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ABSTRACT 

 

This study aims to evaluate the implementation of English-medium instruction (EMI) 

in both a public and a private university in Pakistan. The goals are to investigate: the 

role of linguistic capital in reproducing educational inequality; students’ difficulties in 

the EMI classroom; the integration of collaborative teaching and learning activities with 

pedagogical practices; and the impact of affective variables on teaching and learning 

practices in the EMI classroom. The study is informed by Bourdieu’s Theory of Practice 

and Social Reproduction; Vygotsky’s Sociocultural Theory; and Krashen’s Affective 

Filter Hypothesis. This comparative mixed-method study employed a questionnaire, 

interviews, and classroom observation with a sample of 120 undergraduate students 

and 20 teachers. Descriptive statistics and the Chi-square test were used to analyse 

quantitative data using SPSS. Atlas.ti was used to analyse the qualitative data. The 

findings showed that the public university was given preference because of its low 

fees, value of credentials, whereas the private university, despite higher fees, was 

desirable for better infrastructure, scholarship, and merit flexibility.  

Additionally, students’ cultural capital, and family and institutional habitus were 

important factors for registration at a certain university. On the micro-level, the 

implementation of EMI was not adequate enough to create inclusive educational 

classrooms and reduce the reproduction of educational marginalisation, especially at 

the private university. The quantitative findings revealed that the students’ had 

difficulty in understanding EMI lectures, English textbooks, and scientific terms due to 

difficult vocabulary, stress of delivering presentations and writing examinations, fear 

of making mistakes, and anxiety of speaking in classroom. The qualitative data 

analysis further revealed the following areas of major concern: a lack of awareness of 

interactive activities to create a student-centred classroom; lack of training in 

translanguaging pedagogical strategies to effectively scaffold EMI; students’ 

inadequate language proficiency; the focus on finishing the syllabus and examination 

rather than on concept-based learning; and discrimination and favouritism on the basis 

of linguistic capital. The study provides recommendations for policy makers and 

institutional managements to clearly outline EMI goals with a practical follow-up 

system. Action research is needed to adequately implement translanguaging as a 

pedagogic tool in both education systems to encourage equality in academic 
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participation. The study highlights the importance of teacher training in how to design 

and implement collaborative and translanguaging strategies to optimise students’ 

academic performance in an EMI setting. 
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University, Private University, Pakistan, Bourdieu’s Social Reproduction Theory, 

Educational Inequality, Academic Participation, Vygotsky’s Sociocultural Theory, 
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CHAPTER 1 - INTRODUCTION TO THE RESEARCH STUDY 

1.0 Introduction 

This chapter introduces the study on the evaluation of English-medium instruction 

through its implementation in the context of teaching and learning practices at public 

and private universities in Pakistan. It includes the background to the study (1.1); 

statement of the problem (1.2); rationale (1.3); and the significance (1.4) of the study. 

It then outlines the research aim (1.5); research questions (1.6); research objectives 

(1.7); definitions of the key words used in the title (1.8); and the limitations of the study 

(1.9). Lastly, it sets out the organisation of chapters making up the thesis with a brief 

outline of all chapters (1.10).  

1.1 Background to the study 

The English language has become a lingua franca in the modern digital and 

technological world. English is largely considered a mediating tool of communication 

among non-native speakers and is used as the medium for conducting international 

trade, tourism and media as well as economic, social, political and educational 

collaboration (Dang, Bonar & Yao, 2021). Much has been written about the critical role 

of language and particularly the use of the English language for transmitting public 

health messages and significant information to the world during the recent 2020-2021 

pandemic situation (Hartshorn & McMurry, 2020). The effects of globalisation and 

internationalisation have placed English as one of the three most important working 

languages in the European Union (EU) as well (Mohdin, 2018). These trends indicate 

that English will remain important for the foreseeable future of the world (Briggs, 

Dearden & Macaro, 2018).    

In former British colonies, English has functioned as the dominant second or official 

language for several decades. For instance, in Pakistan, the utilitarian value of English 

is of  significance in social, political, economic, and educational structures (Mahboob, 

2017). The knowledge of and ability to communicate in English is considered a sign of 

prestige, power, and leadership (Shamim, 2006). Such perceptions about the 

connection between English and social status are generally influenced by attitudes, 

norms, beliefs, and worldviews shaped through diverse teaching and learning 

practices through different education systems, i.e., public, and private educational 
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institutions. In practical terms, as indicated in one of the objectives in National 

Education Policy (NEP) (2009), the exposure to the English language through English 

subject content and English-medium instruction (EMI) lectures through these 

institutions, is expected to enhance students’ academic performance with improved 

content comprehension in parallel with the development of communicative 

competence and thereby to increase the chances of working or studying abroad 

(Dearden, 2014; Khan, 2013).  

The desire to learn English has led to a mushrooming of the private education sector 

in recent decades in Pakistan. Although the literacy rate has increased with the 

proliferation of private schools, colleges and universities, educational equality and 

progress to knowledge-based learning and language competence is yet to be seen 

(Saleem & Azam, 2015). On the one hand, teaching and learning of English subject-

content through EMI education is considered significant and receives positive 

response from students and parents whose first language is not English. Khan (2013) 

reports that 49.4% from a total of 1420 graduate students from a Pakistani public 

university and 69% from a total of 716 graduate students from a Pakistani private 

university supported EMI education as a significant source of developing linguistic 

competence. Conversely, in Pakistan, Vietnam, Israel and Venezuela, EMI education 

is considered a threat to local cultures and languages and this makes people resistant 

to EMI education and the private education system (Dearden, 2014). It is a general 

assumption that public and private education systems differ in the quality of their 

educational standards, learners’ achievements and the EMI teaching pedagogy that 

may provide contrasting learning and teaching experiences for teachers and students 

(Shamim, 2006). In different contexts such as Pakistan, India, Bangladesh, Nepal and 

Malaysia, diverse educational practices can create divisions between the advantaged 

and disadvantaged social classes access to quality education inside the classroom. 

This is investigated in the current study (Manh, 2012). 

In addition to the issues of EMI and educational inequality, this study also investigates 

other aspects that are expected to build a strong foundation for EMI implementation in 

universities. This includes difficulties linked with a lack of language proficiency, 

students’ difficulties in understanding lectures and English subject content, lack of 

knowledge-based learning, rigid learning strategies and incompetent teaching 
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methodology − particularly at university level – all of which are major issues in current 

educational discourse.  

The gravity of these issues is evident in some of the statistics of undergraduate 

students’ academic performance in Pakistan. Malik (2014) reports the results of 

undergraduate examinations held in 2014 where 89% of Bachelor of Arts (BA) 

students failed the English language examination without any student from either 

public or private universities, holding the top position. Only a few Bachelor of Science 

(BSc) students from private universities scored better results (Malik, 2014).  

Such poor academic performances suggest serious language deficiencies that may 

block social, professional and higher education possibilities such as passing the 

competitive national level examination, ‘Central Superior Services’ (CSS), in Pakistan. 

This examination is normally held every year to provide undergraduate students with 

opportunities to secure jobs in the foreign office, government, police and customs 

departments on completion of their tertiary level education (Junaid, 2016). Some 

relevant statistics from the CSS examination in 2016 shows that 92% of candidates 

(passed undergraduate students) from the city of Lahore failed in English language 

subjects, with 82% failing only in the English essay writing examination. The overall 

success rate of candidates in the CSS examination was only 2.09%, down from 3.11% 

in 2015 (Junaid, 2016). Only 22 graduates from a well-known public university passed 

the CSS English language written test from a total of 1,466, and none of the 12 

candidates who sat the CSS written test from a reputable private university passed the 

English language comprehension skills tests (Haq, 2016).  

These disappointing results highlight the fact that the current state of EMI 

implementation at both public and private education systems is not satisfactory. A lack 

of research on the interconnection between EMI education and English language skills 

at tertiary level education aggravates the dire situation. While a large number of 

studies have dealt with the topic of EMI education and students’ problems and 

teaching methodology in rural public or private schools or in public or private 

universities, very few researchers have conducted comparative studies of EMI 

educational practices in public and private tertiary-level education that investigate the 

possible reasons for the large numbers of failures mentioned above. As the bulk of the 

data only comes from secondary sources such as newspaper articles, it is regrettable 

that little is known about EMI implementation at university level, even though English 
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has been the most commonly used medium of instruction and language of education 

since the time of Pakistan’s independence.  

In the absence of systematic comparative studies based on primary data, the role of 

English language skills and EMI implementation has become an important matter that 

needs urgent attention. To address this need, this study investigates the reasons 

behind students’ poor academic and language performance, taking into consideration 

classroom factors at both a micro- and macro-level. Students’ challenges and mutual 

relationships inside the classroom, teaching strategies, available resources, influence 

of previous educational and linguistic experiences and socio-economic factors that 

may pose a serious threat to the productivity of EMI teaching and learning practices 

at tertiary level are all explored and discussed in the current study. 

1.2 Statement of the problem  

The research problem that this study sets out to investigate is the evaluation of the 

implementation of English-Medium Instruction in the public and private education 

system in Pakistan. The study seeks to evaluate the effectiveness of EMI in teaching 

and learning practices inside classrooms to promote educational equality, enhance 

students’ confidence and to facilitate the desired overall educational outcomes.  

EMI is not a new phenomenon in Pakistan’s higher education system. Both public and 

private educational institutions are expected to use EMI to teach English subject 

content at tertiary level to ensure the provision of quality education along with the 

development of language skills and knowledge-based learning (Malik & Mohamed, 

2014). Tertiary education in Pakistan is expected to reap the fruits of EMI in order to 

produce individuals capable of pursuing academic or professional careers and 

competing around the world. Pakistani public and private universities may also 

internationalise their higher education sector to attract students from neighbouring 

countries if EMI is planned, designed and implemented successfully inside the 

classrooms.  

At macro-level, access to quality education and how this is interrelated with EMI 

education in public and private universities has not yet been investigated in order to 

determine its role as a facilitator or a barrier to quality education. Research on whether 

EMI education widens the gap between the ‘haves’ and ‘have nots’ and aggravates 

inequality of opportunities to access quality education outside the academic 
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classrooms is also lacking (Dearden, 2014; Khan, 2013: 42). On the micro-level, there 

has also been little exploration of the connection between EMI education and factors 

such as student dynamics within the classroom community, students’ lack of language 

fluency and content comprehension and how EMI pedagogy is making classroom 

participation more practical (Dearden, 2014; Shamim, 2006).  

The aim of the current study is to evaluate EMI implementation and investigate in detail 

students’ and teachers’ perceptions of the issues linked with EMI education inside the 

classroom. The study is contextualised within a review of relevant literature and 

selected constructs from the chosen theoretical framework to explore and compare 

EMI teaching and learning activities in public and private education systems in 

Pakistan.  

1.3 Rationale of the study 

The rationale of the study is to critically evaluate the implementation of EMI and to 

compare the ways this is practised in the public and private education systems in 

Pakistan. The hoped-for results of this study would be helpful to improve the 

educational situation in the country. 

Regarding EMI implementation in public and private universities, the existing data 

relies only on the limited secondary analysis of surveys conducted and reports 

prepared by the government along with a few media reports. There is a need to collect 

data from primary sources to evaluate the implementation of EMI to develop an 

understanding of teaching and learning practices inside university classrooms. To fill 

the existing gap, this mixed-methods study attempts to elicit responses from students 

and teachers in undergraduate programmes in both public and private universities on 

the role of EMI education and linguistic capital to reproduce educational inequality at 

both micro or macro levels. Additionally, the primary data helps to gain a deeper insight 

into the difficulties of students in the context of English subject content and EMI 

teachers’ application of methodology.  

Regarding the lack of comparative studies on EMI teaching and learning practices at 

public and private universities, prior research has focused on either public or private 

universities and has ignored any differences and similarities between them. This gap 

has provided the rationale for the researcher to substantiate the evidence on 

comparative perceptions and teaching practices at both types of universities to gain a 
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deeper understanding of the secondary data and implications of prior research 

findings. The study is significant because it extends the findings of Malik (2012), Awan 

and Zia (2015) and Khan (2013) by providing comparative and more recent findings 

at both public and private universities.  

A crucial research area that has been neglected is an investigation into the reasons 

behind the low pass rates and percentages and poor English proficiency of 

undergraduate students as discussed in Section 1.2. The cited statistics are directly 

linked to EMI classroom practices with teachers and students as the major role players 

in the teaching and learning process. The current study endeavours to investigate 

teachers’ methodology and students’ learning habits at the micro-level to understand 

the impact at macro-level. The researcher also explores the power dynamics inside 

the classroom community in the context of habitus and capital that individuals bring 

from outside.   

Lastly, there is a lack of research based on a combination of different theories. To fill 

this vacuum and to make the findings more reliable, the researcher has chosen some 

significant constructs from three different theories to build a comprehensive 

conceptual work for the current study. Bourdieu’s (1986) Theory of Practice and Social 

Reproduction guides the study’s exploration of the role of EMI education, family and 

institutional habitus and cultural capital to reproduce educational inequality inside and 

outside the classroom; Vygotsky’s (1978) sociocultural theory is used to investigate 

the mutual collaborative relationships inside the classroom community while 

describing the different roles of EMI teachers; and Krashen’s (1982) Affective Filter 

hypothesis from his theory of second language acquisition is applied in investigating 

the impact of various positive and negative affective variables on students’ academic 

performance.  

1.4 Significance of the study 

The current mixed-methods study has both theoretical and practical implications for 

the research area including the role of socio-economic indicators, habitus and capital 

of the EMI education, students’ difficulties and emotional well-being, and teachers’ 

roles in public and private educational systems.    

The current study is significant because of its contribution to the field of EMI teaching 

and learning practices at tertiary level education in Pakistan. The primary data with 
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detailed insights into students’ and teachers’ perspectives is expected to provide 

useful information about the difficulties experienced inside the EMI classrooms to 

address EMI policy goals and implement them more effectively. 

The study provides valuable knowledge about the relationship between EMI practices 

and the creation of inclusive classrooms promoting collaboration that might be useful 

for designers of teacher training and teacher education programmes to make the 

required resources and practical support available to EMI teachers.  

The comparative findings of the current study help to extend the current limited 

knowledge on EMI practices concerning the way students utilise and increase their 

existing educational and linguistic capital to maintain their power and leadership inside 

the classroom community.  

The study provides useful information on aligning collaborative classroom activities 

with sociocultural theory to integrate the theory with EMI practices to develop students’ 

knowledge-based learning. This approach has been neglected in public and private 

university classrooms in the Pakistani context.  

The current study promotes the evolution of tertiary level education that can serve as 

a bridge between previous school education and future higher education at a global 

level. Undergraduate students are meant to be prepared for advanced learning at local 

or international universities and also for professional fields. They are expected to have 

developed communicative abilities and be able to function in a competitive world with 

confidence and competence. The findings of the current study are expected to provide 

data for educational institutions which would enable them to introduce urgent changes 

to create an inclusive academic and cultural environment and produce proficient 

graduates who meet global needs.  

Although this research is based on a small sample, at the theoretical level it could 

provide additional insights into individuals’ perceptions, attitudes and EMI practices 

and other relevant issues in the context of the second language teaching and learning 

process, using a combination of theories with selected constructs which guide the 

research process.    
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1.5 Research aim 

The aim of the research is to conduct a study to evaluate the use of EMI in Pakistan 

and compare its implementation in a public and a private university in Lahore. 

1.6 Research questions 

To achieve the above-mentioned research aim, the following research questions were 

formulated:  

1. To what extent does EMI implementation at public and private universities play 

a role in reproducing inequality to access quality education?  

2. What difficulties do students face in EMI classrooms in selected public and 

private universities? 

3. To what extent do teachers integrate the Collaborative and Communicative 

Learning Approach (CLA) with their EMI practices to facilitate the teaching and 

learning process in selected public and private universities? 

4. Which affective variables impact the EMI teaching and learning practices of 

students and teachers at selected public and private universities? 

1.7 Research objectives 

The following objectives have been formulated to achieve the desired aim of the study:  

1. To evaluate the role of EMI implementation in reproducing unequal educational 

access at selected universities 

2. To explore the difficulties students encounter in EMI classrooms at selected 

public and private universities 

3. To investigate the integration of the Collaborative and Communicative Learning 

Approach (CLA) by teachers with their EMI practices in both types of education 

systems  

4. To identify different affective variables and how these impact EMI learning and 

teaching at selected public and private universities. 

1.8 Definitions of key words used in the title  

English Medium of Instruction (EMI): English-medium instruction (EMI) is defined 

as the use of the English language to teach academic subject content in the 

educational context where English is not the commonly spoken language by the 

majority of the population (Dearden, 2014). The researcher adds ‘the development of 
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linguistic competence and communication skills for active participation into academic 

tasks’ along with improved subject content comprehension to this definition for the 

present study.  

Implementation: ‘Implementation’ is a complex and broader term with various 

meanings and alternative terms such as delivery, realisation, execution or educational 

change (Viennet & Pont, 2017). The Oxford Dictionary (2018) defines ‘Implementation’ 

as the process of putting a plan, programme or a policy into practice or effect. In the 

current study, ‘implementation’ refers to the execution of the plan to use EMI through 

the adoption of different teaching methodologies and academic tasks inside the 

classroom to achieve the defined goals and objectives of EMI education in policy 

documents. 

Evaluation: The term ‘evaluation’ denotes the assessment, monitoring or judgement 

of the value, significance, merits, or demerits of a process (Oxford Dictionary, 2018). 

The current study adopts the broader definition of evaluation proposed by Golden 

(2020: 12) that says that evaluation is ‘analytical assessments addressing results of 

public policies, organisations or programmes that emphasise reliability and usefulness 

of findings.’ Thus, the term defines the purpose of this research: the evaluation of the 

effectiveness of EMI in teaching and learning practices inside classrooms and if it 

facilitates the desired educational outcomes. 

Private university: For the present study, ‘private university’ refers to non-state 

educational institutions owned and run by any private individual, group or organisation 

that is not administrated by any local or national government office (consultation with 

Khan, 2010). 

Public university: A public university is a state-funded educational institution run by 

the government according to the rules and regulations also set by government 

(consultation with Malik, 2012).  

1.9 Limitations of the study 

The current research study focuses on the evaluation of the implementation of EMI in 

public and private universities in Pakistan. The research participants consisted of 

undergraduate students and their teachers from different departments including 

humanities, sciences, and computer science. The researcher acknowledges the 
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diversity of these disciplines, but the differences are not discussed here as they are 

not the focus of the study. The study presents a comparative analysis of two 

educational systems but was carried out in two universities only. Although the small 

sample size allowed the researcher to maximise the contact time spent in both 

institutions and on each individual participant in this cross-sectional comparative case-

oriented study, the findings based on a small sample may not be generalisable to a 

target population. It was difficult to include more universities and large number of 

participants due to time constraint, chosen mixed methodology, while minimising bias 

and with limited financial resources. The researcher therefore suggests that it would 

be desirable to investigate the issue with a larger sample that involved more faculties 

and universities which would expand the findings and enhance greater understanding 

of the implementation of EMI. The use of Atlas.ti for qualitative data analysis in the 

current study was limited to coding and categorisation of the raw data. The study would 

have benefitted from a more rigorous use of this computerised software.   

1.10 Organisation of thesis  

Chapter One (Introduction to the research study) discusses existing knowledge of the 

use of EMI in non-English-speaking countries, specifically in educational fields. The 

discussion informs the reader of the reasons for conducting this study. The 

background highlights of how the implementation of EMI could positively or negatively 

affect access to educational opportunities, distribution of cultural capital, perceptions 

about public and private education systems and students’ difficulties inside the EMI 

classroom. After outlining both the foundation and the context of the study, the chapter 

leads up to the problem statement. Next, the chapter sets out the research aim, 

objectives and research questions. The importance and motivation for the present 

study are further discussed as the grounds for the rationale and significance of the 

study. The chapter concludes with definitions of the key elements of the research title 

and the limitations of the study.  

Chapter Two (Theoretical framework) details the theoretical framework of the current 

study. It discusses the assumptions, major contributors, and criticism of Bourdieu’s 

Theory of Practice and Social Reproduction, Vygotsky’s Sociocultural Theory of 

Collaborative Learning and Krashen’s Second Language Learning Theory. The 
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chapter explains the chosen theoretical constructs in more detail and how they 

underpin the study’s conceptual framework.  

Chapter Three (Literature review) presents a review and critical evaluation of current 

relevant literature in detail, linking it with the main research topic. The chapter critically 

synthesises the various sources to highlight multiple perspectives and connections 

with the present study. The chapter is sub-divided into the following topics: 

demographic context of Pakistan; colonial era in the sub-continent; English as a lingua 

franca; growth of EMI in higher education; the education system in Pakistan; language 

in education policy; EMI policy in Pakistan and to what extent it succeeds. Previous 

studies carried out on how EMI is related to access and inequality; habitus and capital; 

affective variables and EMI classroom practices; and collaborative and communicative 

teaching and learning also form part of this chapter. Gaps, limitations and 

recommendations of the reviewed literature are linked with the present study to 

support its rationale and significance. 

Chapter Four (Research methodology) provides a precise and detailed description of 

the study’s methodology. It justifies the choice of the research approach, design and 

methods. The choice of quantitative questionnaires, classroom observation and 

qualitative interviews is explained logically along with the description of the 

explanatory sequential data collection process. The sub-sections of this chapter detail 

the target and accessible population and explain the random sampling technique used 

to select research participants from public and private universities. The construction 

and preparation of the research tools for teachers and students along with data 

collection procedures are explained. The data analysis section outlines the 

quantitative and qualitative data analysis procedure using computerised software to 

manage, classify, compare and interpret the collected data. The ethical considerations 

dealing with validity, trustworthiness and reliability issues for this mixed-method 

comparative case study are also outlined. 

Chapter Five (Presentation and analysis of data) presents the quantitative and 

qualitative findings of the study. In the first section, the quantitative data of students’ 

and teachers’ questionnaires are presented while the next section sets out the 

quantitative descriptive findings and qualitative reflective findings derived from 

classroom observation. Lastly, the qualitative data collected from the interviews are 
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given. The analysed data of questionnaires, interviews and classroom observations of 

both public and private participants are analysed and presented separately.  

Chapter Six (Discussion of findings) presents a detailed reflection on a combination of 

the separately analysed qualitative and quantitative data from public and private 

teachers and students provided in Chapter Five. A coherent and structured discussion 

is presented to demonstrate the links between the findings, set objectives and 

research questions. The findings are discussed according to similar and different 

identified themes.  

Chapter Seven (Summary, conclusion and recommendations) provides a summary of 

interpreted findings and a discussion of the practical implications for the effective 

implementation of EMI at tertiary level at public and private universities. The chapter 

concludes by summing up the findings while making some recommendations for policy 

makers, institutional management, research participants and academic counsellors. 

Suggestions are made for future research to further explore the issues linked with EMI 

implementation in tertiary-level education, particularly in developing countries.  
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CHAPTER 2 - THEORETICAL FRAMEWORK 

2.0 Introduction 

This chapter describes the chosen theoretical framework: Bourdieu’s theory of practice 

and social reproduction; Vygotsky’s sociocultural theory; and Krashen’s theory of 

second language acquisition. Bourdieu’s theory with its basic components of ‘habitus’, 

‘cultural capital’ and ‘field’ is examined. Next, Vygotsky’s sociocultural theory is 

discussed within the context of communicative teaching and learning practices in the 

English-Medium Instruction (EMI) classroom. Lastly, Krashen’s theory of second 

language acquisition is discussed with its attendant constructs based on the Affective 

Filter hypothesis. To establish a robust narrative of how these theories operate, the 

characteristics of each of the theories are reviewed in relation to: (a) teaching and 

learning with EMI; (b) university education; (c) academic activities and participation 

and (d) academic performance in public and private education systems. In the last 

section, the interconnected functionality of these theories is articulated while the 

theoretical gaps in prior research are pointed out. The discussion aims to enhance 

understanding of the ways in which the theories have been applied and are understood 

in the empirical studies examined in the following chapter, titled ‘Literature Review’.  

