walk out i am going to (xxx) o.k..
also we are off for Eid ((religious festival))
whole week ((ss applause)) very excited
you all have a great Eid.. ah.. have fun..
alright have a wonderful holidays

please sit down.. we have a presentation
((sit and watch the presentation))

((two pupils carry a model of a house

and stand by the platform and presenting
students stand near the stage))

good morning teachers and fellow
students.. today is our presentation about
ownership ((very confident while
addressing the gathering)) look at this
paper house and guess who this house
belongs to.. let see who can guess!

(( a student from the group of presenters

gets onto the stage and takes the microphone))

one sunny morning not very long ago..
a lady went for a walk.. as she strolled
along the cool morning air she suddenly
stopped.. in front of her was a very
beautiful house.. she stood by the
house and suddenly a man stopped and
said (( gets on to the stage))

good morning.. i can see you like

this house

yes.. very much.. beautiful!

i am glad you do because the

house in mine..

((S5 takes the microphone))

i can see you are having a good

look at this house..i can see you are
interested in it

yes..iam
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59.

60
61
62
63
64
65
66
67
67
69
70
71
72
74
74
75
76
77
78
79
80
81
82
83
84
85
86
87
88
89
90
91
92
93

S5:

S6:

S7:

S4:

S7:

S4:

S3:

S4.

S5

S6:

S2:

S6:

pleased! Because it is mine.. ((S6 onto
the stage with microphone))

the lady was bewildered because

two people said that the house was
theirs.. (( S7 onto the stage))

hello.. are you aSDiring the

house

yes i am very much.. i is beautiful

i am glad you are because it is

mine

((addressing S3,S4,S5 and S7)) excuse

me.. are you all relatives .. you all say
the house in yours..

the house is mine because i am the
builder ((gives the microphone to
S4))

the house in mine because i bought
it .. i am the owner

the house is mine because i live

in it.. i am the tenant

now the lady understood that the
builder.. the owner.. the tenant

were all speaking the truth.. all of
them owned the house but in different
ways.. ownership is not only about
things that we buy and possess.. we
share ownership with many people..
the house for teachers and students
is our school.. we all own it but in
different ways (xxx)

if we share our school.. then we
should keep our classes clean and
make it a happy place by saying no
to any form of behavior.. violence

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
929 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, gr&édo10 English language teacher at (SB, 30-10201

1 Ms S .‘Lu@{ "sarcastically'ﬁ.b{!' . lessonEil ((Ln?ﬁj)ﬁ/@/”))

2 Ms S ((examining the transcribed lesson)) sudbadlesson.. sir why have you written
"sarcastically"" in the text

3 Mr R 0.k i will delete it..

4 Ms S no.. no.. itis fine

5 Ms S Un SISt Sl A2 S 2)
((looking at the transcription)) it show that aw speaking throughout the lesson

6 Mr R you taught them English grammar

7 Ms S actually sir .. it was my first class.. | wast sure that students would come and i

was not fully prepared..
8 Mr R you gave definitions of the terms and theasqt 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 .. laare 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 tbgsbn

13 Ms S actually whatever i was saying..that wassnahuch difficult .. i was not using

difficult terms.. students were understanding rii¢hey were not able to

understand then definitely i would use Urdu..
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14

15

16

17
18

19
20
21

22
23
24
25
26
27

Mr R

Ms S

Mr R

Ms S
Mr R

Ms. S
Mr R
Ms S

Mr R
Ms S
Mr R
Ms S
Mr R
Ms S

let me rephrase my question .. i am intekst understanding the reasons for the
use of English only in your class

o.k.. ah.. it is because of school expectatfzarents expectation and pupils
expectation and of course it was an English class

did you notice that there was not much comigation in the class..was it not
because of the language barrier

it was pupils lack of knowledge..actuallytke not practice tense

your school has changed the language pofi&nglish only..did they involve
teachers in the policy making

no way...we were ask to follow

who formulates the language police of theostthen

administration make it.. i am not talking abay head of the school.. the higher
management of the school

do they consult teachers

no..

how are teachers informed or when policyriplemented

our head of the school gets a letter fromtfe&ministrator] and he imposes it
what was the reaction of teachers

definitely they were.. most of the teaclesame worried.. they were under
pressure .. we live in Pakistan where the natitamgjuage is Urdu.. how is it
possible .. it is very terrible for most of us.yhlgeachers] have started looking for

new jobs..

Extract 68: English Language Lesson on TensesadegtO (2-8-2011)

© © N o g & 0 bR

Ay
©

Ms S:

Ss
Ms S:

((speaking to a student outside the class))
Rana Mujahid are you intending to go to class..
why do not you go to the class

which one is it

can not you see.. (...) Rana Mujahid your
number is 26.. right .. ok students.. English
language is the lesson.. right.. and you

know we have the same syllabus which we
studied in class ix.. right.. same tenses.. same

narration.. same voices.. idiomatic expressions
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11.
12.
13.
14.
15.
16.
17.
18.
19.
20.
21.
22.
23.
24.
25.
26.
27.
28.
29.
30.
31.
31.
32.
33.
34.
35.
36.
37.
38.
39.
40.
41.
42.
43.
44.

Ss:

Ms S:

Ss:

Ms S:

Ss:

Ms S:

Ss:

Ms S:
Ms S:
Ms S:

Ss:

Ms S:

Ss:

Ms S:

Ss:

Ms S:

Ss:

Ms S:

.. et cetera.. et cetera.. preposition.. agicle
other things.. which may have find.. now the
first thing that we would study.. that wouldibe
think tenses.. should we .. shall we.. would
you like to study tenses or not.. what would you
like to study first.. this is our first clasae

have to do a subject.. a topic..

direct.. indirect

no way.. we can not start with narration

.. that would come afterwards.. i think .. the
basic is parts of speech.. we are just starting.
let me ask you.. that is a basic .. parts

of speech please.. one by one.. noun

noun.. pronoun.. adverb

no..

words

look at yourself.. you are not able to tell

me eight parts of speech .. how many parts of
speech are there (( laughs))

verb.. adverb..

noun.. pronoun..

adjectives

conjunction

conjunction

interjection.. what else.. what remains

.. preposition is that so.. so.. ok.. we know
what is noun..

noun is the name of person.. thing.. places
name of anything.. what about pronoun
words in place of nouns..

fine.. fine.. what about verb..

action words

action words.. quite right.. quite right..

what about adverbs.. adverb.. adverb.. adverb

(( louder each time)) not a new thing..
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45.
46.
47.
48.
49.
50.
51.
52.
53.
54.
55.
56.
57.
58.
59.
60.
61.
62.
63.
64.
65.
66.
67.
68.
69.
70.
71.
72.
73.
74.
75.
76.
77.
78.
79.

Ss:

Ms S:

Ms S:

Ss:
Mss:

Ss:

Ms S:
Ms S:

he came into the room very quietly..
he came into the room very quietly.. gyietl
is an adverb.. it means.. it defines the verb..

this word defines a verb or an adverb.. what

we are just starting.. let me ask you.. thathasic .. parts of speech..

about adjective.. Shaikh Usama.. please tell me
what is an adjective.. come on .. why do not you
try.. it defines quality of a noun.. what about
conjunction.. what about preposition.. ok.. this
is your homework for today.. right.. the thing
we now come is syllabus.. what is the syllabus..
we have something.. we have tenses..

not everything but revision(...)

and translation as well.. o.k. for today..

we do tenses.. basically .. how much tenses
do you know.. basically what is a tense

.. SOrTy..

time

that is right .. but what is tense..

basically there are three tenses

present

Then”?

past

past

future (( writes on the black board))

we have four kinds of tenses.. present
indefinite.. present progressive.. present
perfect.. present perfect continuous.. what

you have to

do today that is i m giving you a sentence

and everyone is going to use that sentence

in every sort of tense.. right .. every one..
independently .. no one is going to share with
us.. and the sentence is.. let me give you

the sentence.. do you have notebook at the
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80. moment (...) 0.k (( she writes on the black board)

81. now you have to use the sentence in all kindersfes.. you have to put all
82. efforts (...)
83. Ss: future

Extract 69:A group discussion on English Language books with Ms Nasreen, Ms Sadia, Ms. Ambre&#, 2-8-2011)

1. MsA: when i discuss Singapore flag.. children..
2. they have no feelings.. patriotic feelings

3. MsS:  we are studying about Singaporian

4, flag.. but we are thinking about Pakistani

5. flag.. my god..((looks at the ceiling))

6 MsN:  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. MsA:  Singapore

13. MsN:  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. MsA,S

And N yes.. ((all in one voice))

20. MsN:  every chapter is about Singaporian

21. life..

22. Ms S:  culture ((talking about other English laage text book))
23 MsN: i have to teach kids about Trafalgar

24, square.. Hide park

22. MsA: 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 [jshielis]
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25. R: do you think people will buy local authoured
26. book..