2.1 Bourdieu’s theory of practice and social reproduction  

Pierre Bourdieu, born in 1930, was an esteemed French public intellectual and a 

leading researcher in anthropology, philosophy, and sociology (Bulle, 2002). In his 

lifetime he produced a considerable body of work including books and articles which 

have made a significant academic contribution to the disciplines of humanities and 

social sciences. Bourdieu supported his theoretical concepts with empirical evidence 

ensuring their reliability in his exploration of the relationships between social 

interactions, dominance and power, educational institutions and language practices 

(Suminar, 2013). In his theory of practice and social reproduction, Bourdieu 

concentrated on the role played by education and its ideologically constructed 

practices to reproduce social inequality, class hierarchy, cultural disparities and power 

discrepancies in modern societies (Bourdieu, 1986). The concept of ‘reproduction’ in 

Bourdieu’s theory is defined as a process of being educated in a certain way which 

starts in the home, is nurtured by social experience, and reinforced by school and 

university education (Bourdieu, 1977). Bourdieu argues that, on the one hand, 
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education occupies a central position in the transmission of knowledge and skills, 

while, on the other, educational institutions regulate their practices in a way that 

legitimises social inequality and maintains the socioeconomic hierarchy in a society 

(Bourdieu, 1987). Thus, the theory of practice provides an understanding of the 

socially stratified character of education that reinforces the economic control and 

leadership roles of powerful individuals within a social and educational system (Malik, 

2012). 

According to Bourdieu’s (1986) theory of practice and social reproduction, the 

following areas of education are the central factors in social stratification, educational 

inequalities, and class hierarchy: 

1: Institutionalisation of education: This refers to the emergence of distinct institutions 

to disseminate knowledge and credentials to individuals (Zhang, 2018). In the current 

study, this process is understood as a way of embedding knowledge through the 

creation of different education systems to serve different groups of the population in 

Pakistan; i.e. a public education system for the lower-middle and poor classes and a 

private education system for the upper-middle and elite classes. This differentiated 

education system also applies unequal selection criteria and academic cultures for 

different social groups based on their particular socio-economic and educational 

backgrounds (Malik, 2012).     

2: Material produced for education: This refers to the differentiated textbooks followed 

by different educational institutions; for instance, the use of locally-produced textbooks 

in public schools and universities in contrast to Oxford- or Cambridge-recognised 

international textbooks in private educational institutions (Awan & Zia, 2015). Although 

this study does not investigate the types of curriculum being taught in both education 

systems and their associated textbooks, it argues that the subject-content in English 

and EMI lectures in private universities are more demanding and need more advanced 

critical analytical skills on the part of teachers and students than those in the public 

universities (Malik, 2012).   

3: Teaching practices: Different educational institutions use diverse teaching methods. 

Some run student-centred classrooms where collaboration with students takes place 

while others use traditional, teacher-centred classrooms where the teacher is the only 

knowledge provider (Khan, 2013). The current study explores pedagogical practices 
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based on both of these approaches: those which encourage collaborative academic 

tasks as well as those which stress rigid learning habits such as rote-learning and 

memorisation in EMI classrooms in the two selected public and private universities.  

4: Medium of instruction: For the present study, the theory provides the foundation on 

which to evaluate how effectively different educational institutions manage different 

languages of instruction. This study investigates the different media through which 

institutions teach English as a second language, whether they use English or local 

native language(s) such as Urdu. 

5: Values assigned to credentials: The qualifications (degrees, diplomas and 

certificates) awarded by different educational institutions are assigned discrete value 

in professional and social settings (Brar, 2016). In the current research study, the 

researcher explored the participants’ perceptions of the desirability and worth of the 

degrees conferred by public and private universities, respectively. 

2.1.1 Key concepts 

According to Bourdieu, social, educational, cultural or economic practices are the 

result of the interrelationship between individuals’ habitus; the amount and level of 

different forms of capital they possess; and operation of different social fields 

(Bourdieu, 1977). These overlapping theoretical constructs are discussed below, with 

special reference to the context of education.  

2.1.1.1 Habitus and implication for education 

‘Habitus’ is defined as the ‘cumulative collection of dispositions, norms and tastes’ 

which ‘function at every moment as a matrix of perceptions, appreciations, and actions’ 

(Bourdieu, 1992: 82). In another instance, Bourdieu defined ‘habitus’ as a system of 

dispositions, ‘schemes of perceptions, thought and action” and these “generative 

schemes objectively adjusted to the particular conditions in which it is constituted’ 

(Bourdieu, 1989: 14; Bourdieu, 1977: 95).  

These definitions show that habitus is a sum of experiences acquired from two main 

sources: first, as a social inheritance in the form of mental attitude, character, 

temperament, perception, actions and reactions with parents as the main formative 

agents; and second, socialisation experiences that keep adding layers to develop and 

transform the acquired family habitus (Bourdieu, 1984; Shahriar, 2017; Malik, 2012). 
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These learning experiences instil the realisation and acceptance of the social roles 

and positions individuals deserve and to which they are suited (Shahriar, 2017). Thus, 

the set of dispositions acts as a strong indicator to distinguish and classify diverse 

social, economic and educational resources for different social classes which put them 

at either a distinct advantage or disadvantage (DiMaggio, 1982). Bourdieu believes 

that habitus is deeply ingrained in an individual’s personality (Bourdieu, 1992). The 

middle and lower classes are resistant to transformation and less adaptable to change 

for two possible reasons: first, they have a poor awareness of their existing habitus 

and pre-existing marginalisation; and second, an inability to realise how their habitus 

helps or hinders their social and professional growth (Bourdieu & Passeron, 1990). 

Even if the process of change does occur, the evolution is very slow and might take 

multiple generations for change to come about (Gerhards, 2014). Nevertheless, 

change and choice are considered important aspects of habitus and allow flexibility 

(Bourdieu, 1992). It is argued that despite being strongly influenced by early 

socialisation, habitus does have room to develop and keep changing based on 

adaptive social structures and the amount and type of capital possessed by 

individuals, discussed in the next section (Shahriar, 2017).  

‘Education’ is regarded by Bourdieu as a transformative tool which brings about 

evolution of the acquired habitus (Bourdieu, 1992). Educational institutions influence 

the individual’s aspirations and expectations towards re-identifying their social role and 

standing (Grenfell, 2008). The habitus which students bring to higher education from 

school education is crucial in their interaction with peers to cultivate mutual 

communication in an academic context. This study argues that educational institutions 

value their students based on their habitus, social class and cultural capital and in this 

way may enforce and perpetuate inequalities between privileged and disadvantaged 

students, which is also investigated in the current study (Malik, 2012). 

2.1.1.2 Bourdieu’s explanation of capital 

The concept of ‘capital’ in Bourdieu’s theory is widely researched in the educational 

field. In economics, ‘capital’ is defined as the possession of money or financial assets 

owned by a person, family or organisation (Cambridge Dictionary, 2019). Bourdieu 

employs the economic term ‘capital’ as a metaphor to explain the social assets (named 

as beliefs, ideas, habits, attitudes, skills and knowledge) a person or a social class 

manipulates to accumulate their social mobility (Bourdieu, 1986). As the most 
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accessible theoretical concept, ‘capital’ ‘represents a struggle for power, and both 

individuals and groups who have a desirable form of capital enjoy an advantage over 

others who do not possess it’ (Brar, 2016: 54). The conflict in the type and amount of 

capital may lead to stratification and the formation of a social hierarchy causing 

unequal social, educational, economic and professional opportunities where some will 

be advantaged and others disadvantaged (Bourdieu, 1987). Bourdieu’s theory of 

practice and social reproduction outlines the following interrelated generic types of 

capital. 

2.1.1.2.1 Social capital 

Social capital builds support and cohesion by involving durable network-based 

resources, mutual acquaintances, a social group membership within the workplace, in 

an educational classroom, in a circle of friends, or in a professional setting (Jaegar & 

Mollegaard, 2017; Bourdieu, 1986). According to Bourdieu,  

‘the network of relationships is the product of investment strategies, individual 
or collective, consciously or unconsciously aimed at establishing or reproducing 
social relationships that are directly usable in the short or long term, i.e., at 
transforming contingent relations, such as those of neighbourhood, the 
workplace, or even kinship, into relationships that are at once necessary and 
elective, implying durable obligations subjectively felt (feelings of gratitude, 
respect, friendship, etc.) or institutionally guaranteed (rights)’ (Bourdieu, 1986: 
248).  

In an educational setting, students with elevated habitus and linguistic exposure may 

build a network with mutual communication that becomes an asset in their influence 

on other students (Flynn, 2015). Consequently, the acquired relationships inside the 

classroom community enable students to accumulate more networks and expand 

other forms of capital.   

2.1.1.2.2 Economic capital 

Economic capital comprises physical assets (property) and material wealth (money) 

convertible into cash (Lueg & Lueg, 2015). Economic capital is more valuable and 

takes precedence over all other forms to help other capitals to reproduce and keep 

mobilising. Economic capital largely determines access to quality education, 

prestigious educational institutions, the building of social networks and success in 

professional fields (Tsiplakides, 2018). 
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2.1.1.2.3 Cultural capital 

‘Cultural capital’, the most researched component of Bourdieu’s theory, is a key 

determinant in its application to the measurement of individual success in educational, 

professional and social fields (Jaegar & Mollegaard, 2017). Bourdieu was the first to 

use the term ‘cultural capital’ as a central resource for the formation of class structure 

that describes social class disparities through accumulated knowledge and education 

(Jaegar & Mollegaard, 2017).     

Cultural capital is an institutionalised form of widely-shared cultural signals such as 

dispositions, choices, knowledge, behaviours, skills, exposure and credentials that 

can be saved, invested and accustomed to obtain other capitals (DiMaggio, 1982; 

Kingston, 2001). To generate, reproduce, preserve and elevate cultural capital, people 

are ready to invest their time, money, resources and efforts to acquire prestigious 

education (Malik & Mohamed, 2014). Cultural capital entails the possession of 

knowledge (educational capital) and language skills (linguistic capital) that reproduce 

and develop economic and social capital (social networks) (Bourdieu, 1986). There 

are three basic sources of cultural capital: 

1: The embodied form consists of acquired knowledge through educational and 

socialisation experiences and includes linguistic skills and exposure that have the 

potential to make individuals successful academically and socially (Bourdieu & 

Passeron, 1990). 

2: The objectified form refers to the material objects an individual might need to seek 

educational pursuits (books, computers), jobs (tools and equipment), clothing and 

accessories and home goods (property, furniture, appliances) (Bourdieu, 1986). The 

possession of such material objects is most likely to be linked to a person’s social 

status and access to superior educational opportunities (Jaegar & Mollegaard, 2017).  

3: The institutionalised form refers to the value of educational credentials and 

academic experiences awarded by specific educational institutions, providing the 

individual with a sense of self-positioning, academically and professionally (Bourdieu 

& Passeron, 1990).  

In the context of the current study, it is argued that the individuals who are privileged 

to have enough economic resources (objectified form) will ultimately have access to 

improved educational and linguistic capital (embodied form). Both of these forms of 
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cultural capital will enable individuals to acquire the institutionalised form of cultural 

capital to expand their existing capital in order to maintain the social hierarchy, 

dominance, leadership and social discrimination inside and outside the education 

classroom.  

Cultural capital can be divided into two major types:  

2.1.1.2.3.1 Educational capital 

In the acquisition of educational capital, the inherited attitude and value assigned to 

language and education by different social classes prove to be crucial to acquire a 

certain kind of education from a certain type of school (Lueg & Lueg, 2015). It is argued 

that schools are not neutral or based on meritocracy, as they are commonly 

understood to assign different value to different students based on their distinct 

socioeconomic, educational and linguistic backgrounds (Bourdieu, 1986). The 

individuals from the dominant, elite social group study in prestigious private schools 

which offer more ambitious occupational trajectories, while others attend lower-status 

public schools with less valued courses (Tsiplakides, 2018). Amongst others, the 

selection criteria based on merit constitute further factors in the acquisition of 

educational capital. The unequal representation of different social classes illustrates 

how educational institutions have designed their selection criteria to recruit students 

with a certain level of economic capital, social position and educational knowledge in 

different education systems (Brar, 2016). Other factors might be teachers’ 

discriminatory attitudes towards students from different educational, social and 

linguistic backgrounds that may result in marginalisation within the classroom 

community (Bourdieu, 1992). Linked with the research objectives in the current study, 

it is argued that “teachers communicate more easily with students who participate in 

elite status cultures, give them more attention and special assistance and perceive 

them as more intelligent or gifted than students who lack cultural capital” (DiMaggio, 

1982: 190).  

Bourdieu and Passeron (1990) contended that educational institutions incorporate the 

cultural dispositions of the upper class and not those of the working class to 

marginalise, reproduce and legitimate class inequalities. As a result, students from 

less advantaged socio-economic backgrounds ‘who are not familiar with this kind of 

socialisation will experience school as a hostile environment’ (De Graaf & de Graaf, 
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2000: 96). However, Bourdieu also argues that beneficial and productive educational 

capital can be acquired through intelligence and hard work in any educational 

institution, even if it is not one of the more prestigious ones (Bourdieu, 1986). 

2.1.1.2.3.2 Linguistic capital  

Bourdieu regards language not only as a means of communication but also as an 

instrument of power where the user is endowed with linguistic capital as a sign of 

prestige (Bourdieu, 1977). The possession of linguistic capital with language 

knowledge and proficiency depends on the individual’s family background, previous 

educational experiences, and linguistic exposure inside and outside the educational 

institution (Malik & Mohamed, 2014). In the family background scenario, the cultural 

distance which is interrelated with exposure to language is believed to impact 

children’s academic performance and attitude towards academic collaboration (Lueg 

& Lueg, 2015). The smaller the distance or exposure between the two individual 

languages – first and second − in a family environment, the easier it is to learn and 

practise a second language with competence at school and university (Gerhards, 

2014).    

The higher education sector reveals an area of bias in the form of merit by asking the 

specific amount, level and type of linguistic capital acquired from school education, 

which is designed to exclude the have-nots (Malik & Mohamed, 2014). As mentioned 

above, universities require school education with EMI, ability to use adequate 

vocabulary fluently and to express and decipher information critically and creatively 

(Brar, 2016). Lueg and Lueg (2015) argue that EMI education is a legitimate form of 

cultural capital that is recognised in the academic world globally. Therefore, the 

imbalance between those who acquire EMI education and those who do not may be 

considered an instrument for socio-cultural, professional, and educational 

reproduction and exclusion (Brar, 2017). In the context of teaching and learning with 

EMI, linguistic capital is closely related to power, social dominance, and academic 

stratification (Sultana, 2014), factors of central relevance to the research issue in the 

current study.  

In a situation where students’ knowledge and life experiences may go unrecognised 

without target language competency, they may suffer self-exclusion, loss of identity, a 

sense of powerlessness and anxiety (Sultana, 2014). In educational settings, Bourdieu 
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(1986) considered linguistic capital more valuable than other capitals. Language 

competence becomes the key player for individuals, equipping them with an ability to 

understand it as a dominant language to secure opportunities in the linguistic market 

(Flynn, 2015). Bourdieu used the concept of ‘linguistic market’ to refer to certain lingual 

capabilities with which to gain and elevate social, educational and economic capital 

(Bourdieu, 1977). Linguistic competency in the context of the linguistic market is 

defined as the ability to speak confidently, to communicate and to have conversations 

appropriate to specific social, professional and academic structures (Flynn, 2015). 

2.1.1.2.4 Symbolic capital 

Symbolic capital grants credibility and distinction to a social class based on “the 

acquisition of a reputation for competence and an image of respectability and 

honourability” (Bourdieu, 1984: 291). Bourdieu defines symbolic capital as ‘the form 

that the various species of capital assume when they are perceived and recognised 

as legitimate’ (Bourdieu, 1989: 17). An individual possesses symbolic capital within a 

culture in the form of prestige, recognition, reputation and honour that is the outcome 

of how other capitals are converted and appreciated in different fields.  

2.1.1.3 Convertibility of capitals  

Different social classes employ various strategies to accumulate, invest, transform and 

convert one form of capital into another to enhance their social position and cultural 

dominance (Malik, 2012). For example, the wealthy social classes can use their 

economic capital to enrol their children into prestigious, expensive educational 

institutions to accumulate valuable cultural capital (quality education and linguistic 

competence) and to establish a high-class social network as social capital. They will 

then also be acknowledged by others who value their social position and power (as 

symbolic capital) (Malik, 2012). The acquired cultural and social capital is then used 

to generate more economic capital and to keep mobile symbolic capital to continue 

the cycle of social reproduction.    

2.1.1.4 Concept of field and education 

The concept of ‘field’ serves as a spatial metaphor for a specific environment in which 

a diverse set of habitus operates, and different types of capital come into practice 

(Brar, 2016). ‘Field’ refers to the setting or arena in which interaction among individuals 

occurs with respect to the appropriation of resources (Bourdieu, 1992). Field is the site 
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of a continual power struggle where individuals from different social classes strive to 

accumulate their habitus and the capital that determine monopolisation in that field 

(Malik, 2012; Tsiplakides, 2018). Field can be viewed as ‘the space in which cultural 

competence or knowledge of particular tastes, dispositions, or norms is produced and 

given a price’ (Winkle-Wagner, 2010: 7). Alternatively, field can also be described as 

‘arenas of production, circulation, and appropriation of goods, services, knowledge, or 

status, and the competitive positions held by actors in their struggle to accumulate and 

monopolise these different kinds of capital’ (Swartz, 1997: 117).  

Some examples of fields include higher education institutions, schools, classrooms, 

literature, the job market or religion (Malik, 2012). ‘Education’ as a broad field construct 

may be subdivided to explore the interrelationship of fields within fields: for example, 

the field of language is linked to the field of power as a stratifying force within the field 

of education to bring about the anticipated reproduction of cultural capital (Flynn, 

2015). Bourdieu (1977) also regards the English language as a field where it functions 

as a medium of instruction and communication in an academic context, which 

resonates with the topic of the current study.  

Bourdieu (1992) argues that different types of capital are assigned different degrees 

of worth in different fields. For instance, knowledge of and proficiency in English 

language and EMI education are highly prised in universities; while village handicrafts, 

manual skills and agriculture are appreciated in villages but not in cities, factories, or 

universities (Shahriar, 2017). The people owning such skills and knowledge may be 

powerful in one field but not in others and this might marginalise the working class by 

restricting their opportunities to access quality education based on their limited 

economic, cultural, and linguistic capital (Bourdieu, 1992). People with high amounts 

of recognised capital remain at an advantage over others and are empowered to take 

decisions which maintain the social hierarchy (Shahriar, 2017).  

The concept of field has three significant implications for the success or failure of 

members of various groups in their attempts to ascend the social ladder (Grenfell, 

2008; Swartz, 1997): 

1: The uniqueness of each field: Fields are unique and have their own unwritten rules. 

Each field demands different rules or a class-based code from its participants who 

come into each field with different forms of habitus and capital. These rules decide 
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how the competition will take place and how the loser and winner in that field will be 

decided (Malik, 2012).  

2: Power struggle: There is a competition for power within each field. The individual or 

group that wields the greatest power in a field is the one that has the specific form of 

habitus that best conforms to the requirements of the field (Bourdieu, 1988). However, 

the ability of an individual to appropriate the capital that is valued in each field is 

dependent upon their ability to accurately decode or decipher the rules of that field 

(Brar, 2016). To retain their power, the dominant class might employ various strategies 

or barriers and different capital to preserve its dominance and to maintain the hierarchy 

within a given field (Malik, 2012).  

3: Self-exclusion: Different classes prefer to remain in the field to which they are 

accustomed and which suits them, to avoid a class clash (Bourdieu, 1988). By not 

venturing outside of their field, each class tends toward isolation. Since the dominant 

class can define who should be regarded as a member of a field, they are able to 

exercise a monopoly over legitimacy and establish the boundaries of the field (Brar, 

2016). In addition, having control over the requirements of a field gives the dominant 

class the power and the advantage of defining other classes. The amount and level of 

linguistic capital, knowledge and proficiency to communicate effectively in a second 

language is an important determinant of individuals’ access and success in an 

educational field (Malik, 2012).  

The following diagram, Figure 2.1, summarises the key concepts of Bourdieu’s theory 

that the individuals with unique forms of habitus and increased amount of capital will 

enter into the field with to set forth their authority, leadership and dominance over 

others who do not possess the required habitus and enough capital. 
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Figure 2.1 Bourdieu’s theory of practice and social reproduction 

2.2 Vygotsky’s sociocultural theory (SCT) 

Lev Simkhaovich Vygodskii, commonly known as Lev Vygotsky, a Russian 

psychologist born in 1896, was a seminal psychologist and remains a noteworthy 

scholar in the field of education (Yang, 2016). He studied sociology, psychology, 

philosophy, and linguistics and published six books over a ten-year period 

(Behroozizad, Nambiar and Amir, 2014). His sociocultural theory (SCT) has notable 

significance in bringing together the notions of culture, mutual communication, and 

individuals’ development with education as a central element (Yang, 2016).  

According to Lantolf and Thorne (2006:197), sociocultural theory argues that “human 

mental functioning is fundamentally a mediated process that is organised by cultural 

artifacts, activities and concepts”. The term ‘socio-cultural’ indicates that learning and 

mental functioning are social processes, and the construction of knowledge and 

human intelligence originates in society or culture (Saleem & Azam, 2015). The 

essence of this theoretical framework is that language plays a critical role as a 

symbolic cultural artifact and a powerful tool that enables individuals to mediate their 

connection to the world, to build social networks and for mutual communication 

(Lantolf & Apple, 1994). Vygotsky argues that knowledge and development of 

language are not constructed in isolation, but in the context of social interaction and 

collaboration (Vygotsky, 1987).  

In the educational context, the sociocultural perspective promotes communication and 

interaction as an interlinked process shaped by culture to develop language skills 

(Yang, 2016). The theory argues that cultural institutions (schools, universities, 

families) and communicative academic activities should strive to create a learner-
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centred learning environment; providing students with adequate opportunities to learn, 

engage and construct meaning by shared knowledge (Mutohhar, Scheb-Buenner, 

Muangjanburi & Rujirungrot, 2016). The theory argues that in the context of learner-

centred collaborative classrooms, the interactions construct learning at two levels: 

societal or inter-mental phase (among people); and personal or intra-mental phases 

(integrated into a person’s mental structure (individual level)) (Lantolf & Apple, 1994). 

In the context of the inter-mental phase, Vygotsky empirically explored that classroom 

interaction between teachers and students influences language development and 

leads to higher mental practices in which able peers and adults exchange and share 

knowledge to expand cultural capital (Panhwar, Ansari & Ansari, 2016). In the intra-

mental phase, the theory helps to explain how independent learning can support 

language practice in the context of the EMI teaching and learning process. From this 

perspective, it can be argued that practising a language in an academic scenario is 

based on three main factors: the level of classroom interaction; the quality of 

assistance provided by teachers; and students’ learning practices as independent 

learners (Yang, 2016).  