27. MsS:  whynot(...)

28. MsA: ithink 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. MsN: ialways change the name..

34. MsS: lastyear.. 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. MsS:  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 MsS: actually.. we have inferiority complex

Extract 70: A lesson grade 12 on Ideology in (SB, Kamal, 25-11-2011)

1. MrK:
2.

3.

4.

5.

6.

7.

8. S:

9. S:
10. MrK:
11.

12.

(...) today we will discuss the

ideology.. the ideology of Pakistan (xxx) we

will first define what ideology is but i will

define with your help.. i will accept

the ideas and concepts you have.. ideology..

0.k (( through gestures asking pupils to
speak out))

set of ideas..

excuse me sir..

set of ideas.. ok.. but there is a

keyword .. i would write the keyword over

here ((picks the chalk and write on the
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13.
14.
15.
16.
17.
18.
19.
20.
21.
22.
23.
24.
25.
26.
27.
28.
29.
30.
31.
32.
33.
34.
35.
36.
37.
38.
39.
40.
41.
42.
43.
44.
45.
46.
47.

MrK:

MrK:

MrK:

MrK:

MrK:

MrK:

S6:

MrK:

MrK:

MrK:

S6:

MrK:

board)) and after writing so many words
i try to compose

the definition for ideology.. 0.k
ideology defines social.. cultural
values

if you want to say.. raise your

right hand .. o.k.

you are right .. there are more than
two key words i will write ((writes on
the board )) "social, cultural and
political"

set of belief of a group

a set of beliefs of a group..

(( writes on the board)) "beliefs

sir.. characteristics of a class or
individual (( speaks very fluently))
characteristics of what

please repeat..

sir characteristics of a class or
individual

characteristics of...

a class or individual
characteristics of a class or
individual

beliefs of a group or community
set of beliefs

of a community or a group

set of beliefs of a community or

a group.. 0.k ((writes on the board))
"beliefs"

set of intellectual principles which are
basis for action

set of intellectual principles...

basis for action

basis for action.. o.k.. this is
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48.
49.
50.
51.
52.
53.
54.
55.
56.
57.
58.
59.
60.
61.
62.
63.
64.
65.
66.
67.
68.
69.
70.
71.
72.
73.
74.
75.
76.
77.
78.

MrK:

S8:

MrK:

MrK:

MrK:

MrK:

perfect.. right
set of ideas

0.k set of ideas

ideology defines people state of mind..

ideology defines people state of
mind.. right.. 0.k.. anything else
common beliefs

0.k anything new.. students just

look at this.. | am putting this mark

in front of every word ((puts numbers
on words on the blackboard)) 0.k
gentleman lets compose the definition
((reads out the students input from the
board)).. one is social.. second is
moral and political

sir religious as well

religious comes under cultural

no sir culture comes under religion
listen to me whether culture is

part of religion or religion is part of
culture.. this discussion is out of the
ambit of our todays discussion.. right..
after defining ideology we can discuss

it.. lets compose the definition of

ideology.. (( dictates from a note book))..

"ideology is the set of ideas or procedures

of some political.. social.. cultural
movement that becomes with the
passage of time the common goal and
objective to some people".. write it

down please ((repeats the definition))
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Appendices 8: Rationale for Legitimizing Particulziscursive Practices in Schools

Extract 71: A grade 12 fixture lesson of Urdu a8 (80-3-2011)

1 Ms T

2

3 S [listening intently]
4 Ms T

5 Ms T

I Ul o el o s P15, 25 (oo St 2
L Uslexamples=s<$ e i b f’ff{apsw',l/d/uﬁf’&): :g)o/...d/ u:'“//

. q:d/nations

i have no such intention (xxx) look.. Dr. Syed Aladius a respected scholar of
our country.. he has put in a lot of efforts ..cheé real hard work for making
Urdu as the medium of instruction.. he has givesultiul examples of different
nations..

L SJESUT EA Utttk £ 1. SIS bs. $JES U

for example he has given the example of Britairitish.. apart from that he

has given the example of France

Lur2 BT WA GUAS = i un A g L LG
u'uﬁ"uﬂuﬁq.&&fﬂuﬁ uig)»c,ul’”ufu"?..&G’Lproducéi/_’z J“Canada”
oErigid Lt U0 stubbor/ G A Stk ALALL U
languagg” W S uriE ﬁzﬁu/..&&%di;ﬁd/ JIFL Lﬁ..uﬁé.b»
(”..L/u://;,guﬁugj@f..;‘.g &Kﬁ’u‘f ?u:"u'f}’_ﬁ’ J!boundriee’zwﬁ..ﬁ
purchase & salesffu‘fuu d/educatiodsf..ZuijzuﬁuW;..'Zufuﬁug)@
et UL L e b7 e e A L1 $eS o §
ST
how French have worked hard to make their langusigeng.. how Englishmen
come out of the impression of French.. i am soreknow that in Canada two
languages are written on every product.. informati® written in English and it
is also written in French.. i will not call Frends stubborn .. though they are a
little rigid in this matter.. they seem to haveocavrwith English.. therefore
Englishmen also said that if we.. if our boundides separate then our
languages should be separate.. we will speak inanguage we will
understand in our language.. we.. which meansahguage of education as
well as the..language of sale and purchase.. alwvitlp literature.. their text in
their own language.. for all this they worked hard.

e I 1znetie (e nund 1 8 S P e e §A uri T

Ly ug’..uf”gg?ddvgz,f_ﬂfé.u:._,’..J:”Z.;u’fsolutionsi.&!,«,fgjfb‘

-4
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and eventually they got rid of French..the thirigé most about this chapter..
is that Dr. Syed Abdullah has offered solutionsumee have talked about it..

now tell me how old is our country

S »lie J-65
»lie JL-65
Ms T DB 2 e\ § e Erin i $e s SN2 period Ll

bl Yle 1S K Lad Ukconstitution. & 2 sl LS IS eS 2 e
Mgt 2 Er &at Ut P ez i 8 (s due
Kgﬂimplemenf..&:zr IS Us sk G’i..implementation&u@;{g wbJ
I $r PSP L s\ bt et d_ise? P32
Lu¥ LT,

it has been a long time.. many generations havevgnap and it is a matter of
great concern.. it is very saddening.. our natiolaaiguage which is Urdu..
though it is written in our constitution.. that grilrdu is the national
language.. at presidential level.. at the levefisters.. in all provincial
constituent assemblies it has been decided that igrthe national language of
Pakistan.. that the medium of our education is UrBut so far it has not been
implemented .. why is it so.. what is missing. lémentation..! which means it
is only in documents but it has not been impleatento this issue Dr.
Abdullah has described beautifully and with engagetm he tells that people
take to streets for inflation

P00t E o P L E IS LS 1 3 wriley. 22 J6ied &
G P ESTTLL w2 A AL s G
Z_ssolution

.. they protest for lack of electricity.. they Bet.. they vandalize state
property.. he says that (xxx) how loyal are weuplanguage .. if british can
put in effort why we can not..this chapter off@@ny solutions to the language
problem.. it is often argued against Urdu thataitks vocabulary.. especially
scientific..

WSty U 12 Fe S Gt ek S5 e
e Vil e QT 3 S U i b2is I S A2
OISR S Studentg st L sy S A G esd T
Lok alertdd St b S bl LS K7 Yo U S
Y1
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10

11

12

the real problem is political .. our two mediumeafucation.. this reflects our
double standard.. some do cambridge education amesappear in local
examination board.. they operate at the provintgakl.. majority study from
these local boards.. the biggest hurdle in implemigon of Urdu medium of
education policy comes from the political

L 151026 Sipractice, . ST G¥6s LIt SE Liug--¢
ey St lelte (ErFe 5y fmateriabl gl e e
éf;”--uf&'i‘{,c— Cambridge % .2 double standardﬂ’,..&(:w(lb'}!/w
Uy st Lt sl Sy e A e

Lu).f .Qf&fﬂfwy/..uf’d/(;uﬁm ﬁ’ﬂ;..u:‘”u?ﬂuf;Wuﬁ‘implementation
2P e 1§ ug,..u’.?“ Kug,..ff EULI.2 Sk, /'guﬂ(:%m;g /

ST B T T G s 1. S UrootsS U KT Ut

NS Ly S NP

interests.. is it possible that some one who asa&ed in London or in
America..he is fully aware of their culture.. theylabus.. their way of living
and when such a person gets back .. since his esetkere.. he will have
problem in understanding the literature of thisdanhe will have problem.. we
have double standards.. hurdle in the implementatidlanguage policy comes
from this English segment of our society..we amggaphically independent
but not mentally.. we take pride in thanking othier English while we have
expression for thanking in Urdu.. we take pridsaying welcome as opposed
to khushamdeed.. this is our inferiority complex..

T G LTI b3 R 39Sy Pl b S B
&L Fod. ¥ double standaed .2 [Tz 1Lt thank yowr J¥1 2P
G IS, & A s P2 Tt welcomel
JEN 2 b EE 1 AU s JeS .o s S
this reflects lack of confidence because weundertteose who speak in Urdu..
agood example of it can be taken by the fact thealsgrs of Urdu are often
label as peela school.. peela school are refercethbse who receive education
from public sector and they are not socially accardespect..