2.2.1 Key concepts 

The major key concepts of sociocultural theory are explained below.  

2.2.1.1 Zone of proximal development (ZPD) 

The most frequently used definition of ‘zone of proximal development’ (ZPD) is ‘the 

distance between the actual development level as determined by independent 

problem solving and the level of potential development as determined through problem 

solving under adult guidance or in collaboration with more capable peers’ (Vygotsky, 

1978: 86). The definition indicates two areas of development: the learner’s actual 

development with existing internal capacities to perform academic tasks 

independently; and the learner’s potential development through mediated adult 

guidance and peers’ collaboration (Behroozizad et al., 2014). A learner might need 

external assistance to develop advanced-level mental capacity to understand 

advanced level concepts that helps them to overcome obstacles, particularly in second 

language practice (Lantolf & Thorne, 2006). Thus, the idea of assistance and 

scaffolded guidance is a driving force of this theory that makes ZPD a significant 

pedagogical tool for researchers, educators and teachers to improve a student’s 

learning capacities (Lantolf & Thorne, 2006).  



26 | P a g e  
 

2.2.1.2 Scaffolding and the role of teachers 

Scaffolding is the major construct of sociocultural theory (SCT), connecting all the 

components of the theory that advocates collaborative learning with support from 

experienced teachers to solve learning problems and to bridge the gap between 

learners’ actual and potential development (Panhwar et al., 2016; Mutohhar et al., 

2016). To provide meaningful scaffolding in an academic context, teachers should first 

assess students to determine their current level of development, then plan their 

scaffolded strategies accordingly to enhance students’ learning capacities in a 

progressive way (Cherry, 2021).  

To design the scaffolding process effectively with productive activities, the role of the 

teacher (as shown in Figure 2.2 below) is critical in the scaffolding process. Teachers 

are expected to be knowledgeable and able to act as facilitators and mentors to 

understand learners’ ZPD levels; to determine the amount of required help; and to 

deliver assistance effectively in the EMI classroom (Saleem & Azam, 2015). To 

execute meaningful scaffolding, teachers may use collaborative teaching techniques, 

situational and contextual classroom activities, group and peer discussions, 

presentations, recordings and task-oriented activities to facilitate students’ 

understanding of advanced knowledge and to support the complex language 

practising process (Panhwar et al., 2016). Such communicative interactions as both a 

means and the goal of practising language might create an operative pedagogy 

assisting students to learn beyond traditional teacher-centred academic classrooms 

(Lantolf & Apple, 1994; Panhwar et al., 2016). The diagram in Figure 2.3 below shows 

some factors upon which the researchers agree to keep in mind while designing 

scaffolded activities: 

1: The time and duration of classroom activities to decide long-term or short-term 

assistance (Lantolf & Thorne, 2006). 

2: The frequency and quantity of assistance is important to decide how much 

scaffolding is needed for adult learners in universities (Panhwar et al., 2016). A 

minimum level of assistance might be appropriate for adult learners to make them 

autonomous learners. Long-term assistance may make learners habitually dependent 
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on others. Thus, the amount of help might need to change between sessions for active 

participation (Lantolf & Thorne, 2006). 

3: Different learners may need different levels of help based on their actual 

developmental level and their potential capacity to learn quickly that depends on the 

effectiveness of their ability to utilise feedback and external assistance (Lantolf & 

Thorne, 2006). 

4: The effective use of language during activities is significant to provide meaningful 

feedback. The instruction language must be sufficiently used in order to achieve the 

intended goals (Cherry, 2021). 

5: The imparted assistance and classroom activities need to be relevant to learners’ 

actual needs to achieve the intended learning outcomes with improved subject content 

comprehension (Lantolf & Thorne, 2006).   

6: The type and quality of provided feedback could also impact academic performance 

by encouraging or demotivating classroom participation in the EMI classroom. The 

quality of feedback should be changed within and across sessions to facilitate an 

inclusive learning process (Yang, 2016).  

7: The classroom organisation in an academic context is important. The teacher might 

divide students in pairs of groups based on mental capacity and experience, 

combining less skilled students with higher skilled learners (Cherry, 2021). The 

classroom environment and physical infrastructure also affect the learning process 

(Mutohhar et al., 2016).   

8: The role of teachers is critical to operationalise the quality and quantity of help 

provided during classroom activities. Teachers and educators need to be active 

constructors to create a collaborative environment to foster the mental development 

of learners (Mutohhar et al., 2016). Teachers should use their resources, knowledge, 

experience, and strategies productively while adopting different roles as indicated in 

Figure 2.2.  

9: The classroom interaction and academic activities must demonstrate equality and 

avoid favouritism (Lantolf & Apple, 1994). The learner needs to be comfortable and 
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without any stress or anxiety to construct a shared knowledge environment. 

Classroom activities should be based on mutual trust to encourage and motivate 

learners to expand their knowledge and mental capacity (Saleem & Azam, 2015). 

                      

Figure 2.2 Teacher’s different roles in EMI classroom 

          

Figure 2.3 Important factors to design teaching activities 

2.2.1.3 Self-regulation and learning 

Self-regulation is the stage of learning when the learner becomes independent and 

autonomous (Vygotsky, 1987). The scaffolding and assistance by teachers and 

capable peers help students to take responsibility for their own learning (Saleem & 

Azam, 2015). Active participation, collaboration and meaningful interaction help 

learners to enhance their linguistic and educational capital in an academic setting 
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where they can advance their knowledge independently, which they previously were 

only able to do with some assistance (Lantolf & Apple, 1994). Lantolf and Apple (1994) 

described self-regulation through three general stages: 

1: Object-oriented regulation: A learner is controlled by objects to think and learn. This 

form of regulation is practised generally in the early stages of education to teach young 

learners mathematics or a language by using objects such as blocks or toys.  

2: Other-regulation: A learner is provided with help and guidance by parents, family, 

peers and teachers. At this stage, a learner is exposed to a second language through 

interaction, communication and shared experiences.  

3: Self-regulation: In the third phase, learners become independent by developing the 

capability to accomplish academic tasks with minimal or no external support. It is 

argued that to be proficient and competent language users in EMI classrooms, 

learners become knowledge generators while taking responsibility for their own 

learning. Although students can argue, discuss and critique to encounter language 

practice challenges, some other learners may still confront obstacles and seek 

additional help to become completely independent learners (Lantolf & Apple, 1994; 

Saleem & Azam, 2015). 

2.3 Stephen Krashen’s theory of second language acquisition 

Stephen Krashen is a professor of Linguistics and Education at the University of 

Southern California (Schutz, 2019). He is an expert in his research into the study of 

bilingual and second language acquisition for early and adult learners (Schutz, 2019). 

Krashen’s theory of second language acquisition, which consists of a set of 

hypotheses, is his most famous and influential work in explaining the process of 

second language acquisition. Krashen argues that acquisition of a first or second 

language is not fundamentally different as the learners can listen attentively if the 

spoken words are meaningful to them (Krashen, 1982). Krashen believes that 

acquisition 

requires meaningful interaction in the target language - natural 
communication - in which speakers are concerned not with the form of their 
utterances but with the messages they are conveying and understanding 
(Krashen, 1981: 1).  
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He believes that his hypotheses should not merely be based on existing research data, 

but also need further supporting evidence to predict new data (Krashen, 1982), 

asserting that ‘these hypotheses are consistent enough with existing data to be worthy 

of consideration, and that they appear to capture the data better than other existing 

generalisations’ (Krashen, 1982: 2). 

The following series of hypotheses form the coherent basis of Krashen’s second 

language acquisition theory. 

2.3.1 The Acquisition-Learning hypothesis 

The Acquisition-Learning hypothesis claims that the development of a second 

language is based on two distinct and independent factors (Krashen & Terrell, 1988):  

1: Language acquisition is a subconscious process where the acquirer remains 

unaware of the language acquisition process as he only uses the language for 

communication purpose (Schutz, 2019). A second language acquirer simply ‘picks up’ 

the language knowledge and stores information through interaction, generally with 

native speakers (Krashen, 1982).  

2: Language learning is a conscious process where the learner attends second 

language learning sessions to learn grammatical rules in a formal language instruction 

setting (Krashen, 1982). The learner consciously accepts the knowledge of language 

to communicate and interact using the second language (Abukhattala, 2013). 

2.3.2 The Monitor hypothesis 

According to the Monitor hypothesis, a learner uses the previously learnt second 

language rules to monitor his acquired language through self-correction (Krashen, 

1982). First in this process, acquisition initiates the utterance to produce the language 

for written or spoken communication; second, the learning system acts as an editor to 

correct these utterances to produce language (Schutz, 2019). Thus, the learned 

language functions as a monitor to utter comprehensible and meaningful 

communication. However, despite this monitoring process, Krashen suggests that 

adult learners or users of a second language should focus more on fluency than 

accuracy to avoid being slowed down (Krashen, 1982). 
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2.3.3 The Input hypothesis 

The Input hypothesis (Krashen, 1982) is the most significant hypothesis in Krashen’s 

theory with a potential theoretical and practical impact on all areas of second language 

teaching and learning. This hypothesis assumes that input (provided feedback) needs 

to be comprehensible and useful for advanced second language acquisition (Krashen 

& Terrell, 1988). The Input hypothesis makes the claim that learners advance their 

language knowledge when they understand the comprehensible input containing i + 

1. This formula means that a necessary condition to move from stage i (current level 

of language knowledge and competence ) to stage 1 (new knowledge or language 

rules) is that the acquirer understand input and focuses more on the meaning than the 

form of the message (Krashen, 1982). The focus on the message makes the learner 

ready, engaged and interested in language practice so that input becomes 

understandable, developing linguistic competence (Abukhattala, 2013).  

2.3.4 The Natural Order hypothesis 

In this hypothesis, Krashen argues that the acquisition of grammatical rules and 

language structures occurs in a natural order (Krashen, 1982). The learner acquires 

parts of language in a predictable order where easy language rules are learned early, 

followed by more difficult rules learned at a later stage (Schutz, 2019). The learning of 

difficult and advanced-level language rules occurs mainly with scaffolded support from 

instructors (Du, 2009).   

2.3.5 The Affective Filter hypothesis 

The concept of affective factors postulated by Dulay and Burt in 1977 was incorporated 

by Krashen as one of his five hypotheses in 1985 (Du, 2009). The Affective Filter 

hypothesis by Krashen illustrates the importance of the right affect for the acquisition 

of second language to take place (Yang, 2012; Krashen, 1982). The hypothesis 

embodies Krashen's view that a number of psychological, social, behavioural and 

personal 'affective variables' − named as motivation, self-confidence, anxiety, stress, 

fear and attitude − play a facilitative or obstructive role in the second language learning 

and teaching process (Bekleyen, 2004). The learner’s emotional state is critical in 

allowing or impeding the passage of the input necessary for the acquisition of the 

target language (Yang, 2012). According to Krashen,  



32 | P a g e  
 

the true causative variables in second language acquisition derive from the 
input hypothesis and the affective filter − the amount of comprehensible 
input the acquirer receives and understands, and the strength of the 
affective filter, or the degree to which the acquirer is ‘open’ to the input 
(Krashen, 1982:9).  

 

In general terms, ‘a filter is something that acts as a way to strain or block material 

from reaching its intended goal’ (Olenka, 2015). Krashen argues that the human brain 

also has a filter through which input passes before it is acquired meaningfully 

(Krashen, 1982). The ‘affective filter’ is defined as an innate processing system in 

which a raised and 'up' filter, associated with lack of self-confidence, low motivation 

and high anxiety, forms a ‘mental block’ which prevents the input from being used and 

impedes language acquisition (Yang, 2012). According to this hypothesis, confident, 

motivated learners with low affective filters receive more input than learners with low 

confidence and high anxiety causing high filters which block input resulting in a lower 

intake (Du, 2009). It shows that high motivation, low anxiety and improved self-

confidence are conspicuous features of the low affective filter that produces a more 

receptive attitude to second language learning and enables learners to perform 

adequately inside the EMI classroom (Oroujlou & Vahedi, 2011). Those whose 

attitudes are not optimal for second language acquisition will tend to seek less input 

even if they understand the message (Krashen & Terrell, 1988). These emotional 

factors might also have positive or negative effects on the efficiency of learners 

regarding their attitude towards learning, interaction with teachers and peers, and 

participation in classroom activities (Al-Ta’ani, 2018).  

In the current research study, emphasis is laid on the Affective Filter hypothesis and 

its implications for teaching and learning practices in higher education in the context 

of EMI classrooms. This hypothesis guides this study to provide detailed insight into 

students’ and teachers’ academic difficulties related to language practice in Pakistani 

public and private universities at undergraduate level. The main affective factors 

possibly influencing learning and teaching in an EMI classroom are discussed below.  

2.3.5.1 Motivation 

Gardner and Lambert (1972) have recognised the important role of motivation in 

second language learning. The term ‘motivation’ refers to ‘the extent to which the 

individual works or strives to learn the language because of a desire to do so and the 
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satisfaction experienced in this activity’ (Gardner 1985: 10). Motivation is an important 

factor that shows willingness to learn, enthusiasm and the desire to accomplish a task, 

and stimulation to achieve long-term academic and professional goals even for less 

talented learners (Cambridge Dictionary, 2019). Motivation is also defined as a definite 

purpose for certain activities and the desire to give direction to goal-oriented behaviour 

to perform to the best of one’s abilities (Huitt, 2011). Learners may become motivated 

through quality instruction, positive interaction and comprehensible input to make 

meaningful progress (Krashen & Terrell, 1988).  

Attitude and motivation are interlinked in the learning process. An attitude is a set of 

beliefs and ‘the way you think and feel about’ any task or activity (Du, 2009: 163). A 

positive attitude towards language learning and its outcomes might motivate learners 

to learn rapidly, commit to achieve desired goals and perform persistently in the 

second language classroom (Al-Ta’ani, 2018). A negative attitude might demotivate 

learners causing slow progress and inadequate academic participation in the context 

of second language learning and teaching (Deb, 2018).  

It is argued that students need to develop an understanding of why they need to try, 

how long they must sustain an activity and how hard they should pursue their desired 

academic pursuits (Krashen & Terrell, 1988). For instance, if language learners feel 

that fluency in language can be useful in the future, they will enhance their motivation 

to achieve this goal (Oroujlou & Vahedi, 2011). Because learners might have different 

purposes for studying a language, it is essential for instructors to identify students' 

needs, to provide assistance and to develop effective motivational strategies. Gardner 

and Lambert (1972) proposed the most used framework depicting the two types of 

motivation language learners typically have. 

1: Integrated motivation: This enhances learners’ interest to learn and practise the 

second language with the intention of participating and integrating into social life, with 

a desire to interact with the culture and people of the target language (Yang, 2012). 

This type of motivation is a key component in assisting the learner to develop some 

level of proficiency in the second language for long-term goals (Oroujlou & Vahedi, 

2011).  

2: Instrumental motivation: This motivates individuals to learn a language to read 

technical material, pass examinations, travel for educational purposes, apply for a job 
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or meet an educational requirement (Du, 2009). The learner also acquires and 

practises a language to achieve social status, linguistic capital and economic rewards 

through second language learning (Al-Ta’ani, 2018). 

Some other types of motivation include global motivation (a learner’s general attitude 

towards learning a second language); situational motivation (a learner’s motivation to 

learn a second language in a natural setting); and task motivation (practising a 

language to accomplish a specific task) (Yang, 2012; Oroujlou & Vahedi, 2011). 

2.3.5.2 Confidence  

Confidence means to have belief in one’s own abilities and opinions to perform better 

in an academic situation by undertaking specific action to achieve a desired outcome 

(Greenacre, Ngo Manh & Tom, 2014). Self-confidence is also defined as self-esteem 

to accomplish certain tasks which can be developed independently, based on previous 

linguistic experiences and exposure (Greenacre et al., 2014). Academic confidence 

entails having a positive self-image with a belief in one’s ability to communicate during 

classroom activities, to participate without fear of making mistakes and to make the 

decision to receive positive support and encouragement to accomplish advanced 

linguistic tasks (Deb, 2018). According to Yang (2012), students’ academic 

performance is linked with how they perceive their intellect and educational potential 

in professional and social fields. The more they value themselves, the better they 

perform. The students with high confidence might perform better as leaders when 

undertaking a group task (Greenacre et al., 2014). If learners are frustrated because 

their worth is not acknowledged, their self-esteem is undermined which causes anxiety 

(Yang, 2012). Such students might depend on others and imitate them to become 

academically accepted in academic and social settings (Chemers et al., 2000).  

2.3.5.3 Anxiety 

In the early 1980s, Krashen underlined the importance of language learning anxiety 

as a negative affective factor which interferes with the language learning and teaching 

process. Anxiety is an uncomfortable emotional state experienced when a learner is 

unable to overcome challenges to reach certain goals (Bekleyen, 2004). Language 

learning anxiety is defined as ‘the apprehension experienced when a situation requires 

the use of a second language with which the individual is not fully proficient’ (Du, 2009: 

163). Some types of anxiety include:   
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1: Facilitating anxiety: this motivates the learner to perform a new learning task by 

gearing up his motivation to perform better academically (Bekleyen, 2004).  

2: Debilitating anxiety: this urges the learner to flee from the learning situation by 

triggering the individual’s avoidance behaviour in the learning process (Bekleyen, 

2004).  

3: State anxiety is experienced by a learner at a particular time as a reaction to a 

definite situation, such as expecting some intimidating situation in the near future 

(Bekleyen, 2004). 

4: Trait anxiety is described as learners’ permanent predisposition and likelihood of 

becoming anxious in any situation. The learner with a high level of trait anxiety lacks 

emotional stability, remains nervous with an apprehensive attitude, and feels 

threatened in different situations (Bekleyen, 2004).  

5: Test anxiety becomes apparent when a learner experiences stress before, during 

or after an examination or assessment (Du, 2009). A learner can be test anxious due 

to previous negative learning experiences, lack of preparation, poor time 

management, poor study habits, cramming, rote learning, lack of confidence or fear of 

failure (Khan, 2013).  

6: Class anxiety might have a strong connectivity with the second language learning 

and teaching classroom and classroom activities which involve the stress of speaking 

in front of the whole class (Bekleyen, 2004). 

7: Communication apprehension is an ‘individual’s level of fear or anxiety associated 

with real or anticipated communication with another person or persons’ (Du, 2009: 

163). A language user with insufficient language skills can be communication 

apprehensive when they are expected to interact in the classroom or to other native 

speakers (Bekleyen, 2004). However, writing anxiety is thought to be the least anxiety-

provoking activity because the writer has time to think and has control over the content 

(Deb, 2018). 

8: Fear of evaluation can make students anxious and think of themselves as unworthy 

if they receive negative feedback or criticism from teachers and peers (Du, 2009). In 

an academic classroom, students might become anxious when conscious of being 
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evaluated or judged by someone based on their language skills, class participation 

and overall academic performance (Olenka, 2015).    

While discussing some sources of anxiety in an EMI classroom, Bekleyen (2004) 

argues that a university classroom might consist of a heterogeneous group of students 

with different educational, social and cultural backgrounds, a different previous 

medium of instruction, different levels of competency in language skills and with 

different mental capacities (Bekleyen, 2004). Such classrooms might be problematic 

for students to practise language and for teachers to provide equal opportunities for 

students to participate in classroom activities. Other sources such as limited lecture 

time, students’ preferences for working individually or in groups, favouritism and 

leadership roles during class activities may also leave students feeling neglected and 

isolated (Yang, 2012).    

2.4 Theoretical gap and assembling theoretical framework 

The researcher looked for existing theoretical and knowledge gaps in prior research 

to explain why a particular theoretical framework was chosen for the current study 

before explaining how it was approached. As observed in the following chapter 

‘Literature Review’, a gap was found to exist in the actual application of combined 

theories in the field of EMI teaching and learning practices, particularly in the context 

of public and private universities in Pakistan. To fill this gap in theory, the current study 

proposed an integrated theoretical framework, combining selected constructs from the 

three theorists discussed above. Although the three theorists discussed above are not 

'new', their theories remain relevant to the current situation and contemporary 

research issues in psycholinguistics, sociolinguistics and pedagogical practices in 

Pakistan and other contexts. Also, their influence over more recent scholars and 

current scholarship is still strongly in evidence, so they are not dated or obsolete. The 

researcher sought to evaluate EMI implementation in relation to family and institutional 

habitus outside the classrooms, mutual relationships inside the classrooms and the 

psychological variables involved. These areas are significant when investigating the 

effectiveness of EMI teaching and learning practices in different education systems in 

Pakistan.   

Bourdieu’s theory underpins the study in evaluating how the diverse habitus, 

socioeconomic background and previous educational and linguistic capital acquired 
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from different types of school education impact educational access and success in a 

higher education EMI classroom. His core concepts are used to evaluate and compare 

the mutual teacher-student and student-student relationships in selected public and 

private universities.   

The framework proposed by Vygotsky is also relevant to this study, particularly his 

theories on communicative and collaborative activities in educational settings. The 

concepts of scaffolding from Vygotsky’s sociocultural theory are used to compare the 

teaching techniques employed in public and private universities and to investigate the 

extent to which the teachers of both universities plan and conduct their classroom 

activities to ensure equal, non-discriminatory participation. In addition, the study 

investigates how the concepts of scaffolding and mutual collaboration are integrated 

with EMI in both universities to help students become independent learners with an 

increased comprehension of subject content.  

Krashen’s Affective Filter hypothesis from his second language acquisition theory is 

used to identify and compare various affective variables operating in EMI classrooms 

in public and private universities. The study explores how the psychological factors of 

confidence, motivation, and anxiety obstruct or support independent learning and 

classroom participation; and how the kind of EMI adopted can raise or lower students’ 

affective filters, impacting their learning capacity.  

Drawing on a combination of all three theories, the current study proposes that outside 

factors (family and institutional habitus) influence mutual collaboration and teachers’ 

and students’ roles in the EMI classrooms and either promote the educational process 

or create a stressful, unconducive teaching and learning environment. The current 

study also argues that teachers’ provision of scaffolding is an effective way of making 

students more confident and less anxious, thus helping to overcome their difficulties 

in the EMI classroom. Insight gained from this theoretical framework and its application 

could ultimately decrease the divisions and marginalisation which presently exist 

within the classroom and in society by equalising educational opportunities for the 

majority.  
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CHAPTER 3 - LITERATURE REVIEW 

3.0 Introduction  

This chapter presents a review and critical evaluation of the literature relevant to the 

main research topic of the current study. This chapter synthesises various sources 

which provide multiple perspectives and critical insight into issues of English-Medium 

Instruction (EMI) language policies, implementation and practices in public and private 

education systems around the world and, more specifically, in Pakistan. The chapter 

is sub-divided into the following sections: demographic context of Pakistan; colonial 

era in the sub-continent; English as lingua franca, English as an academic lingua 

franca; education system in Pakistan; language-in-education policy and practices in 

Pakistan; and understanding EMI and educational inequality in Pakistan. The 

researcher has also attempted to investigate how different types of education systems 

following diverse EMI teaching and learning methodologies influenced the academic 

practices, roles of teachers and mental well-being of students and to what extent they 

produced productive individuals for social and professional fields. The discussion 

provides an essential foundation for the subsequent parts of this thesis. Gaps and 

limitations of the reviewed literature are discussed to justify the rationale and 

significance of the current study.  