ELbb Ut Flore i IS 2y e IS 22 b, S
ufﬁ/;gr_(i'“::uswm%ﬂ;z;z;m?u%u:u"t...

if we look at our past.. then we will realize thaegt scholars hve studied from

such schools..
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Extract 72: Debriefing session with Ms Tabindaradg 11 and 12 Urdu teacher SB (21-7-2011)

2 Ms T

[talking a long breath]

3 R
4 Ms T
5 R
6 Ms T
7 R

AT U1 e NG S 2T e UL 312 TS T

£

while talking to students you said that we wereggaphically independent but
mentally we were not.. what exactly did you measatp.

S e AQe A AL S 6 Fre E AU SR iy SFT
uw’éﬁw_..uféd. proverwt;/géuiuul{g;/vv..u:”’jé,iggfv!’ Y
LBV N e T EZE I G IS E S S

W

just see around our region&nguages have been restricted to homes.. letsaiake
example we havdeveloped proverbs about languages .. behind allishour
slavish mentally that make us degrade our own lgegu and because of these
things we have so many ethinic violence..

< M SEUIN I gu,u&uuga‘”if g

do you think languages have a role to play in ethiolence
bBAUERSUET] i LA oS Ui Lt S 20
ATt G e il Ao SRS AL (e
B AN L Pt st b AL USSP 1

look people in power create language differences@mthe basis of it they
make people fight with each other.. the historPakistan is replete with ethinic
violance .. leave aside the past.. look at whagigpening now.. thousands of
people have lost their lives on Karchi and victivere speakers of either
Pushto or Urdu..

Uoss e il e eI AT b S S5 EI T
e Fed sLdUE LabbBiUu St Uil et
‘L

you are absolutely right in saying that based difedices in languages people
are made to kill each other.. but i also thinkltlehind all these ethnic issues is
the struggle for power and perhaps the most imputtiactor is poverty
WA

there is no doubt about it

SESRL E Al e BT

i feel you are against the use of English
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10

11

12

Ms T

Ms T

Ms T

DPF S St B P U e b f 2 e el S8 F
Ul 2 034 1.2 3 6 Tl s ez P S

there is no denying of the importance of Englibbit.as long we do not
change our higher education.. i think it is like ttiifference between earth and
sky.. . this much difference exists.

dé

hm.. hm..

AL U G J8Jind o)y £ o152 classesi el

Lol 2 CrL L Ui ed gL S )k g2 K Sfactor
U s LISy A el b L& IS Lot s
IPE NS T

look we have different social classes.. the cldsalers..upper middle class..
lower middle class.. in the formation of all thedasses Inaguages is one important
factor.. rulers and upper middle cland their children to institutions that endow
them with powerful languages whereas majority Bhkistani children can only
dream about learning these languages.. l&miglish is a foreign language and we
call it the language of rulers..

WP LT A e AL B oLl s gl T

on dual medium of instruction in Pakistan.. magk your position.

S e 2 bt Jik i 2 feelings Ml nendS oy e

LSy S Pl ;UC'JJu}f ‘—_u,,;guu..&("’uug;uy.yg.. C)../categorize
Pl 2o 5L 5 sk AT S0 Ius\s It AL S
..J?@/@"/j/&v Q/;zfv}..&é‘”‘zﬁ..&f‘z anxiety U2 (2 panict
having dual medium of education is not a probl&sali.. but the change of
attitude is a big problem.. to categorize.. peapiethe basis of it.. making
distinction among people based on language is reer®us a problem.. these
things affect the lives of children.. few people educated to govern and
majority to serve them.. most of these differeatesreated through medium
of instruction in education .. as a result thergiswing frustration in the
society .. the anxiety rise.. disharmony grow.nttiese tings surface at
societal level.

?..J?&”{;c}ﬂdgglanguage in educatioﬁyw/g.;l'

how do you see the current language in educatidicypof Pakistan?
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13

Ms T

u"{.,zul{g;/w..ufz_/awﬁugi@u & head of state{uﬂfu’g/..qﬂf.’,l'
SAT S e aslesl 2presidents Ul e (Pl LSy AP
U1l head of the statée (s $ Ttz 2 68 e €20l J2
2/0ks.. 2 JXEnglistuL-61/L-»Z B public servicelenikdl 1. 62 T L
zg/éjf&((w;/:A)u"{u’gg,?..&uﬁEnglish/g{g/g@,!'civil servic%uf({(
Py e Sy BV A S oy T2 (N2 2. 58
L e LuF e e S5 A

just note.. the language of the head of the switéiferent countries.. they
usually use the language of people .. but withhirggs are different .. the
president of the country rarely deliver his speacineUrdu.. sothe dilemma is..
the head of the state devalues the national languaghen an ordinary citizen
see all this..what he will understand.. apart frtns.. all our public service
examinations are in English.. therefore the curdanguage in education
policy is there to reinforce the language differeaceong people.. look at the
language capacity of those who rule us.. whethiee iPervaiz Musharraf or
Shaukat Aziz or Benazir Bhutoo.. they all are tlwelpct of English education

and they get their children educated abroad..

Extract 73: Interview with Ms Zakia who teachesipublic sector school and in (SB, 3-8-2011)

© © N o g > w DdPE

T~ T S R SR T
o &~ w b P O

MsZ:

MsZ:

MsZ:

MsZ:

when i went to university i realized

the missing link in me.. i did not understand
lectures delivered in English and had

to write all examinations in it.. [English]
what did you do then..

i got admission in Pakistan American
culture centre and worked very hard.. after
so many hurdles.. i was able to study for five
years at the university..

hm hm..

then God gave me job..

now you teach for both public and

private sector schools.. what subject do yochtea
English in both the schools to students

of grade 8 to 10..
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17.
18.
19.
20.
21.
22.
23.
24.
25.
26.
27.
28.
29.
30.
31.
32.
33.
34.
35.
36.
37.
38.
39.
40.
41.
42.
43.
44.
45.
46.
47.
48.
49.
50.

R:

MsZ:

MsZ:

MsZ:

MsZ:

MsZ:

MsZ:

MsZ:

interesting .. how do you compare both
the schools in terms of language use..
actually there is a big gap.. between

two institutions .. i am polishing myself
here [SB] but there [SC]

actually students are coming from rural
area.. my school is in rural area.. it is
very far from here.. you can say it is a village
.. the students are mostly Sindhi

or Baloochi families.. their parents do

not to send them to school.. especially
female..

my interest is in knowing the everyday
language practices in both the schools you
teach in..

in that institution [ SC] it is very

difficult for them to understand..

but the government has recently changed
the policy.. now they have introduced
English from grade one..

yes.. but you know ... our

system is working as it was..

do you see it is a good policy..

actually (( thinks hard)) teachers are

not competent.. they do not have command
on it.. [English]

are you saying it is not practical..

it is not.. i am talking about my

school [SC]

it is purely an Urdu medium school..

no.. it is a Sindhi medium school..

Sindhi is spoken in the school..

most of the teachers are Sindhi..

only we two are from Urdu.. [background]

are the course books in Sindhi..
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72.
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80.
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82.
83.
84.
85.

MsZ:

MsZ:

MsZ:

MsZ:

MsZ:

MsZ:

MsZ:

yes.. all the material in Sindhi..

and most of the village schools are Sindhi
medium school..

how would you describe the policy of

this school .. [SB]

now the policy has changed.. after this
new management.. before if you were talking
to students in Urdu.. it was upto you.. but
now they strictly told us.. speak English in the
class.. outside the class.. with staff..
colleagues.. use English every time

you think it is practical..

i do not think so..

is it true that all parents want their

kids to master English only..

because they know when children got
higher education.. they would get good jobs..
that is the reason..

what do you see the life chances of

your public sector students..

my school is a middle school six to

eight.. after completing 8 class.. they are
married.. few students continue their
education

your students study in Sindhi medium

from class one to eight .. when they appear
in grade 10 examination... do they get
examination papers in Sindhi..

no no.. no.. no.. they have

examination in Urdu..

how do they cope with it..

actually that is a problem.. that is

why they fail different subjects.. but if

they passed 10.. in class Xl and XII..

they feel a lot of problem
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MsZ:

MsZ:

MsZ:

MsZ:

MsZ:

because onward class ten.. the
medium shifts to English and Urdu..
ohyes..

also at university they have to

write in either English or Urdu..

yes..

so we teach them in Sindhi from

class one to eight.. and then we..

then if they want higher education

they have to change their language
you think it is a good policy

no.. itis not..

what should it be..[should not be]
Sindhi language is not a must.. it is [dddwe]
optional.. compulsory should be English
medium but before it you must train
yourteachers

thanks very much..

Extract 75: Interview with Mr Sajid who teaches Umahd English languages to grade 10 at (SC.17-3-p01

Mr S

.Zq/ugz,/’/zﬁfuig;u’,uKu,j'%u,?,!’..@Luguﬁ;dzﬁm.’,f(.o)

(...) you teach both English and Urdu.. how would gescribe the attitude of
your students toward these languages..

..LL..;’%D}LL native Ianguaged/ul,»;..ugstrang@)»dz/ﬁubuiiéf:{f
JnJimposei.ﬂfw..%ngféguigJ U s/6 student6(e ez )14y
g/‘b»;/hu!..u;?;@;:ééu! ..«—»//medium of instructiogul{gfu:i/..ug
?%ﬁ}gjj&/dvpiugj..uﬂsociety_/!n..ui‘culturmm..uﬁroutineui‘..u}uf

e T Gl g 2 e

for the city of Quetta both Urdu and English ararsge languages.. the native
language here is Pushto.. therefore ((with emp})akis students approach both
languages as outsiders..it is as if we have imptisesk on them.. because the
medium of instruction here is Urdu.. and childrerow Pushto.. in our society
everyday..as a routine.. in our culture.. in owiety.. the language we use is

also Pushto.. Urdu is used as little as is English.
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10

Mr S

Mr S

Mr S

Mr S

.dztau.‘igfb»?dz/ﬁ..g.,lgtnmulti Iinguab(ué/..ﬁufvt’g
do you not believe.. that children should be mulgibal.. asitis itis English

that is everywhere in society..

1) < Englishubiofficial £5..,#L J& g Flocd Aok £ . bdnF

7R

(nzmDebbl s e & g bl pSy Feased .
Jméi,/?ul{z ..’/ng&nimportant;upEninsh.funmgL'/;’;uf.. ujéufm‘z/

e Sy A B3 s

absolutely it should be.. but here again the problare unique.. for example..
because the official language is English thereffourts.. cases are
documented in English.. the result is that regaydhneir cases ((with
emphasis)) people are unable to read documentsiiegaheir court
proceedings.. i want to say.. English should bgoirtant there.. where it is
really needed.. unnecessarily it has been imposes o

.fdﬁdz/ﬁuﬁ job requirement{"

was English a job requirement for your current job.

.“LQJ/KJ&U': job requiremenli(ﬂi.(Z ../‘Lgﬁd,lf/..fg)gg

absolutely it was.. this is the real problem.. hage made it a job requirement..
S LT

do you think all this is political..

5Lﬂ..£&%@45ﬂu..£éb{u systemz #..& British colony.,gﬂﬁg

ce el S| lgygf

because we were a British colony.. therefore whaateystem they left behind..
we continued without change..we never thought..twharequirements are..
AL il ST 2 b LS U e L g A
..L/u:“fm

if we were to ask the children and their parentisat which language would
they like to learn.. i believe that most of thentl ehoose English and Urdu..
...w%/&wfuig)u'(ﬁ+f@}&/>Ksysterwfg)df+,ﬁ ug“‘clgLa?u:ﬁ/u
b bl Wy o §T¥2 . € English phobiald
..ﬁé&@fffﬂ..@Tﬂfﬁ;gﬁ:’ ..Q;d;l’;bg,/.?,m..%K%u,standarwﬁ
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11

12

13

14

15

Mr S

Mr S

why do they want to learn.. because they the pmolidethat these languages
have been made part of the system.. we have imbeed languages on
ourselves.. as a people we suffer from an Englialaise.. whoever knows
English.. he is considered literate.. this has becthe standard in the country..
even if you are a wise person.. and you do notkanglish.. people will
consider you illiterate..

.ugd/impos@fg),';uﬁd/

who are the people who have imposed these languages

N, u.?}colony .ﬁf&ﬂﬁu@dfﬁ}/}'ﬁbﬁ%éé%k d/fkafreedom'_(?..,e
SEEn Edlass?) AGmE AL i L. SIS L
J’w’/}..éu’/@.muéu{..u‘“é,u/mpwuté.uuf e B E S J“é’
g ’g.@mﬂﬁf ,l:pr..Lclasvwﬁu:@u’..z.l'dzﬁf Gebwn . Lo S
=Ny

when we achieved freedom or lets put it this wagmwafter the first and
second world wars.. they could no longer maintaedolony.. we got
independence..after their departure.. actuallyndpthieir rule..there emerged
such a class.. which regarded English as the panaad| ills.. perhaps it was
the need of that time.. because they ruled ugeta job.. it must have been
necessary to know English.. after the departurfetti@colonizers)) this class of
people.. thought of ways to maintain their rulerabe people..

lets come back to language-in-education polidyakistan.. what should it
be..policy of Pakistan.. what should it be?

/5’..Uﬁb’ng££}r’5ugu: ..unﬁﬁuggf“'%!/(uﬁ..uf? educationist:ze U
uﬁ‘gﬁ..un@,gi'uﬁawi..Latﬁamedicind/mif/'ﬁ < ..(i;average[?undfrb.g
Y ..Lgy?wjig/:u/ﬁ ((wi’u!u"{/ﬁ))..u;ﬂ:ﬁmguﬁ}uﬁﬁ..éaleaﬂet.«g
et

it is not that i am a great educationist.. butri share my experiences.. when i
go to a doctor..and i am an ordinary citizen witheerage education.. the
doctor writes me a prescription.. and i buy the igied.. which comes with a
leaflet..

((which i can not read)).. if this leaflet has b&ept for me.. then i should be
able to understand it..

&

yes
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16 MrS ééuﬁ ..u»‘;lpgac}’étfw&..@uﬁ’luiﬁWu'teacher.. Jgg/hfgd.b‘
..%.l‘gdw"/?narration.uﬁszEnglish structure 9th @ngactive passivé
z..[}l'uﬁ}basic readingiéugu;usgé/;'uﬁ ..Ladbgparagraph Writing.ié
JEY Zee UFIT By b bu-s oty S52d a2l § Fi
the problem is that we do not have.. teachers veve the required expertise..
who can teach the course properly..in class 9 ¢ hateach active passive
voice.. i have to teach English structure.. i stdig teaching narration.. i have
to teach them paragraph writing.. how do i tea@s¢hwhen the child does not
know basic reading.. he who cannot string togeimglish alphabets to form a

word..who cannot join b-u-s to make a word..how yam teach him all these

things..

17 R e eSS T
are you talking about a specific child..

18 MrS ALTAGHLIE1% e 60599%. < Jo & majority. i P
..uga‘f/reading

not at all.. the majority are like this.. 99 percehthe students are like this..only

1 percent of children in grade 9 and 10 can matagead a little..

Extract 76: Interview with Bilal, Jamil and Khayyastudents of grade 10 (SC, 18-5-2011)

1 R ¢ e ol S AT
which language do you speak at home..?
2 s =
Pushto..
3 R S
and in school..
4 B 2 Pt . e = AT
you know that we.. in school we speak Urdu andiBngl
5 R AT e S gl AL,
do you speak Urdu everywhere in school.. outsidekiissrooms.. in the
canteen..
6 S D AFA
then we speak Pushto..
7 R b S e bl T g 2R AT

what happens when you speak Pushto in the classroom
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10

11

12

13

14

15

16

17

18

19

20

21

he [teacher] will not feel good..

L/J/ij!du{

why do they not feel good..

FUNL gt Hf Szl

they want that.. we speak either Urdu or English..
+l?lgui‘uL“fg;/Vo}..+;;/finternational Ianguagé;fl“/’/g..La»ﬂugfduwc)t‘fg
..&/..Lao)fuﬁ;udgﬁugfu’{ﬁ{‘ﬁ..

the mother tongue of Pakistan is Urdu.. the intéoreal language of Pakistan

is Urdu.. it is spoken in all of Pakistan..

whatever may be the language of the people hemtmespeak it.. sir..

S BT

is it not difficult for you..

PRI

sir we find it extremely difficult..

Ve b5 e Ui SUF

the graffiti on your school walls speak of baloetdgushtoon liberation..
what is all this about..

e brstudent KLl I w3 L Sl Gk

the Baloch have made their own nation.. and the Rushhave theirs.. they
have their own students..

SR

in your school too..

GERIFE

yes sir.. in our school too..
..La?L“/meetingf;g:_JP!A’L;L“TLJ./;Ubé/gu!}u?jédb«&?

last year Pushtoon party workers would come to sthweery Friday and hold
meetings outside the school premises..
.+Q)/J’u@55?n%Jﬁ&;‘}”!uﬁ:/’..ftaﬁéj.w..u@u/

sir those people.. they come here because..

if the Pushtoon student has a problem then thqy $ae it..

w2 UL IF

which language do you want to learn..

English..
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22

23

24

25

26

27

28

29

30

31

32

33

34

35

36

37

38

o

why..

..Zuj/lmg.f;’(»‘a international Ianguags%'if;;/

sir because English is an international languages.want to go abroad..
et e g AU S

these days even the cell phone is in English thgoter too is in English..
have you all learnt English..

&

yes sir..