3.1  History and demographic context of Pakistan 

Pakistan is located in South Asia. In 1947, after gaining its sovereignty from British 

colonialism, the subcontinent was divided into three countries: Pakistan, India and 

Bangladesh. As shown in Figure 3.1, Pakistan shares borders with India on the 

eastern side; and on the western and northern sides with Iran, China and Afghanistan 

(Pakistan Education Statistics, 2016-17). Contemporarily, Pakistan consists of four 

provinces: Punjab, Sindh, Baluchistan, and Khyber Pakhtunkhwa; and the Federally 

Administrated Tribal areas of Gilgit, Baltistan and Azad Kashmir (Rahman, 2005). 

Islamabad is the capital city of Pakistan. Lahore, the capital city of the densely-

populated province of Punjab, is considered a cosmopolitan city with increasing 

access to universities, schools, hospitals, public libraries, internet and other 

infrastructure. 
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Figure 3.1 Map of Pakistan (Geology.com, 2020) 

 

Pakistan, with a population of approximately 220 million in the year 2020 and with an 

annual growth rate of 2.00%, is the fifth-most populous country in the world (The World 

Bank, 2021). The literacy rate of the country was nearly 60% in 2019-20 (Pakistan 

Economic survey, 2020-21). Islam is the religion of about 96.4% of the population 

while the combined minority religions of Hindus, Sikhs, Christians, Buddhists and 

Parsees make up 3.6% (Hoodbhoy, 2021). Religion in Pakistan is a significant 

ingredient in the make-up of the society, transcending racial, ethnic and social 

divisions and transforming castes and tribes (Malik, 2012).  

Pakistani society is divided into upper, middle and lower strata based on many factors 

including families’ income and socio-economic standards and parents’ professional 

and social status. All these factors influence attitudes towards education and second-

language learning (Rahman, 2005). Careers in government and public administration 

are considered prestigious and are adopted largely by the local elite class (nearly 20 

million of the total population) to maintain their historical social and political power 

(Malik, 2012). The remainder of the population (mainly the middle class that comprises 

nearly 50 million of the total population) are employed in fields such as banking and 

teaching or work as electricians, physicians, managers or lawyers; while the lower-

middle class take up occupations such as hawking, shop keeping, security guards, 
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driving and other services that generally do not require high levels of education, 

knowledge, credentials or second-language skills (Ghani, 2014).  

With respect to the linguistic context, some researchers believe that there are around 

72 living languages in Pakistan (Coleman, 2010), but others hold that within these 72 

languages some similar languages sharing different names exist, giving a total number 

of 61 spoken languages (Rahman, 2015). Although Urdu is a national language and 

English functions as the official language of Pakistan, these languages are understood 

by a relatively small portion of the population (Ahmed, 2011). Figure 3.2 below shows 

the languages predominantly spoken in Pakistan.  

 

 

Figure 3.2  Languages in Pakistan (Khan, 2018) 

 

To familiarise ourselves with the Pakistani language situation and provide a solid 

foundation for the current study, it is necessary to go back to pre-partition British India 

to understand the role and practices of English as a second language in present-day 

Pakistani society. 

3.2 Colonial era in the subcontinent  

In the 17th century, British colonisers and American explorers travelled widely to some 

of the heavily-populated countries in Africa and Asia (Rahman, 2005). British explorers 

conquered and colonised Nigeria, Gambia, Ghana, Kenya, Uganda and Sudan in 

Africa and most of the subcontinent in South Asia. The pre-partition subcontinent 

consisted of Pakistan, India and Bangladesh which shared a similar colonial history 
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under the British colonisers (Javed, 2017). The British East India company had been 

operating in the subcontinent for almost a century prior to the British government’s 

official arrival in the mid-1700s (Waseem, 2014). Invading the land for personal, 

political and commercial benefits, British colonisers used language and education as 

the major instruments to subjugate the native people (Rahman, 2005). The Persian 

language was the lingua franca of the subcontinent and was used for official 

communication (Rahman, 2005). By the year 1818, British rulers had firmly 

established their control over the local population by making a major shift from local 

languages (Persian) to English in the social, political and economic structures 

(Waseem, 2014). 

The whole process of colonisation was facilitated by the formulation of a language 

policy for official communication in British India. In this context, two major schools of 

thought displayed conflicting views on the issue of which language should be used as 

the medium of education for the native population (Kachru, 1981; Rahman, 1995). The 

Orientalists, the first group, favoured the native language in the education policy to 

show their support for regional studies (Mahboob, 2003). This group was of the opinion 

that in order to preserve local traditions, religions, languages and social and cultural 

norms, the indigenous vernacular education system must be continued (Waseem, 

2014). Also, by learning local languages themselves, Orientalists attempted to win the 

trust and loyalty of local people in order to rule them without any social, political or 

religious interference (Rahman, 1995). An alternate second school of thought, known 

as Anglicists, advocated the supremacy of the English language while putting forward 

English and European values with the aim of making native Indians ‘civilised’ 

(Mahboob, 2003). By using English as the language of education, Anglicists intended 

to generate a class of reliable local elites to gain their colonialist objectives (Rahman, 

1995).  

Waseem (2014:139) comments that ‘It is interesting to note that both viewpoints were 

motivated by the same political desire, ‘that of the consolidation of the new-found 

empire’. The debates and controversies on education policy in the subcontinent ended 

with the Orientalists losing their influence, so that the final decision was in favour of 

the Anglicists (Mahboob, 2003). English was officially declared as the language of 

education in the sub-continent in 1847. The established purpose of the language-in-

education policy was to gain political goals by creating ‘a class of persons, Indian in 
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blood and colour, but English in taste and character, in morals and in intellect’ 

(Siddiqui, 2018: 17).  

Consequently, in order to accomplish the goal of this language-in-education policy, 

two types of education systems were created: vernacular schools with the local 

language as the medium of instruction, untrained teachers, and minimal government 

funding to generate a subordinate working class; and private missionary schools with 

English as the medium of instruction, following a British curriculum taught by English 

native teachers and funded by the government to prepare a loyal elite class for the 

British rulers (Mahboob, 2003). However, both education systems aimed to 

consolidate the imperial regime over natives with the only difference being the 

language of education (Javed, 2017).  

The local heterogeneous population practising diverse religious and cultural practices 

laid the groundwork for British rulers to exercise their policy of divide-and-rule to 

smoothly establish their government (Khattak, 2014). The publication of books in 

indigenous languages was stopped and Persian, the official language, was abolished 

from the courts and media to be replaced with English (Mahboob, 2003). Additionally, 

different educational systems segregated the society, limiting social, economic and 

professional opportunities for the majority of people (Waseem, 2014). It is probable 

that the British took advantage of the subcontinent as its marketplace only to get cheap 

labour and not to advance local development (Waseem, 2014). The English language 

started to emerge as a defining factor in creating class distinction through diverse 

educational practices. Society was divided between a small, westernised, privileged 

English educated elite class and a vernacular-educated, non-privileged middle and 

lower class (Javed, 2017). Individuals who lacked English language skills either lost 

their financial security or could only obtain subordinate positions in different 

professional fields such as clerks, letter writers, copyists and collectors (Rahman, 

1995; Waseem, 2014). In contrast, those who mastered English language skills 

secured higher-level bureaucratic jobs (Rahman, 2005). Waseem (2014: 139) calls 

this process a ‘submission by consent’, meaning that the local elite class and British 

rulers created a social hierarchy while subjugating others socially, intellectually and 

politically to keep them submissive and inferior.   
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The historical importance of the English language has had a significant impact on 

educational policy and practices in post-independent Pakistan. Contemporarily, 

English is entrenched in academic, cultural and social domains to the extent that it is 

‘impossible to do without it’ (Mahboob, 2003: 4). At present, English is an essential 

lingua franca in the country.  

3.3 English as lingua franca  

Bourdieu (1977) highlights the importance of language, asserting that ‘a person 

speaks not only to be understood but also to be believed, obeyed, respected, 

distinguished’ (Bourdieu, 1977: 648). This makes the point that language does not 

only function as a means of communication following a structured system of words, 

but also as an instrument of power where the speaker is endowed with linguistic capital 

(Klapwijk & Walt Van Der, 2016). There are roughly over 7,000 spoken languages in 

the world (Ethnologue, 2020). Chinese, the language of the largest populated country, 

is the most widely spoken language in the world (Spencer, 2015). However, Chinese 

and Spanish are not second languages for many, as compared to English, as shown 

in Table 3.1 below. 

Table 3.1. Most spoken languages in the world (Resource: Ethnologue, 2020) 

 

Number Language 
First language 

speakers 

Second language 

speakers 
Total number 

1 English 396.7 million 898.4 million 1.268 billion 

2 
Mandarin 

Chinese 
921.5 million 198.7 million 1.120 billion 

3 Hindi 342.0 million 295.3 million 637.3 million 

4 Spanish 463.0 million 74.9 million 537.9 million 

5 French 77.3 million 199.3 million 276.6 million 

 

It has been observed that both colonialism and globalisation have multiplied the 

number of non-native speakers who use English as a second language, when 

compared to native English speakers around the world (Mansoor, 2004). These trends 

have strengthened the place of English as a lingua franca. The term ‘lingua franca’ is 
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defined as ‘a language systematically used to communicate between persons not 

sharing a mother tongue, in particular when it is a third language, distinct from both 

persons' mother tongues’ (Ahmed, 2011: 69). The expression lingua franca literally 

means ‘Frankish tongue’ (origin Italian), also known as ‘bridge language’ that included 

words from Spanish, Greek, Arabic and Turkish used for trade, religious, cultural and 

business communication during the 20th century (Mufwene, 2012).  

In modern times, the term lingua franca is widely used to demonstrate the usage of 

English ‘among speakers of different first languages for whom English is the 

communicative medium of choice and often the only option’ (Jenkins, 2018: 4). 

English, as the dominant language of science, computers, research, medicine, 

tourism, trade, media, and information technology provides a gateway to the global 

world (Khan, 2013). It is a well-established fact that English, as the language of power, 

has secured its place as the primary lingua franca of choice in the global linguistic 

landscape, giving different cultures a sense of oneness on common grounds (Marsh, 

2006). 

In terms of this historical and globalisation context, Kachru (1992, 1981) has divided 

the world theoretically into three concentric circles to illustrate the patterns and types 

(as can be seen in Figure 3.3) of the spread of English across different countries:  

1. Inner circle: (also called ‘norm-providing’) This circle consists of countries such 

as America, England and Australia, where English is the native language.  

2. Outer circle: (called ‘norm-dependent’) This circle consists of British colonised 

Asian countries (such as India, Pakistan, Bangladesh, Nepal, Singapore and 

Malaysia) and African countries (such as Nigeria, South Africa, Kenya, 

Zimbabwe) where English is a second language for national and international 

communication, education, law and judiciary.  

3. Expanding circle: (also known as ‘norm-developing’) This circle includes 

countries that use English as a foreign language solely for the purposes of 

international communication; for instance, Japan, Russia and China. 
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Figure 3.3. Kachru’s three-circle model of English as a lingua franca (Kachru, 1992) 

 

Criticism of Kachru's model holds that these categories are not mutually exclusive and 

grey areas still exist between the circles (Schmitz, 2014). Recent research has noted 

that the concentric circles are merging and becoming more ambiguous as a result of 

increased migration and mobility across different language borders (Schmitz, 2014). 

It is estimated that in the modern world, half of the world’s population is multilingual or 

bilingual; however, there is limited published statistical data to measure such 

increasing numbers of language speakers (Khan, 2013). Despite criticism, Kachru’s 

model is still considered an important initial step in examining and understanding the 

usage and spread of English across different circles. 

Many of the Outer Circle countries practise English exclusively for their national and 

international communication in the context of increasing globalisation and 

internationalisation (Jenkins, 2009). These trends have shaped learning English into 

a global skill with an unprecedented impact on social structures, cultural values, 

academic activities and students’ international mobility in educational sectors and this 

has attracted the attention of recent researchers (Marsh, 2006). It is generally 

accepted that English will remain a global lingua franca for many decades to come to 

meet the demands of the new digital world. The way English has expanded its wings 

to become an academic lingua franca, particularly in non-Anglophone countries, is 

discussed below. 

3.4 Growth of English-medium instruction in higher education 

As discussed previously, colonialism, globalisation and the spread of English as a 

lingua franca has marginalised native languages as under-developed while 

simultaneously making the practice of English conventional in educational settings in 

Inner circle 
(English as 

first 
language)

Outer circle 
(English as 

second 
language)

Expanding 
circle 

(English as 
foreign 

language)
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particular (Carroll, 1961). Making English an academic lingua franca became a 

necessary measure to internationalise higher education sectors by making EMI 

education a contemporary reality of international students (Dearden, 2014; Mansoor, 

2004). Kirkpatrick (2011: 17) believes that ‘internationalisation means English-medium 

higher education’ that enables an individual to adopt an English way of thinking and is 

‘the only legitimated perspective through which the world can be viewed and 

interpreted’.  

Before continuing with this discussion, it is important to understand fully what EMI 

actually signifies. Although the definition and meaning of EMI is still evolving, it is not 

a new concept to the world (Manh, 2012). Walkinshaw, Ben and Pamela (2017: 5) 

define EMI as ‘teaching subjects using the English language without explicit language 

learning aims and usually in a country where English is not spoken by a majority of the 

people’. Researchers argue that EMI ‘is something that stands on its own’ 

(Walkinshaw et al., 2017: 5) and it should not be confused with Content Language 

Integrated Learning (CLIL) or with English for Academic Purposes (EAP). To explain 

the differences briefly, EAP courses focus exclusively on language outcomes; and 

CLIL is concerned with both content and language goals and mostly found in primary- 

and secondary-level education (Jenkins, 2018). EMI takes place mainly at tertiary-

level education as a medium of delivery of content and also as a language of 

communication to conduct academic activities (Walkinshaw et al., 2017). The provided 

definitions help to define EMI for the present study, which investigates the 

implementation of EMI at tertiary level with two underlying objectives: to stimulate 

students’ subject content comprehension; and to develop communicative competence 

and linguistic fluency for academic participation.  

Education systems around the world are responding to emerging linguistic changes 

expeditiously by implementing EMI at university level (Marsh, 2006). It has been 

observed that in many non-native countries, EMI is officially allowed and accepted in 

primary and secondary education in private educational institutions in comparison to 

public sector schools (Dearden, 2014). However, the situation is different for the higher 

education sector. The evidence from a survey data in 55 countries established that 

90.9% of private universities and 78.2% of public universities practised EMI education 

in different countries (Dearden, 2014). Previous research shows that the choice of EMI 

at universities was based on a general perception of the need for English as the 
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language of international communication, students’ mobility, and the 

internationalisation of higher education (Klapwijk & Walt, 2016). For example, in 

Europe, EMI was introduced in response to the Bologna Declaration to internationalise 

European higher education sector and to make it accessible to the rest of the world 

(Griffiths, 2013). The declaration, introduced in 1999, aimed to create border-free 

higher education with an increased international mobility of scholars and researchers 

(Goodman, 2014). For this purpose, a number of higher education student exchange 

programmes, such as the European Community Action Scheme for the Mobility of 

University Students (ERASMUS), were introduced following American system 

pedagogy and assessment methods(Dearden, 2014; Kirkpatrick, 2011). Such 

initiatives have made English a working language for national and international 

business in many non-native countries, for example, in Norway (Griffiths, 2013). 

Norway’s tertiary education has been very successful in attracting a large number of 

foreign students (Griffiths, 2013). Many Dutch universities in the Netherlands also 

introduced EMI at higher education level in the year 2002 and have since seen a rapid 

increase in EMI courses providing linguistic competence to local students with 

increasing further higher education opportunities in foreign universities (Kirkpatrick, 

2011). 

Similarly, in Asia, EMI is not just a linguistic or educational vehicle but a crucial factor 

determining progress in geopolitical, economic, and cultural domains (Carroll, 1961). 

For instance, English is the lingua franca of the Association of South-East Asian 

Nations (ASEAN), the organisation responsible for regional economic, trade, 

commerce, diplomacy, and social development (Walkinshaw et al., 2017). ASEAN 

encourages the implementation of EMI to teach English subject content in schools and 

universities of its member countries, such as Vietnam, Malaysia, Indonesia, Thailand, 

Singapore (Kirkpatrick, 2011). In India, China, Singapore, the Philippines and 

Malaysia, many private universities offer EMI courses to attract foreign students with 

a 25% increase between 2010 and 2015. To illustrate the expansion of EMI education 

further, Japan has enrolled over 180,000 international students in the year of 2014 

with over 800 universities offering EMI courses (Walkinshaw et al., 2017). In Taiwan, 

as a part of the National Development Plan, the government encouraged universities 

to adopt international curricula and pedagogy with EMI to improve local educational 

standards (Dearden, 2014). In Hong Kong, the majority of public and private 
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secondary schools and universities implemented EMI to teach English subject content 

at tertiary level (Kirkpatrick, 2011). With the registration of thousands of foreign 

students, Singapore is the most prominent example of a standardised international 

education hub with EMI higher education (Kirkpatrick, 2011). 

However, it is also argued that in most cases, EMI is implemented without effectively 

designed language policies and objectives (Kirkpatrick, 2011). Ineffective 

implementation may result in diverse problems such as inequality to access quality 

education outside the classroom and students’ academic failure and anxiety during 

the teaching and learning process inside the classroom (Milligan, Clegg & Tikly., 

2016). The current study focuses on exploring similar issues to investigate EMI 

implementation and its attendant challenges at different types of educational 

institutions. The education system of Pakistan, the main focus of the current study, is 

discussed in the next section.  

3.5 Education system in Pakistan 

The education sector in Pakistan is overseen by the federal ministry of education and 

provincial governments. The federal government assists the Provincial Bureau of 

Curriculum (PBC) and the Nation Curriculum Committee (NCC) in curriculum design 

and allocation of funds for public education institutions. There are four main types of 

educational systems functioning in Pakistan: 

1: Madrassahs are Islamic institutions providing traditional religious education. They 

are large in number and usually provide free education (Khattak, 2014).  

2: Private elite educational institutions are state-influenced schools that serve the 

military and the ruling class. They are high-cost and few in number (Malik, 2012).  

3: Private non-elite educational institutions operated by private individuals and 

organisations; densely populated at regional level and affordable for the middle class 

(Malik, 2012).  

4: Public educational institutions are state-owned educational institutions available 

everywhere with low tuition fees or free education in some rural areas (Coleman, 

2010). 

Figure 3.4 below illustrates different levels based on age and grades at private non-

elite and public educational institutions in Pakistan. 
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Figure 3. 4. Different levels of education in Pakistan (Bergami, Schuller & Zafar., 2013) 

 

Figure 3.4. Different levels of education in Pakistan (Bergami, Schuller & Zafar., 2013) 

 

Grade 13 – 16 represents tertiary education (also known as ‘graduation’) at college or 

university level. The credentials at tertiary level are called Bachelor of Arts [BA] and 

Bachelor of Science [BSc] (Imran, 2009). Bachelor (pass) is a university programme 

with a duration of two years provided in Arts, Science or Commerce; whereas Bachelor 

(honours) comprises four years with a semester system with a chosen area of 

specialisation; for example, in business management, communication science, 

computer database and so on. English Language and Communication Skills are 

compulsory modules in both types of Bachelor programmes.  

The current study deals with non-elite private and public universities that offer a two-

to-four-year BA degree (in Humanities) and a two-to-four-year BSc degree (in 

Science), in Lahore, Pakistan. For the purposes of this study, the terms ‘tertiary 

education’, and ‘undergraduate’ are used interchangeably. 
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Historically, the public education sector was expected to take the lead to serve the 

majority in society, but it remained unable to fulfil the expected goals in Pakistan (NEP, 

2009). Policy documents have shown that the practice of EMI in private schools has 

improved their students’ language skills to cope with the demands of higher education 

whereas public students have struggled to adjust to university-level education mainly 

because of the use of Urdu or other medium-instruction education at school level (NEP 

Framework, 2018). Mansoor (2009) adds that the curriculum at the public universities 

also had little relevance to students’ scientific, technological, economic, professional 

and research needs. Thus, during the 1980s, the Pakistani government decided to 

invite the private sector to finance public sector education to address limited resources 

and ineffective academic practices particularly those linked with EMI and English 

subject content (Khattak, 2014). This wave of privatisation gave birth to a 

mushrooming of non-elite, private educational institutions taking advantage of EMI as 

a motivational factor to attract potential students, and which therefore made EMI their 

major selling point (Shamim, 2006). Meanwhile, to increase their enrolment numbers, 

the public universities relaxed their admission criteria by lowering the merit bar and 

raising tuition fees to meet their financial needs (Mansoor, 2004). At present, the 

Pakistani higher education system comprises 62% of public sector institutions serving 

57% of the student population; and 38% of private universities serving 43% of the 

student population (Pakistan Education Statistics, 2016-17).  

Tertiary education is expected to achieve the following objectives in Pakistan: 

1. To provide equitable access to eradicate poverty and advance economic growth 

with improved living standards in general (NEP Framework, 2018).  

2. To play a significant role in producing productive manpower and a skilled labour 

force to achieve financial, professional, and individual growth (Ahmed, Mahmood, 

Ghuman & Wain., 2013). 

3. To enable graduates to increase their families’ socioeconomic status by an average 

of at least 17% (NEP Framework, 2018). 

4. To generate and transmit knowledge-based learning and research capabilities to 

secure a ‘competitive position in the global knowledge economy’ (Pakistan Economic 

Survey, 2018-19: 166).  
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5. To develop civic responsibility in individuals to create a more tolerant society with 

social cohesion and sustainable development (NEP, 2009). 

3.5.1 Teacher education in Pakistan 

Teacher education is an important indicator in improving the quality of any educational 

system, teachers’ continuous professional development and individual growth 

(Ahmed, 2012). Researchers such as Ahmed (2012); Ali, Sultana, Shaheen, Thalho & 

Ibrahim (2022); Tahira, Hassan, Malik & Yousuf (2020) argue that quality instruction 

is determined by knowledge acquired from training sessions to enhance specific 

subject knowledge; understanding various pedagogic and assessment approaches; 

adopting modern educational perspectives; and adapting roles to create an inclusive 

learning and teaching environment. 

In Pakistan, there are teacher education institutions and public and private universities 

providing formal courses and pre- and in-service training programmes to equip 

teachers with required pragmatic skills to teach in different disciplines (Ahmed, 2012). 

Some of the training programmes are conventional teacher training programme; field-

based teacher training; distance teacher training and education extension centre 

programmes (Tahira et al., 2020). The formal professional qualifications available for 

primary level teachers are Bachelor of Education (B.Ed), Bachelor of Science 

Education (B.S.Ed), and Masters of Arts in Education (M.A.Ed) for secondary and 

higher secondary level education (NEP, 2017). University teachers are recruited 

merely on the basis of academic qualifications and often without any professional 

teacher training (Ahmed, 2012). In order to train new teachers, private and public 

universities conduct peer coaching coupled with training sessions supervised by their 

own experienced training staff (Bakhsh, 2016). These in-service training sessions help 

to refresh teachers’ existing knowledge, create awareness about learner-centred 

teaching and knowledge-based practice and advance understanding of content and 

resources (Ahmed, 2012). However, research shows that training programmes and 

the teacher education curriculum lack focus on audio-visual aids, innovative 

technologies, and modern interactive pedagogical approaches (Tahira et al., 2020). 