.:-uhf

where did you learn it..
..Lgtnuﬁgf@idfﬁgup..clanguage centre

from a language centre.. there lessons are taugHriglish..
-q—&letjlﬂ‘/,f%fu:’i’f

but you are taught English..[in school]
[‘ﬂ?']..&Tgfﬁ)ﬁ/jgmbg/(anbf)

((smiling)) sir here our teachers do not know Esigli

e Snfep$lS

is Urdu also very important..

.+u@fu’§

it is our national language..

b internationalﬁ/ut“/gd/

sir it is the international language of Pakistan..
A O

learning Urdu is not as important.. as is English..
..‘at'!'/b,/?u//

sir everyone knows Urdu..
..9?3}17:@/..96@(!/)2@0&&

all the people who live in Pakistan.. all know Urdu
uj%;kw?fé’fég/»gdg¢;f!{f6u.uﬁf

you all have learnt English privately.. do otheildren also want to learn
English..

el FIL

the entire school wants to learn it sir..
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39

40

41

42

43

< bt F75%e 100
out of a hundred 75% want to learn English..

A Sl LR
how did you all fit in with the Urdu speaking milief your school..
SFen BolE ST RAA SARIFS UL G e JFIRIRL
488
sir initially i used to run away from school.. bes in school i would.. not
understand anything.. the teacher used to beatsaeere constraints were
imposed..

.éLtg?,g’u:/ugLL‘«,édﬁfL@(»/
sir we too used to hide in market place near thoet.
..‘ng‘:;/fLﬂq‘..LLdZ/Loﬂfuﬁfy

sir we were caned often.. only then did we learduJr

Extract 77: Interview with Mr Shah, a father andaateen worker of a grade 7 pupil at (SC, 20-5-2011

1

R

Mr S

Mr S

Mr S

Mr S

e stecanteeqly o it 2 g EUFIIE LT ()

(...) your children study in this school and you warkhe canteen..
&

yes..

Ry

what language do you speak at home..

WERN YL

we speak Pushto at home..
..‘L&I:é}ugji_ufugz_/ﬁfuﬁupu;f..ufcanteea; Uil

here in the canteen.. which language do you utsdkao the children my
observation is that you mostly use Pushto..

LI RAL U (nz ey i I3

the children speak in Pushto ((after thinking favldle)).. but i speak in Urdu
with the children..

e .

why.. the majority of the children are Pushto spesk
el A e o A el

that is the reason... buti... there are Pathan chilbeze... but i speak in Urdu..

SO I U bl Ut
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i want to know why do you do it..

10 Mrs EE e St EJE
sir.. in school there should be Urdu.. all thddrein understand it..
11 R WU uIT
which languages would you prefer..
12 Mr S ..g.,lg&nf@’
there should be English..
13 R e WM g L
but you have put your children in an Urdu mediumosd..
14 Mrs /‘{fim..y’mg;d{uﬂ.uﬁ LZUSUEEnglish mediuni £ /2 = 1
AT Ul

earlier i had admitted my child to an English medlischool.. but they.. the fees
was raised.. that is why i brought him here..

Extract 78: Interview with Mr Zahir, father of aagte 7 student at (SC, 20-5-2011)

1 R by I Uyl e oyt la I T ()

(...) your son studies in grade seven..

has he always been in a government school..
2 Mz Gt d et

i had first admitted him to a private school..
3 R Bty

was that an English medium school..
4 Mz Qeren Al ufiof G

yes.. but then they raised the fee greatly..
5 R Jedsorisin s

which language is spoken in your home..

6 Mr Z R
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11

12

13

14

15

16

Mr Z

Mr Z

Mr Z

Mr Z

Mr Z

Pushto

WSS ST RAy F

do you want your children to know many languages..
who would not want it..

e LTS 2 b e ol T

which languages do you want your children to learn.
.d}'/.‘?fé‘tf@’fw'

Urdu English Pushto and Brahvi..
.+rwg,,/uﬁqf..utd,¢'/f

but in school.. only Urdu and English are taught..
.zﬁi/u!‘amustﬁu

that is a must for them..

=L A A

how do you view the English language..
WAL AL T U e Sk ST e GH

every person should know it.. because it is thel mé¢he hour.. this is why i had

admitted my son in a private school..

bo LS 7.2 bls) English mediunUF1e457
if all government schools were to switch to Englisédium.. how would it be..
..LLL}‘/):{tﬁg’d'{/f’u;’:l&{uf..LLJZ/;/’/WKGT..Lau':gﬂu/liu;&]c,?/..g%/ﬁ(oﬂ

it would be great.. this would be profitable faaday's weapon is English.. i think

learning English is a necessity these days..
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Extract 79: Interview with Ms AineArfin ,Principé6A, 18-7-2011)

© © N o g k~ w0 N PE

W W oW W W N N NDNNDNDNDNDNNDNDIERRP P R RB R R R Ry
2 ® B p S © ® N 0 F ®NE O O ® N O O MNP O

R:

Ms AA:

Ms AA:

Ms AA:

Ms AA:

the language in education policy says

that Urdu is the medium of instruction and
now English is introduced from grade one..
what do you think are the consequences of
such a policy on the lives of majority

of Pakistani children who study in public
sector school..

you see..as far as policy is

concerned.. i feel in a culture such as

ours which ismultilingual..the previous
policy when we began to teach English in
sub grade.. li did not have problem with
that [introducing English from grade six]
because i have seen in many countries
which are non English speaking..introduce
English much much later!

right

so even in Pakistan.. if we introduce

in class six and we are talking about...
public sector schools

if taught properly.. if teachers are train

for that .. then it is perfectly alright! Wheawy
introduce from class one.. we have to take
a bigger picture ! how many teachers do
we have with English language teachers
[implying shortage of competent English]
language teachers in the country] you
need quadruple number of teachers from your
pool of existing pool of English language teash
you mean it is not very realistic

Is itl.. so where is mass illiteracy

if we did a good job teaching the children
proper Urdu in the scenario of bilingual

aspect there also [means local languages
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40.
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48.
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53.
54.
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56.
57.
58.
59.
60.
61.
62.
63.
64.
65.
66.
67.
68.
69.

Ms AA:

Ms AA:

MsA:

+ Urdu as national language] in Sindh..
[province]

Sindhi and Urdu.. in Pukhtoonkhuwa [provincekPto
and Urdu.. you do a good job if you can it til
grade five and start English at class six..
train the teachers who teach them!

the early introduction of English is justified
on the basis of gap between the rich and the
poor

you see that is kind of fudging the issue

.. the gap is not because of that.. the gaptis
for sure not because of that! We had government
school in the past and they have turned out
real scholars..leaders and so on..

hm..hm

because the level of those schools were
fantastic.. the real problem is that Urdu has
not been developed probably ..the

problem is that books have not been
translated in Urdu probably.. we are

talking about knowledge ! we are not

talking about only knowledge ...if you

taught science very well in Urdu! If you
taught history and geography very well in
Urdu..at least the knowledge base in the
same [ means transfer of knowledge base is the
one language ] to another the confusion
there is [government ] they are confusing
English language as being educated..it

is not it!

hmhm

you may be educated without knowing

a word of English...look at Iran..look

at Germany.. take an example of Iran

because they are developing so much..
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71.
72.
73.
74.
75.
76.
77.
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79.
80.
81.
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85.
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89.
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91.
92.
93.
94.
95.
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97.
98.
99.

100.
101.
102.
103.
104.

MS AA:

Mr AA:

constant translation..everything is being
translated[in Iran] ..in Pakistan if you

want to get books for children.. for

the library..there is not decent enough
collection to put in library ..so: feel

teaching English language is not the main
reason why or why not the government school
is considered good or not! It is about
standard ((puts a great deal of emphasis))
that is my personal opinion

yeah..yeah..i appreciate it..talking about

your school how do you see the language
practices..what | have observed is that
teachers talk to each other in English ..siyila
teacher student communication takes place
in English only..what do you see as the
consequences of such practices on the lives of
pupils.

ah..we are an English medium

school..we hate to be called elitist school..
however (( smiles)) unfortunately the kind of..
we find ourselves constantly falling into

that category ..however ...we..when children
come to they are two and a half and

parents expect that they should learn how

to speak English fluently in the next three vetek
Ah..when i was at the primary level

Because i started off as a primary teacher
hm.. hm..

subsequently primary school head..

i had a bit of problem with that also.. i am
sure you know even in England they make
sure that there is a first language speaker

in every school because when a Bengali

speaking child or where Urdu speaking
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106.
107.
108.
109.
110.
111.
112.
113.
114.
115.
116.
117.
118.
119.
120.
121.
122.
123.
124,
125.
126.
127.
128.
129.
130.
131.
132.
133.
134.
135.
136.
137.
138.
139.