The evidence reflects that a majority of institutions, subject to quality assurance 

evaluations to evaluate the outcomes of their training sessions and the performance 

of their teachers, regarded that evaluation as outdated (Ahmed, 2012). Ahmed (2012) 



52 | P a g e  
 

conducted a mixed-method study to investigate the quality assurance strategies of 

teacher education institutes, and how these strategies help to meet the challenges of 

quality teacher training programmes. The research population consisted of 162 

teachers from a total of 27 institutions offering graduate and post-graduate teacher 

education courses. The questionnaire and interview data analysis show that few 

faculty members received clear instructions about their responsibility to maintain 

quality assurance criteria throughout the teaching process. One of the major 

challenges Ahmed (2012) found was that the bureaucratic and hierarchical 

organisation of education institutions isolated teachers, resulting in them working 

alone without any decision-making role. Other challenges compromising quality in 

teacher education courses were lack of motivation; low teacher salaries; education 

seen as the last priority of the nation; lack of classroom based support for teachers 

and inadequate training resources. 

The teacher education system in Pakistan faces challenges in terms of planning and 

monitoring training material and resource delivery. Despite recommendations from 

NEP (2009) to revise and update the curriculum and methods of instruction in teacher 

training institutions, no serious efforts have been made to guide these institutions to 

effectively adapt the available quality assurance strategies. A recent review of 

education policies, research articles and education statistics obtained from provincial 

institutions conducted by Tahira et al. (2020) confirmed that challenges still persist. 

There is an imbalance between general training and practical subject content, 

particularly for science subjects, that results in teachers continuing to practice 

traditional teaching styles. Ali et al. (2022) also reported that due to lack of coordination 

between training and educational institutions, teachers lose interest in new 

pedagogical practices. As a result, teachers become discouraged by the workload 

involved in planning co-curricular activities inside the classroom (Ali et al., 2022). 

There is lack of research based on primary data to investigate current teacher 

education monitoring systems and the development of a new quality system to ensure 

the quality of teacher training programs. There is a need to evaluate teacher training 

programmes to suggest ways to improve the social status of teachers by establishing 

a performance-based reward system, acknowledging accomplished teachers, and 

increasing the participation of teachers in academic decision-making processes to 

motivate them for continuous professional development (NEP, 2017). 
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3.5.2 Examination system in Pakistan  

In Pakistan, the examination system remains an integral part of the teaching and 

learning process. The examination system is used to assess students’ academic skills, 

test their comprehension of subject content, decide the promotion of students to the 

next level and also to evaluate the effectiveness of teaching methods (Aleena, 2018; 

Fatima, 2022; Munshi, Javed & Hussain, 2011). Broadly, in Pakistan, two types of 

formal bodies are responsible for conducting examinations and awarding 

certificates/degrees at secondary and higher levels. These bodies are boards (such 

as the Board of Intermediate and Secondary education for intermediate level) and 

universities (for undergraduate and postgraduate degrees) (NEP, 2009). The 

universities are autonomous and authoritative institutions and follow internal 

assessment systems to conduct examinations following their own set patterns and 

scheme of studies (NEP, 2017). The examinations conducted under these boards and 

universities are of two types: internal and external. The internal examination is 

conducted by the educational institutions themselves, prepared and examined by the 

subject teachers. The external examination is conducted by an external authority 

without any interference of institutions and subject teachers (Fatima, 2022). 

At present, two examination systems run simultaneously at Pakistani universities: the 

conventional annual system and the semester system. The universities following the 

annual system hold comprehensive examinations twice a year, namely the first annual 

and second annual examinations. This is a type of external examination that is 

generally conducted for students from science departments, held at the end of each 

academic year (Munshi et al., 2011). For all disciplines other than science, in 2007, 

HEC recommended to all higher education institutions to switch to the semester 

system and to train their staff accordingly (Munshi et al., 2011). In a semester system, 

a one-year course is divided into two semesters and two-year course is divided into 

four semesters (Munshi et al., 2011). A semester means half of an academic year, in 

which students study half of the course prior to examination. Students study the next 

half of the course in the second semester in preparation for examination as part of 

their summative assessment (Munshi et al., 2011). To motivate students for academic 

participation, the assessment also includes some sessional marks (for example marks 

for attendance, assignments, presentations, classroom discussions and interim tests) 

awarded to students as part of formative assessment during the semester.   
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NEP (2017) reported that teachers from different disciplines in many universities are 

not following the criteria and guidelines set for continuous assessment in the semester 

system. As the exam papers are prepared by subject teachers, there is a risk of 

subjectivity, bias, unhealthy competition, and favouritism due to lack of teachers’ 

professional training and understanding of the semester system (Munshi et al., 2011). 

Munshi et al. (2011) conducted a case study at a public university with students and 

teachers from different departments (Commerce, Computer Science, Education, 

Educational Training, and Management Sciences) to explore their attitudes towards 

the semester system of examination in Pakistan. The analysis of the questionnaire 

shows that students do not favour this system as it puts a greater financial burden on 

them, adds syllabus pressure and leaves little time for extra-curricular activities. 

Students agreed that their writing skills are affected negatively due to the large number 

of objective questions and fewer essay type questions. Teachers reported that the 

semester system is expensive and time consuming, with increased workload for 

teachers (Munshi et al., 2011). The researchers recommended that teachers be fair 

with sessional marks as a means of encouraging students to participate in activities 

and also to train themselves to work productively with the semester system.  

Similarly, Ahmed et al. (2013) conducted a study to evaluate the effectiveness of 

different types of assessment techniques employed in universities to assess learners’ 

achievement, comprehension, and high order thinking abilities. A majority of students 

favoured only continuous/formative assessment as it provides more useful ongoing 

detailed feedback than summative assessment. During formative assessment, 

teachers implemented student-centred teaching methods with a major focus on 

students’ self-work such as assignments, presentations,  and research projects. The 

interview data analysis showed that participants considered these formative 

assessment strategies effective to encourage more widespread participation, increase 

confidence, practice language skills and the sharing of ideas. In summative 

assessment, the majority of students favoured multiple choice questions (MCQs) in 

examinations rather than essay type questions. Teachers reported that they find this 

qualitative method of assessment effective but are not provided with sufficient 

resources and training to prepare such assessments. Overall, researchers suggested 

that continuous internal assessment may prove to be a significant element in the 

development and success of learners, for example through the introduction and use 
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for formative assessment of monthly tests, lecture comprehension assessments, 

classwork and class discussions, homework assignments, self-study tasks in the 

library and participation in extra-curricular activities (Ahmed et al., 2013). There are 

also suggestions, in order to fulfil the objectives outlined in NEP (2009), that 

examinations need to focus on the evaluation of students’ comprehension, critical 

thinking and problem-solving skills and not rote-learning and memorisation of subject 

content material.   

The following section discusses the extent to which the above objectives are fulfilled.  

3.6 Language-in-education policy 

Education policies, in post-independent Pakistan, reflect the pre-independence 

British-ruled subcontinent where the English language ruled all major social structures 

(Rahman, 2005). To understand how language-in-education policy works in a 

Pakistani context, it is important to understand what the policy is and what process it 

follows.  

According to Torjman (2005: 4), policy is a broad concept with several dimensions that 

‘seeks to achieve a desired goal that is considered to be in the best interests of all 

members of society’. In other words, policy is a statement of intentions that may 

include diverse strategies to guide decision-making processes to achieve rational 

goals (Torjman, 2005). These intended goals may include a high literacy rate, 

increased employment opportunities, poverty reduction, accessible education and 

social cohesion. The process of policy formulation, as generally argued, is not a clear 

pathway; however, it may include the following steps to best exercise a specific policy 

as shown in Figure 3.5 (Ferguson, 2006): 

1. Identifying a problem: What needs to be done.  

2. Agenda setting: What the policy is about. A list of things to be considered by field 

experts, interest groups, media and government officials.  

3. Policy formation/design: How it will be done; the overall strategy.   

4. Policy implementation: Adopting and putting into practice designed strategies.  

5. Policy evaluation: Outcomes and impact of policy to evaluate if the problem is solved 

and goals are achieved. 
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Figure 3.5  Process of policy formulation (Ferguson, 2006) 

 

The language-in-education policy is a decision-making process to determine which 

language to teach and taught by whom and with what outcomes in an academic setting 

(Khan, 2013). Rahman (2015) reports that educational policy also decides who will 

access education and in what type of institution (public or private). Policy formulation 

and evaluation are significant phases in making a policy a success or failure. The 

stage of policy design may involve strategies for: teachers’ training; teaching 

pedagogy; physical infrastructure and financial resources; preparation of teaching 

materials and effective implementation of overall language-in-education policy (Khan 

2013; Ferguson, 2006). The final phase of policy evaluation is significant in measuring 

the performance of teachers, fulfilment of intended policy goals and to assess if the 

policy has met the social and individual expectations successfully (Goodman, 2014). 

EMI in language-in-education policies has been receiving much attention worldwide. 

Dearden (2014) examined EMI policies of 55 countries from Europe, Asia, and Africa. 

A survey analysis showed that a total of 27 countries had an official EMI policy. For 

example, countries such as Hungary, Malaysia, Japan, Macedonia, and Cyprus have 

outlined the following objectives to implement EMI at their universities: developing 

English language competence; maximising subject-content comprehension; building 

proficiency in more than one language and providing possibilities for students to work 

and study abroad (Dearden, 2014). In the context of Pakistan, Mahboob (2017) argued 

that the discussion of EMI has not received much attention in the policy document as 

it might be perceived as an established fact that EMI is an understood medium of 

delivery at tertiary level. Other possible reasons for EMI implementation were indicated 
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by Ouane (2003) that also corresponded with the linguistic situation in the Pakistani 

education system. Firstly, in multilingual countries such as in Pakistan, the use of 

several mother tongues in education may create ethnic conflicts and difficulties in 

producing trained teachers and conducting fair examinations for all language 

speakers. Thus, multilingual countries prefer to have EMI as single medium-instruction 

for everyone. Secondly, the implementation of local languages may create obstacles 

to global participation which require learning international languages. Thirdly, Ouane 

(2003) argued that most of the native languages failed to modernise themselves with 

new terminology for changing times. As discussed with the case of Urdu as medium 

of instruction, local languages are not equipped to serve as the medium of instruction 

at tertiary level due to a lack of scientific and modern literature, lack of teaching 

materials and lack of translation and publications in native languages. However, 

despite these arguments, in the contexts where English language competence is 

already a challenge, EMI in English-only settings may pose further difficulties for 

multilingual students.  

3.6.1 EMI policy in Pakistan 

In contemporary Pakistan, the language policy introduced prior to 1947 by the British 

colonisers for the native education system has not changed much (Jenkins, 2003). 

Despite the fact that English played a crucial social and political role in education, 

language policies have not undergone many changes and policy design and 

evaluation remained challenging (Mahboob, 2003). Table 3.2 below presents some 

post-independence changes in EMI policies in Pakistan during different regimes. 

Table 3. 2 Evolution of language-in-education policy since independence (Coleman 

2010: 14) 

 

Year Event Policy Implementation 

Pre-1947 

 

Colonial rule 
Urdu medium for masses, English 

medium for elite 
As policy 

1947 Independence 
Urdu declared to be national 

Language 

Urdu medium for masses, EMI 

for elite 

1959 Sharif commission 
Primary and secondary education in 

Urdu, higher education in English. 
No change 
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1973 New constitution 

English to be replaced by Urdu 

within 15 years; provinces free to 

develop their own language policies 

English taught from Year 4; 

schools begin to prepare for 

complete Urduisation of exams 

by 1989; private EMI schools 

begin to grow 

1977 Coup by Zia-ul-Haq Islamisation and Urduisation No change 

1989 Benazir Bhutto Elected 
English to be taught from Year 1 

(Primary education) 
Little effective change 

1998 New education policy 
No statement regarding language 

policy 
Private EMI schools flourish 

1999 Coup by Pervez Musharraf 

English to be taught from Year 1 

(Primary education) ‘where teachers 

are available’ 

Little effective change 

2007 White Paper 

English to be taught from Year 1 

(Primary education); mathematics 

and science to be taught through 

English from Year 6 (Secondary 

education) 

Little effective change; in 

Punjab science taught through 

English from Year 10 

(Secondary education) 

2009 National Education Policy 

Science and mathematics to be 

taught through English in Years 4 

and 5 (Primary education); all 

science and mathematics to be 

taught through English from 2014 to 

cope with advanced level learning at 

higher education 

Punjab declares science to be 

taught through English starting 

in Year 4 (Primary education) 

from April 2009 

 

Before independence, English was remained the official language and medium of 

instruction in higher education to allow the government and social structures to 

function smoothly in Pakistan (Mahboob, 2003). Later, in 1959, policy makers planned 

to replace EMI at universities after ten years of implementation with Urdu medium-

instruction, having used that time to prepare academic literature in Urdu previously 

only available in English (Ahmed, 2011). However, probably due to lack of political will, 

the expected transition did not take place (Khan, 2013). Yet again in 1973, the national 

constitution presented similar arrangements that allowed English to remain the 

language of education for another 15 years (Mahboob, 2003). The national education 

policy in 1972 recommended making public education accessible and equitable for all 

social groups without any bias (Khattak, 2014). However, these decisions could never 

become reality as they were made without a well-defined policy (Ahmed, 2011). In the 
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meantime, EMI private schools were growing, securing political and financial 

protection that deepened social divisions and discrimination (Mahboob, 2003). During 

1977, these private schools were nationalised to aid unprivileged groups of society 

(Khattak, 2014). The decision was welcomed by the majority; however, the approach 

remained more idealistic than practical, and the policy was never implemented 

(Khattak, 2014). In 1989, the government offered the option of adopting EMI and 

English language subjects from Grade One in the public schools (Coleman, 2010). 

Such steps were justified on the basis of reducing social inequalities by making quality 

education accessible to the majority (Mahboob, 2003). Again, the outcomes of such 

initiatives remains in question. Later in 2010, the Pakistani government announced 

that it would be obligatory to teach science and math subject content in English in all 

public schools and universities to ensure equal educational opportunities (Bari, 2014). 

The private education sector was involved in assisting the public educational 

institutions with the necessary resources and teaching methodologies (Khattak, 2014). 

In order to fill the gaps and address implementation challenges in previous policies, 

the Inter-Provincial Education Ministers Conference (IPEMC) nominated the Ministry 

of Federal Education and Professional Training to coordinate and facilitate the revision 

of NEP 2009 (NEP, 2017). Thus, among all the policies mentioned above, the National 

Education Policy 2017 is the most recent and updated document serving as a 

significant reference and a source of guidance for educational authorities at various 

levels in Pakistan. The following were some of the major objectives of NEP (2009, 

2017): 

1. To achieve an 70% adult literacy rate by 2020 and 86% by 2025 

2. To widen educational access at all levels in public and private education sectors 

3. To promote equity in education to eliminate social exclusion and to provide 

increased opportunities to marginalised groups  

4. To upgrade the quality of education  

5. To introduce improved student-centred pedagogies at universities  

6. To prioritise improving the quality of teaching  

7. To include English language as a subject in the curriculum from Grade One at 

public schools to improve students’ academic performance at higher education  

8. To teach mathematics and the sciences in Urdu or English for the first five years 



60 | P a g e  
 

of school education; and only from Grade Six with EMI to enhance students’ 

linguistic competence 

9. To provide a uniform system for assessment/examination in public and private 

institutions  

10. To review the standards of examination system  

11. To provide modern technologies and teaching learning aids in public universities 

12. To resolve the issue of MOI and teaching of languages in consultation with 

provinces 

13. To Implement system for continuous professional development of teachers  

 

The section below discusses the extent to which these objectives and the EMI policy 

have been fulfilled.  

3.6.2 Is EMI policy a success in Pakistan? 

Bourdieu argues that academic practices are divided between those who design the 

policies and those who carry out those planned policies practically inside the 

classroom (Bourdieu, 1989). In this context, it could be argued that in many countries 

language-in-education policies remains a key challenge with unpractised and 

unwritten objectives (Khan, 2013). Due to a lack of political commitment, the current 

EMI policy (NEP, 2009) in Pakistan does not appear to address the challenges and 

gaps of previous policies (Ammar, Fawad, Ali & Qasim, 2015). Policies are generally 

influenced by dominant political ideologies and accelerated power struggles between 

different social groups (Torjman, 2005). The major fault in the NEP policy document 

is the lack of clarity of desired goals and the expected timeframe to implement EMI 

constructively (NEP, 2009). Inadequate attention has been paid to the design of 

pedagogical techniques for EMI teachers at tertiary level (Ammar et al., 2015). A lack 

of communication between policy makers and policy practitioners is possibly an 

important indicator of the inadequate delivery of language policy in the classroom 

(Khan, 2013).  

Given such ill-defined policies, Khan (2013) argues that universities may reject policies 

composed by government and design their own goals. In order to provide support and 

resources to teachers to design their own teaching methodologies, private university 

management gives the impression of consulting with the teachers but, in reality, they 
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probably do not consult (Malik, 2012). On the contrary, public university teachers are 

mostly left only with lengthy syllabi, overcrowded classrooms, insufficient government 

funds and a lack of institutional resources (Khan, 2013). In such a stressful teaching 

and learning environment, public university teachers often promote memorisation and 

cramming to finish the syllabus in the scheduled time (Khan, 2013). These diverse 

practices contribute to the gaps between public and private education systems, 

perpetuating further academic and social inequalities.  

Overall, two possible factors underlying the ill-defined language policies need to be 

reconsidered: the commitment gap on political grounds; and the implementation gap 

on pragmatic grounds (NEP, 2009; Mahboob, 2003). Firstly, the commitment gap 

could have two possible reasons: (i) a lack of belief in the significant role of education 

in socio-economic development; and/or (ii) a lack of belief in the language policy goals 

(NEP, 2009: 14). Secondly, the implementation gap remains unexplored with a lack of 

monitoring and evaluation. There is a lack of research and documentation on the 

evaluation process to measure the goals of EMI implementation and teaching and 

learning outcomes in the classroom practically (NEP Framework, 2018; Ammar et al., 

2015). The researcher has tried to fill this gap in the current study by evaluating EMI 

implementation through investigating students’ learning difficulties, teachers’ 

methodology and overall teaching and learning practices in public and private tertiary-

level education in Pakistan.    

3.7  Translanguaging as a pedagogical tool in EMI classroom  

Similar to Pakistan, ineffective language policies and ill-designed pedagogical 

practices may pose various challenges in other educational contexts as well. It is 

evident that to be in EMI courses ‘does not mean that they (students and teachers) 

have the ability to manage the EMI lesson’ (Paulsrud, Tian & Toth, 2020: 24). The 

inability to teach and learn through EMI may result in various persisting issues such 

as: difficulty to understand EMI lectures (Tange, 2014); teachers’ limited ability to 

provide constructive feedback (Pun & Macaro, 2018); lack of explanation of terms 

(Tsui, 2017): exclusion of native languages (Kirkgoz, 2009); classroom discrimination 

and workload for EMI teachers (Tai, 2021); lack of concept-based learning (Milligan et 

al., 2016), and communication anxiety (Cankaya, 2017).  
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To overcome these obstacles in international and local academic contexts, 

translanguaging is proposed as a pedagogical tool to allow the fluid language practices 

to bridge the communication gap between different languages and their speakers (Li, 

2018). Although, the definitions of EMI (see section 3.4) limit the use of first language 

to ensure extensive exposure to target language, translanguaging as a pedagogic tool 

scaffolds this exposure by encouraging the use of other languages to facilitate the 

learning of less proficient students and to deepen the understanding for more proficient 

students (Tai, 2021). In recent years, translanguaging pedagogic practices have 

received support of EMI researchers, practitioners, and scholars to transform the 

traditional way of using language of instruction and on the effectiveness of using 

learners’ first language in EMI context (Canagarajah, 2011; Lin & He, 2017; Garcia & 

Li, 2018; Hu & Lei, 2014; Pun & Macaro, 2018). It is believed that students from 

different cultural, educational and language backgrounds bring diverse semiotic 

repertoire (meaning-making features) into the classroom that helps them to develop 

new language practices and sustain old ones, increase awareness of target language, 

build communication, and demonstrate subject-content comprehension (Garcia, 2014; 

Ho & Li, 2019; Tai & Li, 2021; Khote & Tian, 2019). 

Translanguaging is considered as an umbrella term entailing a flexible approach and 

openness to diversity to avoid the limitation of language separation and to use 

languages to build two-way collaboration (Canagarajah, 2013). As a pedagogy, 

translanguaging refers to ‘the ways in which bilingual students and teachers engage 

in complex and fluid discursive practices that include, at time, the home language 

practices of students in order to ‘make sense’ of teaching and learning, to 

communicate and appropriate subject knowledge, and to develop academic language 

practices’ (Paulsrud et al., 2020: 23). Translanguaging helps students learn to use 

language flexibly, strategically, and appropriately to achieve different communication 

goals (Garcia, 2011).  

The difference between translanguaging and code-switching is complicated and under 

debate. Both of these concepts are used differently in terms of how language is used 

in classroom, by whom and for what purposes (Munoz, 2019). The realisation of these 

components helps stakeholders to build academic readiness in students and teachers 

to maximise the effectiveness of already available linguistic, pedagogic, and 

institutional resources. The major differences between code-switching and 
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translanguaging are highlighted below (Lewis, Bryn & Baker. 2012; Serafín & Beth, 

2017): 

Code-switching: 

1. Practising the notion of separating languages 

2. Shifting between the official language of the lesson and other language in which 

students have greater access and knowledge 

3. Planning carefully inside the classroom 

4. Focusing on two monolingual norms 

5. Alternating between languages in a hierarchical way where one language is 

dominant, and the other is non-dominant 

6. Considering languages from an external perspective 

7. Focusing on how and when the different codes are maintained 

8. Focusing on where and when shifts between the two or more codes occur 

9. Focusing on which items are borrowed from different codes  

 

Translanguaging:  

1. Focusing on learning both languages at the same time without separation 

2. Using multiple languages together in one setting 

3. Speakers’ own construction of work with all available language resources 

4. A meaning-making process that draws upon semiotic resources  

5. Considered linguistically competent  

6. Challenging boundaries and separation between named languages  

7. Students use their language resources from their own perspective to achieve 

the learning goals  

8. Focusing on how multilingual individuals are involved in their linguistic practice  

 

The main characteristic of translanguaging is seen as a transformative learner-

directed instructional practice that has been infused with social justice and equity to 

challenge linguistic inequality to bring ‘humanising experiences for both teachers and 

students’ (Garcia & Li, 2014; Childs, 2016: 23). Translanguaging encourages 

linguistically marginalised students to extend the use of their semiotic repertoire with 

increased equal participation in heterogenous EMI classroom (Flores & Garcia, 2013; 
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Garcia & Kleyn, 2016; Woodley, 2016).Thus, in the context of the current study, with 

acknowledgement of students’ first language, learner-directed translanguaging 

instructional practices have been infused with social justice, equity, inclusive teaching 

and learning practices to challenge linguistic inequality in the EMI classroom to bring 

‘humanising experiences for both teachers and students’ (Garcia & Li, 2014; Childs, 

2016: 23).  

Research clearly shows that language policies all over the world have legitimised 

translanguaging as a technique to strengthen the EMI teaching and learning process 

in higher education. Recent research trends include investigation on multilingual 

students’ challenges while employing translanguaging as a multilingual resource in 

EMI classrooms (Roos, 2019); translanguaging strategies (Mazak & Herbas-Donoso, 

2015); attitudes towards translanguaging as a pedagogy in Sweden (Kuteeva, 2020); 

EMI teachers’ proficiency in Finland (Hahl et al., 2016); international students’ 

challenges in Taiwanese universities (Lin, 2019); and on the use of first language in 

English as a Foreign Language (EFL) classroom in Turkey (Karakas, 2016). 