MsAA:

MsAA:

MsAA:

MsAA:

or Punjabi speaking .. they make sure they
have a first language speaker there because
studies have shown that if the first language
does not develop properly ..the second language
will never develop!

right.. right
so in our context .. in English

medium schools of Pakistan .. what we

are doing is ..we are .. because we

in English medium school all

subjects are taught in English and because
of the expectations of parents also (xxx)

so in the primary school as i was saying..
children come to us and | would say to the
teachers that if children speak to you in
Urdu.. please reply to them in Urdu

would you!
yes! A am telling you very candidly

it is very unheard these days in

school such as yours
yes..yes..i said ((to teachers))
you must reply to them in Urdu because that
is where their comfort zone is!.. comfort
level is..they are two and a half.. their
language has not developed yet..even
their Urdu..can we just please hold our houses
to English

yeah ..yea..

if the child is comfortable in Urdu..
just speak in Urdu and have proper
conversation and do not insist(( she

is referring to teachers))l will only reply

if you rephrase and ask it in English.. that

is unfair.. but there were many instances

where parents have come and complained((
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140.
141.
142.
143.
144.
145.
146.
147.
148.
149.
150.
151.
152.
153.
154.
155.
156.
157.
158.
159.
160.
161.
162.
163.
164.
165.
166.
167.
168.
169.
170.
171.
172.
173.
174.

Mr AA:

MsAA:

Ms AA:

Ms AA:

quoting parents)) "you know my child has
been in school for almost three weeks and
has not started English.. in fact he has
regressed because in the pre school he
was spoken to only in English" (( laughs))
and "Lo and behold..god forbid

the teacher is speaking in Urdu"

very interesting

and there | would explain to there

that] you know(( referring to her conversation

with the parents))it is alright ..let their

first language develop..let their comfort
level develop .. they have got the rest daf the
lives for English

yeah.. yeah.. some people call it English
fever.. you think we also have that fever
yeah.. of course and that is where

the misconception comes that English is
education .. English is not education! You
know (( very fluently)) science and maths
and geography.. everything is education..
yeah..yeah..

does not matter what language you study
itin..

unfortunately that is the under

perception on English in our society..

you know why.. this is my personal

view (( seem to be deep in

Thought... reflective stance)) but i always
feel that if you look at education for
example fifty years back or seventy

years back or | look at my father for
example ..he came.. he was born in a
village in KPK(province) where he did

not hear they word of any language

461



175.
176.
177.
178.
179.
180.
181.
182.
183.
184.
185.
186.
187.
188.
189.
190.
191.
192.
193.
194.
195.
196.
197.
198.
199.
200.
201.
202.
203.
204.
205.
206.
207.
208.
2009.

Ms AA:

Ms AA:

MrR:

Ms AA:

MsAA:

except for Pushtofor..at least perhaps

he was twelve years old

hm.. hm.

then he moved to Peshawar [province edpit
went to Islamia college.. Aligarh

and so on..i am sure English must have
come far later.. | think his father did

not speak a word of English..his father

did not even speak a word of Urdu
hm..hm..

0.k..keeping in mind that those

were the pre partition days [united
subcontinent] British influences and

soon

hm..hm

am thinking about the language
development of human mind! There was
this man and all from his generation
whether Pushto..Punjabi or whatever .. they
went on to learn excellent English! Excellent
Urdu! In which they were able to enjoy
poetry..

right.. hm..

of two languages together [imply English
and Urdu] where they were able to lead a
very rich professional lives! Whether it be

legal or judicial or bureaucratic or army

or whatever...how did they learn those languages

and so well.. right.. i know that i came
from a bilingual background .. because
by the time i was born my father spoke
Pushto and English and Urdu..my mother
also spoke Pushto and English and Urdu
but she was born into only English and

Urdu (( refers to her mother home languages))
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MsAA:

Mr AA:

MsAA:

MsAA:

and then she learnt Pushto after she got
married to my father and by the time |
was born.. she was pretty fluent in
Pushto..
Right
i do not remember speaking in
English till | was teen..you know ..i
heard it around me..my brothers and
sisters spoke it..iwould speak Pushto..
then | learnt some Urdu and then i
learnt English..so i am thinking that is
what was it about that was very faulty..
that taught us so many languages..now
i see in our school scenario.. our
children are learning English at the expense
of Urdu..
and other local languages as well
other local languages are non
existent in an English medium school..
if our children are coming from a Sindhi backgrd
they speak Sindhi.. of course they do not know
now to read and write but not that
much of speaking
hm..hm..
Urdu minimum.. the only language
they end up learning is only English and even
that is not quite [standard] and | think
we need to reflect on these things..
what is happening in the under
society in terms of languages..when
you Come across parents..
Urdu is not being taken seriously..
Urdu is inconstant problem (( low prestige)
when we talk to Urdu teachers for projects..

li ask them to make their classes print
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MsAA:

rich ((displaying Urdu or thography)) .. it is
so difficult !to get things that have Urdu
written on them.. right..even the packet

of shan masala [packet of spices] .. there

are fewer fewer things that have Urdu

print on it..we ask children to accompany
parents shopping grocery and find out

such things.. look at the billboards

they are all in roman English [writing Urdu
with English alphabets] ah..as far as the
script is concerned.. that is becoming sort
of extinct (...) when we asked children in the
past' why Urdu is important” and they say
because we have to communicate with our

servants.. so Urdu has been degraded

from the language of learned to the language

of servants.. it has been devoted to the
fact that how else we are going speak to
our chowkidar (gate keeper) how else we
hm..hm..

and then.. you know when a child

begins to speak..the parents begin to speak
to them in English even though it sound
unnatural because the grandparents are
still more comfortable with Urdu and the
parents and grand parents are speaking

in Urdu and many a times i have observed
when i am outside in a shop.. i hear
parents talking to their child..it is

almost as if they are speaking to...

a little animal that they are trying to

train (( laughs)) "no.. no.. do not"

you know monosyllable (( language)) the
whole conversation is not taking place

very interesting observations..
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Ms AA:

Ms AA:

Ms AA:

and when we have concerts (( school es)gnt
if you listen to the way they sing in English
and you listen to the way they sing in Urdu
..the Urdu song has its life of its own..

i do not knowhow that happen! i need to
study.. when they are doing drama in Urdu
they are so comfortable in it even though
they speak English all the time.. when
they are singing in Urdu they are so
comfortable and in English you know

the intonation.. there is some thing not
quite there..

perhaps it comes later when they reach
middle and high school but in primary
level they are comfortable in Urdu..it

just goes to show.. of course we

must teach them English and we are
teaching them English ..but the

comfort level is there [Urdul]..

hm.. hm

we had a first grade child who

told his teacher ..you know .. by first
grade..and putting pressure ((mimicking))
English language teacher )) "oh could you
say that in English again.. but now we

say that in English.. oh that is very

well said but can you say it in English”

so there is one child turned around

and said "Ms but my brain is in

Urdu" (( laughs))

((laughs))

how profound coming it from a

six year old..sometime children make us
feel we are such fools

as a mother how do you address the
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316.

317. MsAA:

318.
319.
320.
321.
322.
323.
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325.
326.
327.
328.
329. R:
330.

331. MsAA:

332.
333.
334.
335.
336.
337.
338.

problem of languages ..which languages would
you prefer for them.

i wanted my children to master all

three languages which was Urdu English
and Pushto .. they ended up learning
English very well.. boys went to college in
England and their English is as good as
any first language speaker.. and that

was for sure a wonderful advantage ..

so there is no arSCent about that.. we

are producing students with a level of
English which make them go to universitiesirst
English languages speaking countries like
England and America

yeah..yeah..so boys learnt Urdu and

Pushto as well

they learnt Urdu because that is the
language their father spoke but my daughter
is a bit shy speaking in Urdu because

she is shy of making mistakes in

Urdu and people picking on her..so

she is a bit of (English) and

she is constantly telling me why did you

not teach me Pushto (laughs)

Extract 80: Interview with Ms. Farzana Vice Prirdipt (SA,18-7-2011)

R:

MsF:

© N o g M w NP

am interested in understanding your

views on everyday language practices in
your school

what i strongly feel is that the teachers

who are teaching in the schools ((referring
to private non elite English medium schools))
they themselves are not very competent and

qualified.. they need a lot of support..
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MsF:

MsF:

MsF:

Mr F:

MsF:

MsF:

R:

a lot of support! The same problem unable
us ((refers to private elite English medium
school)) we do not find good teachers

of English language.. you know there are
teachers who pronounce snake incorrectly..
if my child mispronounce a word i would
not like it!

why would you not like it.. English
pronunciation varies

because English language or

any language is a reflection of your
educational background

interesting.. hm..

if you are studying in a reputed

English medium school then it is very
important ! that you should speak English
the way it should be spoken

how should it be spoken

we follow British educational

system and we stress British pronunciation
system!

what are the social implications

of following or speaking English in a
British style

you are respected for that!

you mean the society

respects..

society respects you when you speak

in English.. language tells about your

personality about your educational background

about the family you have come from!
hm.. hm..

and people take you as learned person
if your language is perfect..

and it is more so with English..



44,
45.
46.
47.
48.
49.
50.
51.
52.
53.
54.
55.
56.
57.
58.
59.
60.
61.
62.
63.
64.
65.
66.
67.
68.
69.
70.
71.
72.
73.
74.
75.
76.
77.
78.

MsF:

MsF:

MsF:

MsF:

MsF:

MsF:

MsF:

ya.. and if you are speaking English
Appropriatelyitdoes wonder..

has it done wonder in your professional

life..

i am the vice principal of a branch

((schoal))

how do you see the language in education
policy of the country..

if | talk about the policy of my state..

it is like a paradox..

hm.. hm

they interview in English [she, means
job interview] they value the candidate who
is able to speak in English but the

paradox is that all the state schools are

Urdu medium.. i want to talk about

my province (( Sindh)) if they want to

make English as the only language for education
.. they must promote English medium state school
hm.. hm.. you mean they are not..

they are not! What is happening that
there is a complete misbalance between
students coming from state schools and
the ones coming from private schools

hm.. hm..

and when they are in universities.. the
students a of state schools have lacking im thei
English language skills and then they go to
private English language institutes

as a mother what languages do you
want your children to master..

as a mother (( takes a deep breath))

i want them to learn English well and as well
as Urdu..

when teachers are hired do you give
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MsF:

MsF:

MsF:

MsF:

MsF:

importance to English language competency

a lot ! a lot! Language ((means

English)) comes first and then the basic
knowledge of the subject

English language proficiency comes first
then the subject knowledge..

yeah!

one thing more .. what do you see are the
life chances of those who study in English
medium schools and those who do not..
of course the life chances for the students
of English medium schools is far greater
and brighter.. there are exceptional cases
from public sector schools.. but they are
one in thousands
your school has English only policy..
could you please reflect on the reasons
adopting this policy

((takes a longer pause)) well... it

Is because of the demands of the parents..
looking at the society.. looking at the
outer world.. what people value most

hm.. hm..

this is according to the demands of the
society.. one day a father came to my

office and complained that his child had

been taught by some maid in the school.. italen

aback.. i told him that it was impossible
but he was so adamant .. he kept telling
me that his boy told him many a times!

that his teacher [pupils teacher] had left the
school and some maid had replaced her
after the father had gone.. i looked into
the problem and would you believe that the

new teacher would speak Urdu most
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114.
115.
116.
117.
118.
119.

of the time during the lesson and the
child took her as a maid!

R: what did you do then

MsF: i told her that she had to change
her language practice.. of course i

did not tell her about the complaint

Extract 81:Interview with MsNidaTayyab, a gradd@ent at (SA, 20-7-2011)
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MsNT:

R:

MsNT:

MsNT:

MsNT:

MsNT:

MsNT:

MsNT:

MsNT:

MsNT:

MsNT:

good morning

good morning.. Nida i want to take
your interview what is your preferred language fo
interview

English

you have been studying in this school
since prep two ((pre school))

what do you want to become..

ah.. i wanna take business.. additional
mathematics.. i am gonna work for a bank
you want to work here in Pakistan

i want to go abroad.. i wanna

work for Barclays

what languages do you speak in home
English and Urdu

and in school

only English

you take part in co curricular activities
oh yes ((smiles)) i am running a
journalist society of our schoal..

S0 you are interested in journalism
yes..

you read newspapers

yes|do
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25. R: which one
26. MsNT: Dawn ((English language newspaper)) i

27. really get time on weekends only

Extract 82:Interview with Asghar Naqvi, a Gradet@dent at (SA, 21-7-2011)

1. R: Asghar what would be your preferred

2. language for the interview

3. MrAN: 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. MrAN: Urdu and English

12. R and in school

13. MrAN: speak in English but i am comfortable

14. in Urdu with my friends and all..

15. R what do you want to become

16. MrAN: 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, MrAN: yes..

25. R some people say that we are forgetting our
26. local languages.. culture.. do you think abbig t
27. MrAN: 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.
31.
32.
33.
34.
35.
36.
37.
38.
39.
40.
41.

Mr AN:

Mr AN:

good places to move to.. might be they are
sensible as well.. you know the kind of
things happening around.. we have lost all
sense of feelings.. we are losing the sense
of humanity that is a point

hm.. hm

we do not even pity the happenings

around us in the city

what things bother you most

the rich get away and the poor get

caught.. this must be eradicated.. the poor

men are treated badly

Extract 83: Parent -teacher meeting at (SA, MswRim 21-7-2011)
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MsRiz:

P:
MsRiz:

( ) Ms Rizwana

((parents gather in a classroom with meeting
slips to discuss the progress of their children
there are 8 women and 4 men waiting for
their turn to get the seat in front of the
Teacher to discuss.. the meeting is held after
school hours and the teacher seemed to be in a
hurry))

((addressing all the parents together))

if your child does not pay attention at home it
means he does not pay attention at school..
they are involved in gossips.. making fun..
they are appearing Cambridge examination
in March.. their mock [examination] will be

in early March.. they have to cope with all

the subjects right.. please buy them

unsolved past papers

remain silent

they have to write specific answers
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21.
22.
23.
24,
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27.
28.
29.
30.
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34.
35.
36.
37.

MsRiz:

MsRiz:

MsRiz:

and i have given them the terminology

of geography.. everything is given to

your child 0.k (...)

((parents leave their seats and gather

close to teacher desk.. they show the

invitation slip which has the name of

child written. The teacher looks at the slip))

(...) your child.. Arsalan.. he

needs to work hard

thank you ((walk away))

Irtiza is now better means he was

not better.. he was so involved in

creating fun but now he is o0.k..

((remain silent and walk away))

(my son Faizan)

Faizan is good.. i have no complaints

But little more concentration is required

thankyou..

Extract 84: Interview with Ms Humaira a mother fr¢8A, 22-7-2011 )
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MsH:

MsH:

any particular reason for putting your

children in this school..

(...) actually i was living in Jeddah

hm.. hm..

and | had two elder sons.. just came

here [Pakistani] for further studies.. so i

am supposed to stay here [Pakistani] thenitis a
better to put my younger daughter here as well..
my husband in still working there [Jeddah]

so when i came here [Pakistan] | went to a
couple of school but here [ school] the plus
point was that as soon as | met them

[school management] i discovered that
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48.

MsH:

MsH:

MsH:

MsH:

they could understand my apprehensions
what are those apprehensions

because you know.... Bringing

the child from another country and also any
child was very close to father so adjusting
in this environment [Pakistan] and the
environment was totally from Jeddah.. the
comfort is also different and the people are
different.. there [Jeddah] they used to study
with lot of nationalities.. you know .. it is a
total cultural difference and you know these
people [school] could relate to us.. and | ndexle
place where my daughter.. you know.. is
comfortable.. it is a very warm place [ school
environment]

you did not explore any public school

no.. not at all. You know....

first of all the government schools are
following notice system and it would be
very difficult for my daughter to cope with that
kind of system.. you know

hm.. hm..

already she is coming from an

American system of education and the
shift to Pakistani system... personally

i think they do not have much to offer..

i myself have studied from this system
[public school] same old books .. nothing
new

but this is an expensive place [school]

i know.. it is quite an expensive

place.... You know .... We have to keep

a good budget for the school tuition but
you know things [my financial status]

alhamdollilah thank God i could afford it
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MsH:

MsH:

MsH:

MsH:

MsH:

MsH:

you have three children

two are elders ones and they are

masallah with the grace of Allah.. my eldest
one is C.C.A [degree in accounting] and
he is working now and the second

one is a graduate from ZABIST and

he is also working

what is the home language

it is Urdu.. my elder children do not

know how to write Urdu because they never
studied here [Pakistan] but you will not
believe that my daughter is a topper in
Urdu in school

what you see are the life chances of

your daughter

very bright.. also for my sons (...) general
the place [Pakistan] has a lot of potential
but | see a lot of poverty

everywhere in the country.. the gap between
the rich and poor is the biggest in the
world

i know.. the issue is .. there are

now practically two classes here [Pakistan]
hu.. hu..

one is [social class] having a lot of

fun and the other is only down and

down

and this other is the majority of

the country

ya.. you know my daughter is

studying here [private elite English medium
school] but we need places.. where

you know.. education become accessible
to people

at present it is not
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84. MsH: notitis notand itis 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.ythe
93. study in a government school..

94. R: that is a contribution..by the what

95. do you see their life chances are

96. MsH: they [maids children] have a lot of potahiin 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. MsH: vya.. we are just a few.. we have

107. to do something on war basis.. to put
108. aproper system

109. R: i agree.. it is a horrible conditions

110. of learning environment in public

111. schools

112. MsH: itis terrible ..it is am feel.. and

113. is nonsense

Extract 85: Interview with Mr. Ghaffar, a fatheofn (SA,22-7-2011)

1. MrG:  well my name is Ghaffor i am

2. Sindhi.. i have agricultural lands
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12.
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33.
34.
35.
36.
37.