On the one hand, research has found that some of the EMI content lecturers in 

international heterogeneous classroom oppose the use of first language because it 

may exclude international students from class participation and also as a violation of 

official EMI language policy (Tai, 2021). Some other teachers believe that 

translanguaging may reduce the exposure to target language influencing the 

communicative competence and discipline-specific academic skills in target language 

negatively (British Council, 2020). Other researchers (Kim, Kim & Kweon, 2017) 

reported teachers’ linguistic proficiency a problematic indicator to implementing 

translanguaging effectively in EMI classroom. This study in Korea found that EMI 

teachers were not confident enough to deliver their lessons in English because they 

found themselves struggling for appropriate expressive vocabulary during their 

lectures. They reported a lack of training to improve their English proficiency to 

communicate with students more spontaneously and to manage classroom 

interactions effectively (Kim et al., 2017).  

Conversely, EMI teachers also found translanguaging an effective pedagogical tool 

that assisted the learning of multilingual students who came from diverse linguistic and 

educational backgrounds, to improve their comprehension of subject matter and 
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scientific concepts and to scaffold low target language proficiency (Garcia, 2014; Tai, 

2021). These goals can become reality only when translanguaging is implemented 

effectively with planned and systematic strategies in EMI classroom.    

3.7.1 Translanguaging strategies  

Translanguaging pedagogic strategies prove helpful in two ways: to provide consistent 

and well-designed scaffolding to facilitate the learning of subject-content and 

understanding of language of instruction; and as transformative to give freedom to 

students to express themselves with increased participation in inclusive educational 

processes (Garcia & Li, 2018; Garcia, 2014). 

To achieve the scaffolded and transformative goals of translanguaging as a practical 

pedagogic tool, a framework is proposed to assist EMI teachers to work with strategies 

more effectively (Munoz, 2019):  

1. Think-Pair (any language) >> share (in English)  

2. Listen in English >> discuss in any language  

3. Read in English >> discuss in any language  

4. Brainstorm in any language >> write in English  

5. Read partner’s writing in English >> discuss revisions and edits in any language 

Following the combination of languages, the following translanguaging strategies have 

attracted the attention of EMI, ESL, EFL and translingual researchers:  

1. use of group activities to motivate ethnic minorities to use their linguistic 

repertoire to develop self-confidence (Lin & He, 2017);  

2. use of group discussions and dialogue presentations to improve speaking skills 

and vocabulary (Jabeen & Akhtar, 2013);  

3. use of corrective feedback and scaffolding to improve writing skills (Abbaspour 

Atai and Maftoon, 2020); 

4. use of mediating strategies such as internet sources, dictionaries and reference 

books to improve students’ vocabulary, organisation of thoughts and 

grammatical structures (Abbaspour et al., 2020); 

5. translating concepts in native languages to provide opportunities to less 

linguistically proficient students to display knowledge in local language (Wu, 

2015); 
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6. using multilingual audio-visual aids and explaining difficult terms and concepts 

using more common English words to enhance content comprehension 

(Dafouz, 2018); 

7. grouping students with same first language, explaining new vocabulary by 

comparing different languages to encourage students’ native language inside 

the EMI classroom (Woodley, 2016);  

8. Providing input in English and discussions in Spanish, comparing vocabulary in 

both languages to overcome vocabulary issues (Mazak & Herbas-Donose, 

2015);  

9. translating technical terminology, using both languages simultaneously to 

construct meanings and providing summaries and examples in the first 

language (Wang & Curdt-Christiansen, 2019);  

10. word-by-word translation, meaning-translation and inter-sentential code 

switching to explain the content and to build personal connection with students 

through asking them about their views (Chen et al., 2020). 

3.8 Understanding EMI and issues of access and inequality  

EMI policy is not well suited to addressing the complex language-in-education situation 

in Pakistan. It tends to widen the gaps between different social classes and 

marginalised individuals with less linguistic competence and lack of functioning 

educational capital than their advantaged counterparts (Khan, 2013; Tamim, 2021). It 

is believed that different education systems following different media of instruction and 

teaching methodologies further reproduce the social and educational hierarchy 

(Ahmed, 2011). 

In the context of the key assumptions of Bourdieu’s (1992) theory, the discussion 

considers how the interplay between institutional, social, and classroom practices 

encouraged the transmission of power to few and denied access to the majority, 

reproducing social and educational inequality. More specifically, the section discusses 

the issue of reproduction of inequality to access education in relation to Bourdieu and 

Passeron’s (1990) explanation that reproduction starts at home (family habitus), 

directed by the amount and level of forms of capital (reinforced by institutional habitus). 

In other words, the debate of EMI at higher education is placed under Bourdieu’s 

formula: Habitus (who enters with what attitude) x Capital (with how much) + field (to 
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which institution) = Practice (what advantages) (Bourdieu & Passeron, 1990).  

3.8.1 Defining terms 

The discussion in this section provides the literature review relevant to the first 

research question. The following definitions shown in Table 3.3 explain the key terms 

used in the first research question: To what extent does EMI implementation in public 

and private universities play a role in reproducing inequality to access quality 

education? These definitions are expected to provide basic understanding of the 

discussion in this section. 

Table 3.3. Definition of key terms in first research question  

 

Terms Definition In general Definitions for the current study 

Reproducing 
To recreate, reconstruct or 

replicate something 

The existing social, economic or educational 

inequalities further reinforced by educational 

institutions and academic practices. 

Inequality 
The lack of equality, fairness 

and justice 

The absence of equal opportunities to acquire quality 

education for the majority; the absence of fair chances 

to participate in academic activities; and the absence 

of equal educational and institutional resources for 

teachers and students. 

Access 

To make use of or take 

advantage of something to 

fulfil certain objectives 

Access means that the majority of population have 

equal opportunities to take full advantage of quality 

education in and outside the academic classroom. 

Quality 

education 

Productive, meaningful and 

knowledge-based learning 

Provision of standardised education through relevant 

academic activities, quality textbooks, learner-centred 

pedagogy, trained teachers, better learning facilities 

and improved language competence 

              

3.8.2 Habitus and access to EMI education  

Access remains an essential goal of higher education sectors everywhere in the world 

(Altbach, 2010). It is fair to say that many developing countries have increased access 

to education through the building of new schools and universities; increasing 

enrolment; and by delivering low fee or free education in the public education sector 

(Rahman, 2005). However, access to quality education inside the classrooms has 

remained significantly low for the majority of the students (Altbach, 2010). In the 

about:blank
about:blank
about:blank
about:blank
about:blank
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context of family and institutional habitus, the discussion below explores some factors 

that may influence access to quality education, taking the possible role of EMI and 

linguistic capital into account.  

In developing countries such as Pakistan, the increasing population, rural immigration 

to cities and individuals’ desire for EMI education and language proficiency have seen 

a mushrooming of the non-elite private education sector. The massive enrolment in 

these private educational institutions could be seen to compromise equal educational 

standards for the majority of the population (Rahman, 2005). Altbach (2010: xi) also 

believes that ‘the more the number of students increase, the more the role of the higher 

education system in the production or reproduction of one society is questioned’. With 

the massive increase of student numbers, more and more heterogeneous classrooms 

(with diverse educational and cultural experiences and linguistic exposure) are likely 

to emerge, contributing to the emergence of possible educational inequalities inside 

the classrooms (Kromydas, 2017). To meet the diverse needs of such groups of 

students, EMI teachers may face challenges of designing practical pedagogy with a 

better learning environment (Altbach, 2010). 

This situation means that the phenomenon of widening access is no longer limited 

simply to entering an educational institution, but is intertwined with other indicators; for 

example, parents’ perceptions of the value of EMI education; possession of different 

forms of capital to access education; role of educational institutions; and the 

importance given to language skills and credentials (Altbach, 2010; Malik, 2012; Khan, 

2013; Tamim, 2021).  

As a growing global phenomenon, EMI has given rise to mixed attitudes from 

government officials, parents, students and teachers in many European and Asian 

countries such as Singapore, India, Bangladesh, Malaysia, Nepal, China, Vietnam, 

Italy and Spain. To understand parents’ perspectives, Dearden (2014) conducted an 

open-ended questionnaire from 55 countries to explore the present and future trends 

of EMI education worldwide. The evidence shows that 38% of public opinion favoured 

EMI policy in primary, secondary and higher education. For example, in Hungary, 

parents’ educational status played a significant role in enrolling their children in EMI 

schools with a desire to acquire quality tertiary education (Dearden, 2014). In India, 

EMI education and communication ability is an indicator of belonging to the prestigious 
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upper social class and being part of modernity and advanced technology. In Saudi 

Arabia, proficiency in English language skills means elevating local educational 

standards and being able to secure high-end jobs in government (Dearden, 2014). 

Respondents felt it necessary to study in a prestigious private educational institution 

to develop enough linguistic competency to cope with higher education. This 

recognition of the perceived value of EMI education explains the desire to develop 

linguistic competence that ultimately influences students’ attitudes towards English 

language practices. This also emerged in the study by Berns, Claes, de Bot, Evers, 

Hasebrink & Huibregtse (2017) who established that young Belgian students 

perceived linguistic competence as an advantage for their academic and professional 

advancement. Students were likely to prefer English language subjects with EMI over 

French or Dutch language programmes (Berns et al., 2017).  

A controversial perspective commonly shared by the public in Dearden’s (2014) survey 

was based on the 51% of people who believed that ineffective EMI policies could lead 

to social inequalities. For example, the majority of Brazilian people, probably those 

with low average family income, found EMI education expensive and reserved for the 

elite class. Similarly, there were some respondents who viewed EMI as a symbol of 

class division that benefited only a few (Manh, 2012). Referring to Vietnam, Manh 

(2012) also pointed out that students with a poor family background and fewer financial 

resources lacked access to the required language and academic knowledge and 

remained disadvantaged, stating: ‘In this sense, lack of EMI education and linguistic 

capital marginalised the poor and creates barriers to have a better life as opposed to 

the middle or upper classes’ particularly in the developing Asian countries (Manh, 

2012: 106).  

It has been generally accepted that family habitus and social interactions form and 

reform individuals’ perceptions of second language practices (Bourdieu, 1984, 1986). 

The value attached to education or language learning is largely shaped by social 

attitudes at macro level and academic practices at micro level (Agbenyega & 

Klibthong, 2015). A study in Pakistan revealed that parents’ habitus played an integral 

role in choosing a certain type of education for their children (Channa et al., 2016). 

The interview analysis highlighted that parents considered EMI education and 

improved language skills as a justification to choose the public education system for 

their children. Respondents showed consistent support for EMI education preferably 
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from a private university in order to get high-end civil jobs and to raise their social and 

financial status. Furthermore, parents’ perceptions of proficiency in English 

communication skills as a prerequisite for international academic mobility also 

influenced their decision to enrol their children in the private education sector. Despite 

the fact that the majority of participants felt superior if their children could speak some 

words or sentences in English, some parents considered EMI as a barrier to 

understanding subject content comprehensively and developing critical analytical 

abilities. Nevertheless, participants generally believed that better pedagogy with 

teachers’ proper attention could overcome such barriers.  

In a similar vein, the analysis of the survey’s primary data in Awan and Zia’s (2015) 

study revealed major factors influencing the choice of education in certain institutions 

in Pakistan. These factors included the family’s socio-economic status and fee 

structure to access public and private universities. The claim that EMI education 

offered a better academic environment and physical infrastructure made the private 

education sector the first choice of parents. The findings of the research conducted by 

Mansoor (2004) on the socio-economic background of parents yielded similar 

evidence. Mansoor (2004) elaborated on the situation where the parents of students 

registered in the public education sector reported allocating more time and additional 

money to learning English, as students lacked adequate English exposure at schools. 

Mansoor (2004) conducted a nationwide survey of 2136 students selected from 

different disciplines in public and private colleges and found that a total of 49% of 

public college students from low socio-economic strata and schooling with Urdu 

medium-instruction, showed a strong desire to develop English communication skills. 

The evidence reflects the connection between average household income, classroom 

participation and overall academic performance. Students with high-income parents 

tended to be more engaged and active participants in private colleges than the 

students with low-income parents in the same college.  

Contrary to these findings, Mahboob’ s (2003) critical research on the socio-economic 

background of undergraduate students from English language courses in a public 

university in Pakistan showed that socioeconomic indicators did not have a significant 

impact on participants’ attitudes towards the English language. 98.8% of students 

perceived that it was important to learn English to boost their self-image. They were 

eager to learn the language as it is the global language of technology, international 
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education and professional development. A total of 94.4% participants reported that 

previous educational and linguistic exposure in schools was significant to gain access 

to quality higher education (Mahboob, 2003). For instance, one respondent in 

Mahboob’s (2003) study stated: ‘If you know English, everyone respects you and gives 

you special treatment’. Another said: ‘No English, No Future!’.  

The discussed literature provides deep insight into parents’ perceptions of EMI 

education, the value given to certain institutions, infrastructure and socio-economic 

background which determine the academic choices they make for their children. The 

orientation of researchers provides a solid foundation for the present study to 

understand how students’ current academic practices in an EMI classroom were 

influenced by the above factors. Some studies such as those by Channa et al. (2016) 

and Awan and Zia (2015) were limited because they focused only on parents of 

secondary school students and neglected the views of university students and 

teachers. The position taken by Mansoor (2004) and Mahboob (2003) on the impact 

of previous education and institutional habitus is understandable, but lacking was 

comparison between the major themes of their studies and EMI academic practices at 

both public and private higher education institutions. The researcher tried to fill these 

gaps in the current study by conducting a comparative study which investigated 

students’ and teachers’ perceptions and practices of EMI in both types of tertiary 

institution.    

3.8.3 Capital and access to EMI education 

The possession of different types, the amounts and levels of capital help to determine 

individuals’ educational, social and professional standing (Malik, 2012). The impact of 

cultural capital on students’ language proficiency at university education was 

investigated by Gerhards (2014) in a survey of 27 European countries. The descriptive 

findings illustrated that institutionalised cultural capital transmitted institutional habitus 

through socialisation experiences and extensive language exposure. The findings 

elaborated on the phenomenon that the more students had exposure to EMI, the more 

capital they had and the more they became independent learners, while also saving 

the extra cost of language learning. On the contrary, learners from low socio-economic 

backgrounds with less cultural capital experienced less language exposure which 

made the acquisition of cultural capital more challenging.  
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To further investigate the influence of linguistic and economic capital in choosing EMI 

courses in higher education, Lueg and Lueg (2015) conducted a survey with 

undergraduate students enrolled in Economics and Business at a business school in 

Denmark. The evidence suggests that the higher the level of English proficiency 

students had, the lower the barriers they faced when choosing EMI education. 

Participating students opted for EMI education based on their previous linguistic and 

EMI schooling. These students developed high professional expectations by 

converting their linguistic and educational capital into more prestigious credentials 

through a high-prestige institution. Students schooled through other mediums of 

instruction displayed lower proficiency in English and reported that they perceived EMI 

as a barrier that could possibly result in lower grades, less class participation, poor 

lecture comprehension and ultimately academic failure. Such students self-eliminated 

and self-excluded themselves from the whole educational process (Lueg & Lueg, 

2015). 

Regarding exclusion, research has been carried out on the various types of exclusion, 

based mainly on the amount of cultural capital in the educational setting. Some of 

these types are: relative exclusion where a specific class is under-represented with 

few numbers; external exclusion where a specific class participates in educational 

processes but is under-represented in prestigious professional courses and 

credentials; and internal exclusion that is a lack of academic participation of students 

with different educational and linguistic capital in an EMI classroom. In the context of 

relative and internal exclusion in Vietnam, Manh (2012) investigated issues concerning 

the success of EMI in higher education to ensure students’ linguistic development and 

also whether EMI excluded disadvantaged students during the learning process. Manh 

(2012) conducted a document analysis based on the secondary data available in 

newspapers, conferences, and government documents. It is regrettable that almost no 

empirical or scientific research on EMI implementation in higher education has been 

published in Vietnam, as Manh (2012) reports. The secondary data analysis showed 

that EMI classrooms created discrimination favouring the few privileged individuals 

from the elite class as compared to the majority (80%) of students from rural areas. 

The privileged few with enough cultural capital dedicated their resources to mastering 

English language skills and had the potential to create a hostile environment that could 

lead the unprivileged majority towards academic failure, loss of identity and little faith 
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in their own abilities (Manh, 2012). Manh’s analysis also highlighted the problem of 

incompetent teachers who created internal exclusion with less interactive EMI 

instruction. The analysis concluded that despite the timely decision to implement EMI 

in higher education in Vietnam, ‘its implementation is a long way off’ (Manh, 2012: 97). 

Among the sparse literature that exists, Shahriar (2017) reported that institutional 

habitus trained students from the upper social class to show their ability to expand 

their cultural capital following their perceived sense of their social standing. The private 

education sector provided a sense of leadership to their students by designing policies, 

pedagogy and curricula that enabled the ruling class to sustain their dominance over 

the less privileged, as was also discussed by Bourdieu (1992). Similarly, in a 

comparative study, Malik (2012) found that the stratified education system provided 

diverse educational experiences with diverse attitudes and amounts of capital. The 

analysis showed that language competent students from the private education sector 

developed a sense of distinction with increased motivation and confidence. They were 

taught to demonstrate their authority while public students were encouraged to accept 

the legitimacy of the dominant group. Pedagogical practices in public schools 

promoted rote-learning without providing any critical and creative skill development to 

students (Malik, 2012). The question that arises here is: what makes students 

prepared to accept academic discrimination which disadvantages them? The answer 

may be found in Malik’s findings regarding the discriminatory teachers’ attitudes and 

teaching practices in public and private education systems. The evidence indicated 

that the public school teachers had less sense of responsibility towards such students’ 

learning based on a preconceived notion that they were disadvantaged with less 

cultural capital (Malik, 2012). Conversely, private school teachers engaged their 

students in critical thinking and showed faith in their leadership based on their financial 

and intellectual assets (Malik, 2012). Such prejudicial practices and educational 

marginalisation aggravated the social inequality that was already rife and has far-

reaching social and economic consequences beyond the classroom.  

The reviewed literature raises a number of interesting themes concerning different 

forms of capital with possible implications for access to quality education and 

academic and cultural reproduction in different contexts. The reviewed literature 

provides a strong foundation for the current study to understand educational 

reproduction linked with different types and amounts of capital. Malik’s (2012) study 
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on educational inequality in the public and private school education systems using 

Bourdieu’s theory of social reproduction in a Pakistani context is relevant for the 

current study. However, Malik’s (2012) study did not use the context of higher 

education with a specific link to EMI and linguistic capital, nor did the participatory 

observation method take students’ classroom activities into account. The present 

study aimed to fill these gaps by conducting non-participatory observation to observe 

both teachers and students in EMI university classrooms. The current study also 

provides valuable primary data on EMI implementation in Pakistani higher education.  

3.9 Impact of affective variables on EMI classroom practices 

It has been widely argued that second-language learning is strongly influenced by 

affective variables that are acquired from outside world experiences and which impact 

an individual’s educational and professional growth (Krashen, 1983). In his Affective 

Filter hypothesis, Krashen (1982) argues that learners perform better in the second-

language classroom when they receive comprehensible and meaningful input through 

a low affective filter (see Chapter 2). Within the framework of Krashen’s argument, this 

section organises the existing literature on the interdependent affective variables into 

two main types: motivation and anxiety. 

3.9.1 Motivation 

In this section, the researcher discusses previous research carried out on the 

connection between motivation and English language practices while considering 

types of motivation and motivational strategies used to cope with EMI education at 

universities.   

Seminal contributions have been made by Gardner and Lambert (1972) on two types 

of motivation: instrumental and integrated motivation (see Chapter Two, Pg. 33). 

Krashen (1982) also discusses these inclusive motivational categories in his Affective 

Filter hypothesis. The basic assumption of this hypothesis is that students are more 

willing to participate in the communication process if they perceive the utilitarian value 

of certain academic tasks and language skills to accomplish certain goals. Krashen 

(1988) and several other researchers have provided evidence to support this 

assumption. 

For example, Csizér and Dörnyei (2005) found that the incentive value of being 
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integrated into the target community and the instrumental benefits of acquiring a 

second language simultaneously motivated Hungarian university students to practise 

the English language. In another study, Chalak and Kassaian (2010) also found that 

Iranian undergraduate students were highly motivated instrumentally in an academic 

setting and eager to achieve their integrated motivational objectives in cultural and 

social settings. The analysis of an AMTB (Attitude, Motivation Test Battery) survey 

showed that the knowledge and ability to speak the language provided young Iranians 

with a sense of belonging to the English native culture and the global world (Chalak & 

Kassaian, 2010). 

Similar patterns of motivation were reported by public university’s students in a study 

by Pathan, Memon & Memon (2010) in Pakistan. The analysis of a questionnaire 

following the measuring scale (AMTB, Attitude, Motivation Test Battery) adopted from 

Gardner and Lambart (1972) and Dörnyei (2003) showed that students were aware of 

the pragmatic benefits of practising English in the EMI classroom. The participants 

were highly motivated to develop linguistic competence and proficiency to be part of 

the competitive global market, moving abroad for further education and enhancing 

their professional and social status. However, the risk of losing motivation was also 

present if EMI teachers were less interactive, lacked encouraging feedback and 

showed favouritism among students (Pathan et al., 2010). For some other university 

students in the Pakistani context, however, instrumental motivation was stronger than 

integrated motivation. The questionnaire and interview analysis by Talpur and Shah 

(2016) revealed that students were highly motivated in EMI classrooms to understand 

subject content, to access international scientific research material and to score better 

grades. Linguistic capital boosted students’ motivation and confidence to participate 

in academic tasks constructively. 

Though contexts vary, research suggests that motivation, either instrumental or 

integrated, is the primary determiner of the acquisition and practice of productive and 

receptive skills in the second language classroom (Krashen, 1982). The questionnaire 

analysis in the study by Al-Ta’ani (2018) supported this argument, showing that 

undergraduate learners at a university in Dubai were motivated to improve their 

linguistic and writing skills. Similarly, Nduwimana (2019) provided insight into the 

speaking skills and motivation of university students from different disciplines in 

Burundi. His analysis of the questionnaires illustrated that students from the 
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Mathematics, Physics, Chemistry and Biology departments exhibited positive attitudes 

towards English language speaking skills to advance their educational and 

professional careers in foreign English-speaking countries. The researcher also 

reports on the situation where individuals were adaptable to and accepted by the target 

native community by displaying their linguistic competence. 

Although the positive findings on motivation are generally shared among researchers, 

students may face obstacles and challenges in maintaining sufficient motivation to 

develop language effectively. For developing writing skills, irrelevant writing tasks 

based on western cultural and social norms were set, contrary to students’ real-life 

situations (Al-Ta’ani, 2018). Additionally, negative variables such as fear of making 

mistakes, lack of vocabulary, self-confidence and encouragement from teachers made 

students anxious and ultimately caused them to lose motivation to participate in the 

language learning process (Nduwimana, 2019). 

Regarding habitus, several studies have shown that previous educational and 

linguistic experiences impact students’ motivation to participate in academic activities 

and develop language skills. This aspect of language exposure in the context of 

previous education with different media of instruction (MOIs) is highlighted by Murtaza 

(2016) who conducted a questionnaire study with private university students to 

investigate their EMI experiences and language learning motivation in Bangladesh. 