MrG:

MrG:

MrG:

MrG:

MrG:

MrG:

MrG:

hm..

properties and estate business..my
leaving is by agriculture and i have been
all around the world

hm..

i travel every year..difficult places..
UK..Canada..America..Australia..

Germany.. Switzerland..anywhere you

name .. wherever my children want to go..

Malaysia..Singapore..i am very happy in
my life

do you speak Sindhi with your

children

yes.. sometimes.. to let them know
what they are ..the problem with me is
that my wife is from Punjab and i am from
Sindhi [ background]

it is a very multilingual family

((laughs)) exactly..

so what is your home language now

by the way

what i think is that we talk in English
with little bit of Urdu.. 85% English
right .. so you have selected this school
for your children

oh yes.. i have been looking around
for schools.. myself and my wife are
very conscious

0.k

about studies because i come from a

very educated family.. my uncle was the

vice chancellor of agriculture university.. then

he became the vice chancellor of Sindh
university and then he become the

chairman of P.C.S.I.R [research institute]
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MrG:

MrG:

MrG:

MrG:

MrG:

MrG:

my father is a doctor..one of my uncles
is D.I.G in Police.. one of my uncle
was the head of a bank

it is very well positioned family

Ya.. so i went to a lot schools

you went to public sector school

as well

no.. no.. big school [private

English medium schools] and then i became

to this school ..it is like a name to a
child.. they construct the personality of
the children .. even i am learning so
many things from my children..

what things area you learning from
your children

so many different things.. so

many different words..

you think language was one of the
considerations behind selecting this
school

i do not think so because we speak
English at home.. they actually groom
children

have children improved their English
speaking skills

oh my God they have improved a

hell lot of it.. if you call my children
and she start speaking with us..
fluent English.. what i am speaking
[English] with you they are hundred
and ten times.. i should say they are
million times better

what do you see are the life chances
for your children

i have three children studying in this
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103.

MrG:

MrG:

MrG:

school.. one is in O2 [o level] the other
is in class 9 and the youngest one is in
class 6 look my child the biggest one..
touchwood.. what he is planning for is
that he want to become a psychiatrist
and | have planned to send him to KL
[Kaula Lampur] university

and the middle one

the middle one.. she is also going to
study abroad

and the youngest one

she is going to stay with until i

move out of the country..

if not a personal question.. is not

It is financial challenge to have three
children educated in such expensive
school

look people spend a lot for the
grooming of their children.. they take
them to foreign countries to make them
better so i think paying over here

in this school is worth.. because if

i take my children to USA or UK they
are going to learn what they are
learning here..and i am saving a

lot of money ..this is between you and
me..if they [school] charge me Rs.5000
more every month..i am willing to pay
them because in this | am getting
what | dreamt..it is nothing..

pleasure talking to you
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Extract 86: Interview with Mr. Afzal, the principaf (SB, 1-8-2011)
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MrA:

MrA:

MrA:

MrA:

(...) what i get from other.. the

community.. teachers community or principals
community.. if i talk to my seniors .. what

we should do.. they say only one thing that

the child should speak in English.. you

will get more aSDission.. actually the

purpose behind.. the philosophy behind

is that we get more aSDission when

children speak in English... that is all

nothing else

commercial interest..

yes exactly.. if some one is

coming late.. do not let him come in late.. this
is the discipline of the school whether someone
like it or not.. also make him speak in
English.. just give him a few phrases in
English.. twenty or thirty written on a page

.. they will learn it by heart.. and

speak them at home.. that is enough..

and the school will florish

the owners do not know the curriculum.. they
do not know anything about academics

.. they are only concerned about number

of students (xxx) if the fee is one thousand
how can they make it twelve hundred..

they are not thinking about the education at all
your school is a hugely multi lingual

school.. do you promote Punjabi / Baochi/
Sindhi

they[local languages] are not for tomorraetually
Punjabi.. Balochis.. Sindhi are

not for tomorrow

they are not for tomorrow .. what
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MrA:

MrA:

MrA:

will you do with them.. if you just

go for Kulawallah Ahad [Allah is one]

you will find it clearer in English

sorry.. i do not understand it.. majority

of children come from Balochi and Punjabi laagel background .. when they come to school.
they bring those languages with them.. and ¢ched
language environment is different.. how

does then school socialize them into school
language environment
we the teachers are responsible for every
concern.. we the principals.. not

the owners

how do you socialize them into

school language environment
let me quote one example.. we have

two years training in Pakistan Military Academy
Kakul.. after such a training.. they are
just able to speak in the typical way.. if wk as
them to talk about economy.. they will not be

able to do it.. but they can pass out the uftanstions]
.. they can give instructions .. they can folkbne
instructions in English.. the way they do.. the
same way are our schools

so.. parents want English only

English and discipline..

Extract 87: Interview with Ms. Talat, a mother frq@®B, 25-7-2011)

1

Ms.T

Mr.R

Mr T

EL SN st L S e AL UE A

wetalk to our childrenin urdu at home.. my husband and i speak to each other
in Punjabi..

o) lpé/g?'

any particular reason for that

A S

no particular reason.. we do speak punjabi with them at times..
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8 Ms T
9 MsT
10 R
11 Ms T

SE AL T S92l el T T

you and your husband speak Punjabi at home.. then how did you teach Urdu
cuf e A AL s JeE I A ST
UEL S\

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..

G1. . s A #E U R, s e

sl U Ted68 (MG T ) LA UPEL ot o5ty A
NS S ezl S 2

i was just telling thel head mistress private school] that you speak so well.. so
well.. i tell that we[ teachersof public sector schools] are more qualified than
you are.. but we lack in the way of talki

282 A8 e ezt

by way of talking you mean speaking English
St e LSy Fia J bndbEE e b LRI »5u1.FG
G2 2 s LS FsismmtTL 2 2 0k U T s,
e S

exactly.. that iswhy children of public sector schoolslack in their career.. no
matter how hard they work because of English.. just look around if a person
speaks a few words of English.. heis respected in the society..

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

GOy AU T Sy AU UF L L TeFl el Sual

yes exactly

Hus

Extract 88: Interview with Ms Talat Ejaz, a grad® Urdu teacher at (SB, 30-9-2011)

2 Ms TE

LEJE SELIU LagfggEnglish-onlyﬁde}("Lh’,T
were teachers involved in the formation of English only policy recently
introduced in your school..

G i (It Sk e sz s o)t LT Fus
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4

no ..only orders cameto us.. ((looking side ways)) i hope it will not put me in
trouble

R -JJ’{U AH 1y
you do not worry about it

Ms TE I L NE DSy it g il L 6Ky S eSS
o bbb AU A SO cunfaiten).e Sy et
e A e e S S L
thereal thing isthat they want to make loads of money.. teacherswho are
unable to speak English are under great pressure.. and thisisvery 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)

0 N o o b~ WON PP

© 00 N oo o ~A wWw N =B ©

Ay
o

(a) At about 10: 30 in the morning; three schogisbunning

in the field outside the school towards the maitmaance

in the field outside the school towards the maitmaace

in the field outside the school towards the maitnaace

we exchanged smiles; they stopped; perhaps theyrav begun to recognize m

| asked them where they were going; ' to our dtithe entrance gate' they replied

'‘why' | asked them. They were perhaps not expgthiis question; all of them replied that it wasithurn;
Then explained that the teacher has fixed dubiebdys to guard the school gates because of thatthfrom suicide
bombers;

where are the rest of the class? The reply wagstbg were taking their class

(b) towards the end of my field work in SC, | edkhe principal

out of courtesy that what | could do for the sdhnaeturn

the principal asked me to give a workshop on teacEnglish

through phonemic symbols; | had prepared the fessearly all the

faculty along with principal were there on Fridayattend this workshop being held in the computer
laboratory of the school; | needed a dictionargriat a page of phonemic symbols; the headmaster
sent a peon to his office; there was delay irchiming back; then the principal sent a teacher to
different classroom; in the end, Mr. Sajid, oftkrae a ride to Quetta high court on his bike to get
the dictionary; on way back; he explained thatsti®ool never needs any dictionary because

teachers buy ready-made notes from the markehaydknow how to handle questions
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Extract 90: a,b,c,d: Field notes (SD, 21-4-2011)

—_

-

o ;o kR W M

© @ N o g A W D

a) located in bosti (shanty town) in the centre of Karachi:

donkey carts, rickshaws and fruit carts were parked
outside the houses. in the narrow winding streets
brings one to the face of the mosque. on the ground
floor is the mosque, and the first and second floor are
spaces for the DM where 120 boys study. majority
of the boys live in whereas some are day scholars. all
the pupils and teachers dressed in islamic ways and
wear beard.

b) the first floor consists of one big hall. itis a
multipurpose hall. from 7 am to 11 am, it is used for
teaching and learning at 11:30 it is used for lunch.
from 2:00 to 3:30 it is used for afternoon siesta from
3:30 to 5:00 it is used for teaching again. onward 8.00

it is used as a communal sleeping for all the boys.
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