The underlying assumption in this research was that students with different MOIs and 

linguistic backgrounds faced challenges in adjusting to the EMI classroom at 

universities. The analysis showed that students with an EMI schooling background 

were more confident language users. They were highly motivated to ask questions to 

solicit clarification and in classroom interactions. In contrast, students with Bangla (the 

official language of Bangladesh) MOI schooling took longer to adjust in EMI 

classrooms and to collaborate with peers. Out of fear of making mistakes, they isolated 

themselves from the whole learning process. Murtaza (2016) concluded that, although 

EMI was demanding for students at university level, their poor academic performance 

and lack of motivation may have been the result of ineffective pedagogy and 

inadequate linguistic exposure rather than the EMI implementation itself (Murtaza, 

2016). Reviewing students’ current academic performances, Murtaza (2016) 

suggested that heterogenous university classrooms were becoming the new reality in 

academic settings. Teaching and learning practices involving students with diverse 
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cultural, educational and linguistic capital posed barriers to create an inclusive 

educational process (Altbach, 2010). A similar issue is explored in the current study 

which investigates and compares the impact of previous linguistic exposure on current 

academic activities in public and private universities in Pakistan. 

To tackle motivation-related issues in the EMI classroom, teachers have adopted a 

range of motivational strategies as part of their pedagogical practices. Dörnyei (2001: 

28), as one of the pioneer researchers, spelled out the strategies as the ‘motivational 

influences that are consciously exerted to achieve some systematic and enduring 

positive effect’. Dörnyei (2001) believes that teaching strategies, in particular, setting 

goals for learners; modelling learner-centred classrooms; making students self-

regulated; and providing equal, individual attention; are indispensable to uplift the 

motivation of English language learners. 

The most convincing evidence of the relationship between motivational strategies and 

English language learning comes from two analyses of the application of language 

teaching strategies in Moroccan and Saudi EFL classrooms. El Aouri and Zerhouni 

(2017) discovered that cognitive learning strategies such as compensation (when 

students guess the meaning from listening and reading context) and social (when 

learners help each other to understand the target language) were mostly used by 

Moroccan university students as compared to memory (when learners link one 

language concept with another) and affective (when learners are enabled to control 

their stress and anxiety during language practice) motivational strategies. On the other 

hand, while investigating commonly used motivational strategies by tertiary-level 

Saudi teachers, Alrabai (2011) simplified technical terms and strategies outlined by El 

Aouri and Zerhouni (2017) into easier locution language. Alrabai (2011) distinguished 

teaching strategies such as motivating students by breaking the classroom routine by 

diversifying tasks; acknowledging learners’ progress, efforts and capabilities; being 

available to respond to students' academic needs; and incorporating attractive and 

relevant learning tasks to remind students of the efficacy of English language skills. 

Confirming the effectiveness of these strategies, El Aouri and Zerhouni (2017) 

reported that Moroccan students also used synonyms, paraphrasing and guessing the 

meanings of unfamiliar words as learning strategies to motivate themselves to become 

English language proficient.  
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Although both studies investigated EFL classrooms and used questionnaires to collect 

data, they reached contrasting conclusions. Alrabai (2011) found that integrative 

motivation was the main focus in the Saudi context while El Aouri and Zerhouni (2017) 

identified instrumental motivation as the stronger driver in Moroccan participants who 

were trying to achieve their pragmatic goal of English language proficiency. For El 

Aouri and Zerhouni (2017), limited linguistic exposure in social settings was 

responsible for poor linguistic competence of Moroccan students; while in the Saudi 

context, teachers’ behaviour was seen as a strong indicator of effective motivational 

strategies (Alrabai, 2011). The results of both studies are significant; however, neither 

El Aouri and Zerhouni (2017) or Alrabai’s (2011) findings can be taken as definitive 

because they were based on research samples which comprised either all students or 

all teachers. It would have been more valuable to evaluate the effectiveness of 

motivational strategies with both teachers and students within a single, mixed-method 

research study. This is attempted in the present comparative research study. 

3.9.2 Anxiety 

Anxiety in this context is defined as a state of uneasiness or fear that hinders the 

accomplishment of certain tasks linked with second language practices (Krashen, 

1988). It is argued that the ideal goal of academic practices is to help students to lower 

their affective filter in order to receive teacher’s input meaningfully (Krashen, 1988). 

Several studies suggest that the affective filter is possibly raised by different types of 

anxiety. One of these is the fear of negative evaluation, investigated by Agata, 

Wardhani, Putri & Drajati. (2019) in the context of students’ speaking skills in 

Indonesia. The data analysis of photo-voice, observation and interviews shows that 

students struggled to prepare their class presentations while working repeatedly on 

fluency, accuracy, and pronunciation of the content. They adopted the strategy of 

memorising the content to avoid stress but then fear of negative evaluation by peers 

and teachers made them forget the content. The researchers found the cause of 

anxiety was students’ own assumptions that others might mock or criticise them for 

speaking incorrectly (Agata et al., 2019).  

Developing speaking skills remained a challenging task and created anxiety-provoking 

situations among Malaysian undergraduate students also. Miskam and Saidalvi (2019) 

reported their analysis of the FLCAS (Foreign Language Classroom Anxiety Scale) 
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questionnaire. Contrary to the findings of Agata et al. (2019), Miskam and Saidalvi 

considered communication apprehension to be a more dominant factor than the fear 

of negative evaluation. In some situations, the need for mutual collaboration negatively 

influenced students’ ability to express themselves. The evidence indicates that the 

self-consciousness of speaking incorrectly and an unfriendly classroom environment 

with strict teachers made students anxious even when communicating with peers 

(Miskam & Saidalvi, 2019). Unexpected questions and insufficient time might have 

been the reasons that students’ affective filter was raised, constraining their active 

academic participation (Oruç & Demirci, 2020).  

To elaborate on the connection between types of anxiety and linguistic exposure, 

Malik, Qin, Khan & Ahmed. (2020) used the Foreign Language Classroom Anxiety 

Scale (FLCAS) to investigate various levels of apprehension linked with language 

anxiety among Chinese and Pakistani postgraduate students. This comparative study 

included participants from a Chinese university in Wuhan and a public sector university 

in Pakistan. Pakistani graduate students displayed a moderate level of communication 

apprehension with less fear of making mistakes when compared to the Chinese 

students who had high levels of anxiety. The Pakistani students reported having 

extensive English language exposure through media, social media and school 

education. On the other hand, the majority of Chinese students reported a lack of self-

efficacy and language exposure that negatively impacted their learning through EMI. 

Eventually, they preferred to remain silent to avoid communication with teachers. 

Other multifaceted issues concerning the target language included their limited 

linguistic competence to comprehend native teachers’ feedback which gave them a 

sense of inferiority.  

The essence of such findings is that different types of anxiety may greatly influence 

students’ language practices in the EMI classroom where students may silence and 

isolate themselves. In spite of efforts, speaking anxiety remained a traumatic 

experience for university students. It has been argued that in an effort to cope with 

such anxiety-provoking situations, some students may become extremely dependent 

on teachers, while some others, out of fear, are more inclined to work individually 

(Nimat, 2013).  

In the context of this argument, the findings of Bhatti, Memon and Pathan’s (2016) 

study in Pakistan show that undergraduate students felt anxiety when working in 
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groups, delivering group presentations, and participating in topic discussions. The 

analysis of the questionnaire following the Foreign Language Classroom Anxiety Scale 

(FLCAS) prepared by Horwitz, Horwitz and Cope. (1986) indicated that the limited time 

for preparation and fear of negative evaluation by peers forced students to avoid group 

work and to work alone to avoid punishment, lose grades and feelings of exclusion. 

Supporting Murtaza’s (2016) findings, Bhatti et al. (2016) also found that less linguistic 

exposure through previous education was an important indicator of students’ anxiety 

in the EMI classroom and this caused them to marginalise themselves from the 

collaborative learning process.  

Overall, the discussed literature highlights serious problems arising from students’ 

anxiety in the academic setting. Stress about passing the examination prevented them 

from enjoying their learning processes. Writing and speaking skills remained 

challenging. Improving their knowledge of grammar, expressing their ideas clearly, 

processing information and organising thoughts systematically all needed urgent 

attention.  

A closer look at the discussed literature provides significant information on the types 

of anxiety faced by university students in different contexts. However, some gaps and 

shortcomings are evident. Many studies have relied solely either on the questionnaire 

scale of FLCAS, or on interviews. A mixed-methods approach guided by different 

theoretical frameworks is needed to investigate EMI teaching and learning practices 

and affective variables in-depth. Although studies have provided a comprehensive 

description of undergraduate students from public and private universities, a 

comparative analysis of both education systems in one study has not yet been done. 

Moreover, much of the reviewed literature has illuminated students’ problems and 

challenges regarding language learning anxiety but few studies have explored 

teachers’ perspectives on the issue. To fill these gaps, the present study has used 

mixed methodology involving both teachers and students from public and private 

universities to present a comprehensive picture of EMI teaching and learning practices 

in Pakistan. 

3.10 Sociocultural theory and teaching practices 

With Vygotsky’s sociocultural theory (SCT) as the backdrop, this section discusses the 

effectiveness of collaborative classroom activities to facilitate students’ learning in the 
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EMI classroom. For the present study the approach is referred to as the Collaborative 

and Communicative Learning Approach (CLA). In this context, the section explores 

the factors responsible for resistance to CLA in conjunction with teachers’ distinctive 

roles in designing scaffolding techniques to encourage students to become 

independent language learners with increased subject content comprehension. 

3.10.1  Effectiveness of CLA 

The core idea of SCT goes beyond traditional teaching and learning practices in an 

academic setting (Vygotsky, 1978). It is believed that collaborative classroom activities 

promote teacher-student and student-student interactions which can transform 

teaching and learning practices in the EMI classroom.  

Zamir et al., (2021) conducted a study that investigated teaching methods and 

strategies used by university teachers to develop students’ critical thinking skills. The 

sample includes 600 public and private university teachers from the disciplines of basic 

science, engineering, arts and humanities, social science, environmental science, 

health science, and architecture. The data analysis shows that three main methods 

were used by teachers to develop students’ critical thinking: Telling lecture, 

storytelling, discussion (29.5%); argumentation and presentations (verbal reports and 

speeches) (18.5%), and writing assignments, essays (13.7%). Other less frequently 

used strategies were follow-up assessments with feedback, question and answer 

sessions, case studies, project based and problem solving activities, fieldwork and 

research, collaboration and group activities, and audio visual activities. The evidence 

showed that very few of the teachers realised the importance and positive outcome of 

these strategies to develop students language and content learning. Thus, to raise 

awareness, teachers need relevant training about the relationship between critical 

thinking abilities and classroom methodology.  

To investigate the effectiveness of interactive class activities, Thapa (2016) conducted 

an action research study with undergraduate students and teachers at a university in 

Nepal. The researcher divided the research process into three phases and collected 

data through observation, interviews. and class discussions. Thapa (2016) first 

explored the possible reasons for a low level of interaction among students and 

challenges faced inside the EMI classrooms. Thereafter, during a six-month period, 

solutions were proposed. The first phase showed that EMI teachers neglected slow 
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learners which made them lose confidence in presentations and classroom 

discussions. During the second phase, the researcher and teachers structured some 

guidelines based on the findings from the first phase. The teachers were guided to 

transform their teaching strategies to make their classrooms more student-centred by 

involving extensive communicative classroom tasks aligned with students’ existing 

mental development and potential. The students were trained and encouraged to 

participate in these activities. Teachers provided encouraging feedback and 

assistance. For example, during presentations, the students were allowed to use 

Nepali language if they had difficulty expressing themselves in English. Over time, 

students developed confidence for classroom discussions and showed improvement 

in content comprehension and language skills. 

One of the major objectives of SCT is the development of productive and receptive 

language skills through interactive teaching and learning processes (Yang, 2016). 

There has been a growing interest in CLA in different contexts around the world. Still, 

there is a lack of research in the EMI context, particularly in public and private tertiary 

education in Pakistan. Among the sparse literature that does exist, Jabeen and Akhtar 

(2013) conducted an experimental research study including pre- and post-test design 

with an experimental group to investigate the development of English-speaking skills. 

The researchers used picture description, group discussions and dialogue 

presentation throughout the course. The pre-test results highlighted students’ limited 

speaking skills and an inability to complete the assigned tasks. Students reported fear 

that their poor pronunciation might make it difficult for others to comprehend their ideas 

and were hesitant to ask for clarification during dialogue presentations. Later, to assist 

the participants, the researchers demonstrated the pattern of collaborative activities 

and informed students about how to work in these activities. All participants were 

assigned roles equally and were given the necessary assistance. The post-test results 

showed that learners appeared to be self-confident with fluent, comprehensible 

speaking skills and improved vocabulary. The findings showed the effectiveness of 

communicative activities as students learnt to work with language structures more 

effectively. However, teachers faced some challenges. They exhibited unawareness 

of students’ potential mental development, and the required amount and type of 

scaffolding needed to facilitate students’ language practices.  

In another study, Saleem and Azam (2015) studied the SCT approach but confined 
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the focus to reading skills only. The researchers examined the effectiveness of a socio-

cultural approach to improve the reading comprehension skills of O-level students in 

Pakistan. The semi-experimental research design with pre- and post-tests showed a 

huge difference between the reading skills of the controlled and the experimental 

groups of participants. The scaffolding process provided students with the chance of 

correcting themselves and assimilating new language learning abilities, thus reducing 

their anxiety. The researchers found that collaborative classroom practices proved to 

be beneficial in shifting students from object-regulated learning towards independent 

learning or self-regulation. 

The same issue − the connection between scaffolding and corrective feedback and 

the improvement of students’ writing skills − was examined by Abbaspour et al. (2020) 

in Iranian universities. They studied how the feedback and assistance of teachers and 

peers may improve vocabulary, organisation of thoughts and grammatical structures 

for writing skills. Data was collected through language proficiency tests, pre- and post-

writing tests, field notes, classroom observations and questionnaires. The findings 

showed that corrective feedback improved the quality of written paragraphs 

significantly. Teachers encouraged the use of mediating strategies relevant to subject 

content such as internet sources, dictionaries and reference books to improve 

students’ writing. The observation analysis also indicated that learners felt less 

threatened by peer feedback without feeling judged. Peer support was found to assist 

learners to shift from another-regulated to a self-regulated phase of learning while 

taking responsibility for their own learning, as explained by Vygotsky (see Chapter 

Two). The evidence from these and other findings indicates the need for students to 

be actively engaged in the teaching and learning process, not only as ‘consumers’ but 

also as ‘creators’ of knowledge (Abbaspour et al., 2020:14).  

To make students creators of knowledge, Huang (2011) found that in Taiwan, 

university teachers used real-life examples in group activities, asking short questions, 

using audio-visual aids and explaining difficult concepts with simple vocabulary in the 

EMI setting. In a similar way to Abbaspour et al. (2020), some of the EMI content 

teachers provided corrective writing feedback with occasional code-switching to 

encourage students to improve their writing skills. The majority of EMI teachers found 

handouts to supplement textbook content helped students to follow lectures 

comprehensively. Along with conceptual scaffolding, Huang (2011) found that social 
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scaffolding was also helpful in motivating students’ language learning. Teachers 

created social interactions through forming interchangeable groups to exchange 

multiple perspectives to encourage critical academic learning. Similarly, tertiary-level 

teachers in Denmark designed new strategies to support EMI instruction and focused 

more on content comprehension (Soren, 2013). For example, they deliberately spoke 

slowly during EMI lectures to make their lectures comprehensible and easy to follow 

and used rephrasing and summarising in easy English. The use of extensive audio-

visual aids, such as diagrams, proved to make teachers’ input more comprehensible.  

3.10.2  Resistance to CLA 

Despite the proven effectiveness of CLA in the literature discussed above, several 

studies have found different indicators that may pose some challenges and obstacles 

causing resistance to the collaborative teaching and learning process in EMI settings. 

For example, Nawab (2010) found that rigid learning habits such as rote-learning and 

memorisation were the more frequently practised learning strategies by students and 

hindered the effective application of CLA. Classroom observations and interviews 

analysis showed that in the public schools particularly, the authoritative role of 

teachers in overcrowded classrooms was a major hindrance to creating an inclusive 

academic classroom. Based on the views of teachers, Nawab (2010) highlighted that 

the lack of awareness of modern communicative teaching methodology to teach in a 

second language classroom made teachers keep practising traditional teaching 

methodology. Teachers were unable to employ innovative methods most probably 

because they themselves had not experienced such learning environments. Similar 

findings were found by Khan, Zahid, and Akhtar. (2017) from two public degree 

colleges in Pakistan who explored obstacles to teaching with EMI experienced by 

teachers. Evidence revealed the inability of teachers to design effective collaborative 

classroom activities as they lacked the necessary awareness and motivation. Khan et 

al. (2017) further categorised two major factors responsible for how few pragmatic 

strategies in EMI classrooms were practised by teachers: firstly, the lack of incentives 

in the form of higher salaries and job promotion; secondly, the burden of extra-

curricular duties along with a lengthy syllabus created pressure which caused them to 

pay less attention to improving their teaching methods.  

Using a questionnaire and interviews, Basta (2011) found some other challenges 

hindering the effective application of CLA. Firstly, the large size of certain groups may 
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create problems where some students sat back and behaved in a lazy way, remaining 

dependent on peers. Secondly, the group tasks that were set were irrelevant to the 

subject-content and this might have made students perceive these activities as a 

waste of time. Thirdly, teachers were not engaged, did not provide feedback nor did 

they monitor students during class activities. Similar factors may also make the 

practical implementation of CLA challenging in the Pakistani higher education context. 

It is argued that communicative activities in the EMI classroom could be difficult to 

apply in the traditional teaching-learning process where students and teachers have 

never engaged in communicative language learning experiences before (Saleem & 

Azam, 2015). On the positive side, in the light of Thapa’s (2016) findings, it could also 

be argued that university students are competent enough to be trained as autonomous 

learners if EMI practices are based on extensive opportunities for class participation 

with the teachers’ guidance and comprehensible input (Lantolf & Thorne, 2006). 

3.10.3  EMI classroom activities and roles of teacher 

The literature discussed above suggests that the role of teachers is highly significant 

when aligned with Vygotsky’s SCT in making learners autonomous language users 

(Nawab, 2010; Khan et al., 2017; Basta, 2011; Panhwar et al., 2016). 

To find out more about these roles, Yasmin and Islam (2018) conducted a case study 

using interviews with participants from an army public college in Lahore to explore the 

academic roles of English language teachers. The researchers developed the 

‘Versatile English Teacher’ Model on the basis of a framework determined by data 

analysis and literature content. This model implies that versatile teachers possess 

diverse styles of teaching which can enhance students’ academic performance. The 

analysis showed that teachers acted as instructors to explain difficult concepts to 

improve students’ comprehension. Yasmin and Islam (2018) monitored teachers in 

group activities providing corrective feedback that ultimately impacted students’ 

affective domain to increase their motivation. However, respondents agreed that a 

teacher still needs to assume different roles, such as facilitator and assistant, and 

employ different inclusive techniques suitable for students with diverse levels of 

linguistic ability. EMI teachers reported a need to know how to prepare, organise and 

control classroom activities within an effective time management plan.  
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It is nevertheless difficult for many teachers and students in different contexts to 

change their roles and to modify their teaching and learning practices. This issue is 

investigated by Dongyu, Fanyu and Wanyi, (2013) who examined self-regulation and 

scaffolding in the context of collaborative learning in China. On the positive side, the 

researchers argued that teacher-student collaboration with scaffolding is a familiar 

approach in the Chinese higher education system. Teachers perceived their role to be 

that of monitoring students to make them independent learners. Dongyu et al. (2013) 

reported that teachers were anxious when organising classroom activities as they 

were more comfortable with traditional styles of teaching, since they themselves were 

never exposed to collaborative activities in their own learning experiences. Chinese 

students also found it hard to change their roles from knowledge receivers and passive 

listeners to knowledge constructors and speakers. They were hesitant to share their 

ideas as they saw the teacher as the only knowledge producer. Many researchers in 

the Chinese context have already recognised the need to change the classroom 

environment from teacher-centred to student-centred and to engage in two-way 

communication to make students more productive (Dongyu et al., 2013). 

There are different arguments and debates on the roles and responsibilities of EMI 

content teachers and language subject teachers. In many Asian and European 

contexts, EMI content teachers were reluctant to accept the responsibility of improving 

the language skills of students because they considered this to be the duty of English 

language teachers specifically. As in many contexts, institutional management and 

teachers were seen to be aware of their own linguistic deficiencies while teaching 

through EMI. A newly introduced project, discussed by Doiz, Lasagabaster and Pavon, 

(2020), elucidates this topic. The project, named the ‘Team-teaching Programme’, has 

been introduced in some universities in Spain to foster the collaboration of language 

and content teachers. Doiz et al. (2020) suggest that this project may bring positive 

changes to the scenario in which many EMI content teachers in Spain did not think of 

themselves as language teachers and devoted less attention to students’ language 

skills. However, they also believed that the programme may bring extra burdens and 

anxiety for content as well as language teachers. Feelings of inferiority among 

teachers may prevent them from asking for additional help from one another. The 

researchers suggest that it is too early to predict the effectiveness of this programme, 

so while time is allowed for its implementation, it would be better to hire content 
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teachers with specific linguistic proficiency to present EMI courses effectively. These 

teachers, as knowledge facilitators, could be trained to organise their classroom 

activities and to prepare lesson plans. 

Several of the studies discussed above found that a lack of teacher training was a 

major hindrance to making EMI learning and teaching more constructive. It was argued 

that if teachers were trained, they could produce different results. To investigate the 

effects of the training of teachers on EMI pedagogy, Klaassen and Graaff (2001) 

analysed a five-day training workshop for EMI teachers on language practices and 

classroom activities in Dutch higher education. Participants were evaluated at the start 

and end of the workshop session. At the end of the training session, the analysis of 

the questionnaires showed that teachers observed an improvement in their teaching 

pedagogies. Teachers learnt how to deliver content knowledge by using visual aids, 

clear and simple language, and through class interaction and non-verbal behaviour. 

They were able to recognise students’ difficulties along with their own strengths and 

weaknesses in the EMI teaching process and were eager to increase the collaborative 

and interactive activities in their classrooms. Overall, the training workshops proved to 

be a significant source for teachers to acquire knowledge about communicative 

pedagogy, to overcome their anxiety about EMI and to generate inclusive, student-

centred activities. 

Along with EMI teachers’ training, the professional learning of EMI educators is also 

gaining importance in research to support them in challenging EMI academic 

situations. Dang et al. (2021) conducted a critical literature review of 115 articles to 

examine EMI teachers’ challenges and the type of support they needed to create 

effective communicative learning processes. The review of the related research 

exposed the fact that EMI teachers were less able to adapt to new roles and thus were 

unprepared for the demanding EMI classroom situation. On the one hand, EMI 

teachers in different contexts were found to be lacking in sufficient linguistic 

competence to engage students during class discussions. On the other hand, students 

were also poorly equipped linguistically to interact in classroom activities. The result 

was the traditional teacher-centred classroom. Teachers were unable to provide the 

required scaffolding or assist students as they ‘either do not know how to correct 

students’ language errors or do not see it as their responsibility’ (Dang et al., 2021: 5). 
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Conclusively, researchers suggested developing training programmes to make EMI 

educators aware of their different roles and how these aligned with students’ needs.    

Based on the reviewed literature above, it can be concluded that EMI is a growing 

phenomenon in the higher education sector worldwide. The studies provide a 

comprehensive perspective on the principle that EMI is a process and not only a 

medium of instruction. Students not only develop their linguistic competence but also 

enhance their subject content which in turn elevates their academic and personal 

development. There is an extensive body of research investigating language policy 

and its practical implementation on the micro level. However, among all phases of 

policy formation, the evaluation of language policy is still a largely neglected area, 

particularly in the context of Pakistan. Many researchers have gathered evidence on 

the impact of habitus, socio-economic indicators and previous educational and 

linguistic capital in academic settings. The studies provide a comprehensive 

background to the current study regarding pedagogical strategies, effectiveness of 

CLA and their impact on the EMI teaching and learning practices in different contexts. 

There is an extensive body of research literature discussing various factors impacting 

students’ academic performance in higher education, but the exploration of affective 

variables has remained neglected in the context of EMI higher education in Pakistan.  
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CHAPTER 4 - METHODOLOGY 

4.0 Introduction 

The focus of the current study is the evaluation of English-Medium Instruction (EMI) 

as this is practised in public and private universities in Pakistan. The researcher 

investigated the role of EMI in reproducing inequalities which may impede access to 

quality education in the context of different education systems. In addition, students’ 

learning difficulties in the EMI classroom were explored in conjunction with possible 

affective variables influencing teaching and learning practices in universities. The 

researcher also intends to provide insight into EMI teachers’ pedagogical practices 

pertaining to collaborative and communicative academic activities. By exploring 

students’ and teachers’ perspectives comparatively, the researcher anticipates 

making a significant contribution to academic research in the field of EMI education in 

public and private universities.  

To investigate these issues, appropriate methodology was applied in order to gather 

a variety of data. This chapter describes the selected research approach (4.2) which 

leads to a discussion on research design (4.3) and research methods (4.4). The next 

section introduces the research setting (4.5), population (4.6) and sampling procedure 

(4.6.1). The following section details the preparation of data collection instruments 

(4.7), the construction of a quantitative questionnaire (4.7.1), classroom observation 

(4.7.2) and qualitative interviews (4.7.3). Further, the process of data collection is 

described (4.8) while explaining qualitative and quantitative data analysis methods 

(4.9). The chapter concludes by outlining the ethical considerations observed (4.10) 

before presenting the findings in Chapter Five. Figure 4.1 below illustrates the 

essential features of the methodology selected for the current study.   
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Figure 4.1 Research methodology outline 

4.1 Research approach 

The research paradigms − also known as worldviews − provide the basic foundation 

on which the research process is designed (Zukauskas, Vveinhardt & Andriukaitiene, 

2018). Kuhn (1962) has made a seminal contribution by defining a research paradigm 

as ‘the set of common beliefs and agreements shared between scientists about how 

problems should be understood and addressed’. In other words, different philosophical 

paradigms direct research design, lead data collection instruments and systematise 

the data analysis process to understand a problem adequately (Terrell, 2012; Tuli, 

2010). Below are the major characteristics of the four fundamental paradigmatic trends 

adopted by researchers worldwide:  

Table 4.1 Different worldviews (Adopted from Creswell, 2007; Perera, 2018) 

 

Paradigms Key assumptions 

Post-positivism 

Based on a single objective reality that can be 

measured and known; quantitative methods; 

testing a theory; objectivism; deductive 

approach; determinism; empirical observation 

and measurement.  

Transformative 

 

Political, power and justice oriented; 

collaborative; change oriented.  

Constructivism 

There is no single truth or reality but multiple 

realities; reality needs to be interpreted; 

qualitative methods; subjectivism; 

developing/generating a theory; social and 

historical construction; inductive approach.  

Pragmatism 
Reality is constantly renegotiated, debated and 

interpreted; deals with facts and actions; 

Methodology

(Research 
approach) 

pragmatism

Mixed-methods
Explanatory 

sequential data 
collection process

Quantitative

Qualitative
integrated 

discussion of 
findings 

Descriptive 
research design

Comparative case 
study
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problem-centred; real-world practice-oriented; 

practicality; multiple viewpoints; best method to 

use that solves the problem; mixed methods.  

 

The research paradigm on which the current study is based is pragmatism which deals 

with facts, actions, situations, and consequences to solve practical issues in the real 

world (Zukauskas et al., 2018; Creswell & Clark, 2011). Pragmatism is oriented 

towards creating reliable knowledge by solving problems rather than building 

assumptions such as positivism and constructivism (Kalolo, 2015). Pragmatists 

generally believe that knowledge, perspectives, and reality in this world are based on 

socially constructed beliefs and experiences (Bowen, 2013). These unique 

experiences shape individuals’ perceptions, their understanding of their surroundings 

and communication with other members of society (Kaushik & Walsh, 2019; Johnson 

& Christensen, 2012). One of the major tenets of pragmatism is that knowledge, truth, 

belief and perspectives are temporary and tend to alter over time with changing 

situations; thus, the truths that emerge from research should be adopted as a reality 

for the time being only (Johnson, Onwuegbuzie & Turner, 2007).  

Creswell (2007) and Guba (1990) have identified three basic stances to describe the 

way researchers characterise different research paradigms: How we see reality and 

truth in this world (ontology); how we know what we know and justify knowledge 

(epistemology); and how we conduct research procedures and justify research 

methods (methodology). Pragmatism is mostly configured from methodological and 

epistemological stances as can be seen in Figure 4.2 below.  

 

Figure 4.2 Two major viewpoints of pragmatism 

Pragmatism

Methodological Epistemological
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In the context of a methodological viewpoint, pragmatism acts as a bridge between 

worldview and methodology as a practical approach that focuses on what and how 

research improves our understanding of the research problem under study while 

providing evidence for practical solutions (Tuli, 2010; Cameron, 2011; Kalolo, 2015). 

It is believed that pragmatism is the foundation of mixed-method research as 

pragmatists ‘recognise that there are many different ways of interpreting the world and 

undertaking research, that no single point of view can ever give the entire picture’ 

(Saunders, Lewis & Thornhill, 2019:151). Pragmatist researchers have the liberty of 

choosing how to conduct the research process using multiple methods and procedures 

that best meet the needs and aims of the research to provide richness to the research 

study (Zukauskas et al., 2018). Thus, the underlying assumption of pragmatism allows 

integrating quantitative and qualitative methods of data collection and analysis to 

conduct the research process in the best possible way (Creswell, 2014; Creswell & 

Clark, 2011).  

The epistemological stance in pragmatism ‘studies knowledge, by attempting to 

distinguish between ‘True’ (adequate) knowledge and ‘False’ (inadequate) knowledge’ 

(Erikson & Kovalainen, 2008:14). In the context of the current study, the 

epistemological assumption is that the researcher and the units of analysis are 

independent of each other so that the research conducted is reliable and provides 

valid knowledge without any bias or personal influence. The epistemological views of 

pragmatism are summarised in Table 4.2 below. 

Table 4. 2 Pragmatism Epistemology (adapted from Maarouf, 2019) 

 

Epistemological assumptions 

• Researcher can use multiple methods to meet research objectives 

• Accepts the existence of one reality and the importance of 

individuals’ perception on that reality 

• Knowledge is based on experiences 

• Needs to have a clear view about reality 

• Subjective and objective at the same time 

• Reality is external and multiple at the same time 

• Choose the view that best serves the research purpose 
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Taking the methodological and epistemological viewpoints into consideration, the 

objective of the current study is to gain insight into the implementation of EMI in public 

and private university education systems in Pakistan. Within the framework of 

pragmatism, it is argued that EMI teaching and learning practices and classroom 

activities are influenced by students’ and teachers’ individuality, unique educational 

and linguistic backgrounds, family and institutional habitus and psychological 

variables. The study focuses on how individuals influence each other socially and 

academically in ways that may impact teaching and learning activities in second 

language classroom in selected universities. Thus, the current study adopts a 

pragmatist paradigm, combining qualitative and quantitative approaches in the 

collection and analysis of data. 

4.2  Research design 

Research design is a process of inquiry to provide a specific direction for the overall 

research procedure (Creswell, 2014). Based on research questions and objectives, 

research design identifies what type of study is planned and what kind of results are 

expected (Creswell, 2014). There are three possible research designs based on the 

purpose directing a particular research study (Boru, 2018): 

1. Exploratory research design directs the preliminary exploration of research 

issues that have received little or no attention from previous researchers to gain 

a better understanding but without offering solutions to the problems or definite 

answers to the questions.  

2. Descriptive research design describes the ‘what’ of a particular phenomenon or 

behaviour in order to provide a detailed description of what is happening.  

3. Explanatory research design explains the ‘why’ of the problem or phenomenon 

under study to understand it more clearly.  

Descriptive research design is selected for the current study to conduct a systematic 

investigation into the implementation of EMI in public and private education systems 

and to seek out detailed information and individuals’ perceptions on the academic 

activities without influencing them in any way (McCombes, 2019). Descriptive research 

design is thought to be best suited to the current study because it: (1) observes, 

describes and documents the behaviour, attitudes and practices as they naturally 

occur; (2) identifies the characteristics (feelings, attitudes, preferences) of individuals; 
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(3) provides knowledge; and (4) contributes to the understanding of the issues under 

investigation (Dulock, 1993). Descriptive research aims to answer the ‘what’, ‘when’ 

and ‘how’ of the research questions based on ongoing events (McCombes, 2019). To 

answer the ‘what’ and ‘how’, descriptive researchers can use multiple research 

methods to describe a situation, and this provides a valid reason for the current study 

to adopt this research design. These research methods may include case study (an 

in-depth study of an individual or group of individuals); observation (a method of 

viewing and recording the participants); and the use of a survey questionnaire (to 

collect quantitative information from a sample) (McCombes, 2019).  

Survey and observation are discussed later in the research method section 4.4. Case 

study is defined as an in-depth examination of a specific phenomenon including a 

person or a group of individuals (teachers and students), an institution (school, 

university or organisation), or a process (policy, curriculum, pedagogical process, 

learning practices or EMI as the mode of teaching in the current study). Case study 

may involve a single, two or more cases to investigate how and why a particular 

process or policy succeeds or fails (Goodrick, 2014). Within a case study, if research 

‘involves the analysis and synthesis of the similarities, differences and patterns across 

two or more cases that share a common focus or goal’, this is called a comparative 

case study (Goodrick, 2014: 1). The current study employs a descriptive research 

design using a comparative case study in order to understand the success or failure 

of EMI when implemented. The results demonstrate the similarities and differences 

between the selected cases and could be used to suggest improvements in future 

implementation (Goodrick, 2014). 

4.3 Research methods 

The different research methods employed in data collection facilitate the practical 

application of the adopted approach. Following the pragmatic and descriptive 

comparative case study research design, a combination of both qualitative and 

quantitative research methods was selected for the current study to evaluate the 

implementation of EMI in public and private universities in Pakistan. Such a mixed-

methods approach enables the researcher to explore perspectives qualitatively and 

also to collect numerical data. The quantitative and qualitative research methods are 

defined below. 
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4.3.1 Quantitative research 

Some definitions of quantitative research method are: 

‘Quantitative research is the collection and analysis of numerical data to describe, 

explain, predict, or control phenomena of interest’ (Gay, Mills & Airasian, 2012: 7).  

‘Quantitative research involves data collection procedures that result primarily in 

numerical data which is then analysed primarily by statistical methods’ (Dornyei , 2007: 

24). 

To put it another way, quantitative research quantifies opinions and attitudes through 

a systematic investigation of the relationship among variables (involving age, gender, 

socioeconomic and educational status, family income and so on) by using a structured, 

close-ended and Likert-scale questionnaire to generate numerical data. The 

generated numerical data is analysed using statistical procedures and presents 

findings through graphs, figures and tables. According to Creswell (2014), Dornyei 

(2007) and Johnson et al. (2007), the major advantages of quantitative research are 

as follows:  

• the deductive findings are generalisable from a large sample population;  

• research can be replicated or repeated to enhance the validity and reliability of 

quantitative research. 

• the numerical data are collected in a short time. 

• statistical computerised software can cut down the time spent on data analysis. 

• efficiency in collecting statistical data from a large sample. 

However, quantitative research has some limitations too (Dornyei, 2007: 35; Creswell, 

2014) which include that it: 

• merely observes objective reality.  

• ignores the detailed analysis of particular behaviours of individuals.  

• is ‘overly simplistic’ and fails to capture the meanings, experiences, views, and 

perspectives of individuals.  

To overcome these shortcomings, qualitative research can complement quantitative 

research by offering valuable methods, as discussed below.  
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4.3.2 Qualitative research 

Some definitions of qualitative research are: 

‘Qualitative research is an approach for exploring and understanding the meaning 

individuals or groups ascribe to a social or human problem’ (Creswell, 2014: 4). 

‘Qualitative research involves data collection procedures that result primarily in open-

ended, non-numerical data which is then analysed primarily by non-statistical 

methods’ (Dornyei, 2007: 24). 

‘[Qualitative research is] research using methods such as participant observation or 

case studies which result in a narrative, descriptive account of a setting or practice’ 

(Parkinson & Drislane, 2011).  

The above definitions highlight that qualitative research uses multiple sources of data 

such as open-ended interviews and observations with field notes to analyse and 

interpret participants’ perceptions in order to gain deeper insight into the issue under 

study (Creswell, 2014; 2009). 

Some of the characteristics of qualitative research are (Creswell, 2014; Johnson et al., 

2007; Dornyei, 2007):  

• Qualitative research involves an inductive style that examines an individual’s 

experiences focusing on patterns, categories and meanings to establish a 

comprehensive set of themes; 

• it provides rich data on participants’ personal thoughts and views; 

• it is an effective way of collecting detailed insights in natural settings;   

• its nature is exploratory while it investigates and makes sense of complex 

issues, broadening understanding.  

However, qualitative research may also be criticised for the following shortcomings 

(Dornyei, 2007; Creswell, 2014): 

• Qualitative research uses a small sample size;  

• it lacks generalisation of conclusion;  

• data collection is time consuming;  

• the researcher’s personal role and interpretation may generate biased 

research. 
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In view of the strengths and weaknesses inherent in both qualitative and quantitative 

approaches, it is beneficial to converge them and their databases systematically to 

check and increase the validity of the study (Creswell, 2014; Dornyei, 2007). Strengths 

are harnessed and weaknesses eliminated when different data collection instruments 

are used (Dornyei, 2007).  

4.3.3 Mixed methodology 

As mentioned above, pragmatism has often been identified as the appropriate 

approach for conducting mixed-methods research (Brierley, 2017). It is an approach 

purposefully incorporating both forms of data within a study, involving research design 

(descriptive comparative case study) with philosophical assumptions (pragmatism) 

and a theoretical framework to gain new knowledge in order to provide a 

comprehensive understanding of the research topic (Creswell, 2014). This explanation 

justifies the choice of the mixed methods approach for the current study which aims to 

evaluate the complex issue of EMI implementation in public and private education 

systems in Pakistan. The core assumption of this practical and feasible approach is to 

integrate the two sets of results purposefully at different phases in the research to 

provide authentic evidence to answer the research questions (Creswell & Clark, 2011). 

This research design helps to understand the objective and subjective realities in the 

world by describing individuals’ viewpoints (Johnson & Christensen, 2012). In the 

current study, quantitative data inform the qualitative research instruments and then 

both are combined in the discussion of findings following the explanatory sequential 

method that is discussed in Section 4.4.4 below.  

Table 4.3 below shows the characteristics of both qualitative and quantitative research 

which are integrated in a mixed methodology approach for the current study. 

Table 4. 3 Characteristics of quantitative and qualitative research (Source: Gay et al., 

2012) 

 

Quantitative research Qualitative research 

Description and explanation oriented Exploratory and understanding-oriented 

Specific and narrow  General and broad 

Measurable and observable data Participants’ experiences 

Predetermined instruments Emerging protocols 

Numeric data Text or image data 
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Large number of participants Small number of individuals 

Statistical analysis Text analysis 

Description of trends, comparison of groups, 

relationship among variables 

Description, analysis and thematic development 

Comparison of results with predictions The larger meaning of findings 

Standard and fixed reporting of findings Flexible and emerging findings 

Objective and unbiased Reflexive and biased 

 

4.3.4 Explanatory sequential data collection process 

The current study adopted the explanatory sequential data collection process; one of 

the most commonly used strategies from the mixed-methods approach. This is an 

easy, simple and straightforward design to use for the collection and analysis of data 

(Creswell, 2009). During the process, quantitative data are collected first; later 

quantitative findings are further investigated through qualitative research tools 

(Johnson & Christensen, 2012; Creswell et al., 2003). It is described as ‘explanatory’ 

because the quantitative findings are explained further with the aid of qualitative data 

and is called ‘sequential’ because the quantitative phase is followed by the qualitative 

phase of data collection (Creswell, 2009). The two forms are separated in the data 

collection phase but connected in the final stage − the interpretation of findings. The 

current study seeks to achieve its aim by first collecting quantitative data through a 

close-ended questionnaire and a Likert-scale observation checklist, while the second 

phase of qualitative interviews with open-ended questions is built on the findings of 

the first phase (see Figure 4.3). Later, both quantitative and qualitative findings are 

combined and discussed in Chapter Six.  
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Figure 4.3 Explanatory sequential data collection process 

 

4.4 Research setting 

The study took place in Lahore, the capital city of the province of Punjab, Pakistan. 

The accessible population was selected from the urban areas of Lahore because it 

has a relatively high exposure to media and technology, access to the internet and 

computers, and, therefore, more exposure to the English language. Two of the best-

known and most reputable public and private universities were selected to conduct the 

research. Details of the selected universities are given below, in Section 4.6.  

4.5 Population 

‘Population’ in this context denotes a group of individuals in which a researcher is 

interested and to which the findings and the implications of the research are to be 

generalised (Polit & Beck, 2010). ‘Target population’ constitutes the total number of 

people that ‘meets the designated set of criteria’ and can be of any size (Gay et al., 

2012). In the current study, all public and private universities and colleges delivering 

tertiary level education in Pakistan form the target population.  

As it is difficult to study the entire target group of interest, a portion of population is 

selected as the ‘accessible population’ (Creswell, 2014), narrowly defined as part of 

the population that is accessible as subjects for the study and from which we can draw 
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a representative sample, and who may eventually benefit directly or indirectly from the 

findings (Gay et al., 2012). The population of students and teachers consisted of all 

students and teachers across all faculties in the selected universities while the 

accessible population in the current study comprised one public and one private 

university, and specifically those involved in the courses and departments in the 

faculties of humanities and science. The accessible population could have similar 

social and cultural backgrounds but might have different educational backgrounds − 

they could have been schooled in private or public educational institutions through 

either an English or Urdu medium of instruction.  

The first university selected is the Government Lahore University for Women (GLU) 

(Pseudonym). It is representative of public sector universities for women. GLU is a 

reputable university with experienced teachers. The second is the Pearl Private 

University (PPU) (Pseudonym), which is representative of private universities for co-

education. The PPU has produced some BSc (Bachelor of Science), BBA (Bachelor 

of Business Administration) and BSCS (Bachelor of Science in Computer Science) 

degree students who went on to hold top positions in Lahore.  

These two universities were selected on the basis of their accessibility as they are 

located in the same city. They have a large enrolment of students, offer a variety of 

courses, and are considered prestigious and desirable. The choice of enrolled 

undergraduate students in their last academic year as the accessible population was 

necessitated as it is assumed that tertiary-level students should have sufficient English 

language competence and proficiency to better understand EMI lectures, English 

subject-content and to develop independent advanced-level concept-based learning. 

They are not expected to face many obstacles in building mutual communication and 

collaboration during the academic activities. 

The target and accessible population for the current study is given below in Figure 4.4.   
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                                        Figure 4.4 Target and accessible population  
(Source: Pearl private university, 2019; Government Lahore University, 2019 (names are fictitious 

for anonymity of institutions)) 

4.5.1 Sampling 

‘Sampling’ is a process that involves a representative segment of the population from 

which the researcher observes and collects data and then generalises these findings 

to the target population (Frankel, Wallen and Hyun, 2012). Because it is difficult to 

conduct research with a whole population and to handle large amounts of data, 

sampling is a simpler, more economical way of operating. Having a limited number of 

participants makes it easier and quicker for the researcher to obtain results and to 

organise collected and analysed data (Johnson & Christensen, 2012). Different 

techniques are used to select a required sample, such as probability and non-

probability sampling. The reliability of any research study depends upon the selected 

sample.  

This study deals with undergraduate programmes. The sample of universities was 

chosen randomly: one co-education private university, and one public university for 

women. However, only male students from the co-education (also known as mixed-

gender education – where males and females are educated together) private 

university were selected for the study to have equal gender representation for the 

research purpose. The faculties of Management Studies and Information Technology 

were selected as the most popular study areas among students in both universities 

and both teach subject content using English as the medium of instruction.  

Target population
• All public and private universities and colleges conducting tertiary 

level programmes and degrees in Pakistan; all the faculties and 
departments which meet the selection criteria.

Accessible population

• One public and one private university.

• In private, 17,000 students, 600 faculty members, all the 
departments in the faculty of information technology, arts and social 
sciences, sciences. 

• In public, 14,000 students, 500 faculty members, faculty of science 
and technology, engineering, management science, arts and social 
sciences, sciences.
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In the current study, the simple random sampling technique was used to select an 

unbiased sample of private and public sector universities. This sampling method is an 

effective way of ensuring that every member of the population has an equal chance of 

participating in the research process (Johnson & Christensen, 2012). By using a 

simple random sampling technique, the researcher drew a table on paper, assigned a 

number to all the students from randomly chosen private university faculties, and then 

picked the desired number of participants for the questionnaire, randomly chosen from 

a total of 250 students (see Appendix B1). The same technique was used for the public 

university and also to obtain questionnaires from the teachers’ sample from both 

universities (see Appendix B2).  

For classroom observation, the researcher observed three classroom lectures from 

each university with the same sample of students selected for the questionnaire (see 

Appendix B3).  

For the interviews, the participants from the same sample were requested to volunteer 

to participate in the interviews. A total of 20 students (ten from each university) (see 

Appendix B4) and eight teachers (four from each university) participated in the 

interviews (see Appendix B5). The researcher invited all the teachers who were 

teaching different subjects in various faculties. The teachers and students in both 

universities who voluntarily participated in the data collection process belonged to the 

faculties of Business, Information Technology, Management Studies and Arts and 

Social Sciences.  

A brief description of the chosen sample of students and teachers for the 

questionnaire, classroom observation and interviews is given below in Table 4.4. The 

detailed sampling frame is presented in Appendix B.  

Table 4.4 Sampling frame  

 

Research 

instruments 

Private University 

(PPU) 

Public University 

(GLU) 
Total 

 Students Teachers Students Teachers Students Teachers 

Questionnaires 60 10 60 10 120 20 

Observations 3 3 6 
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Interviews 10 4 10 4 20 8 

4.6 Data collection methods and construction of tools 

The current study used a closed-ended questionnaire and a Likert-scale checklist for 

classroom observation for quantitative data; and open-ended interviews and field 

notes to collect reflective information for qualitative data. The construction of these 

different tools and questions to explore participants’ responses is explained below.  

4.6.1 Quantitative questionnaire 

A questionnaire provides a numeric description of trends, opinions, experiences and 

practices of individuals (Creswell, 2009). This study used a cross-sectional 

questionnaire with the intention of generalising findings from the sample to the 

population (Creswell, 2009).  

The advantages of a questionnaire include (Zohrabi, 2013):  

• identifying attributes of a large population from a small sample;  

• rapid collection and analysis of data;  

• cost effectiveness and convenience;  

• data availability on a large scale;  

• anonymity of participants to provide reliable information. 

Some of the disadvantages of a close-ended questionnaire may include the ambiguity 

of some questions and expressions that may lead to irrelevant responses (Zohrabi, 

2013). To address this challenge in the current study, pilot testing was conducted. Pilot 

testing is an effective means of validating the questionnaire items, formats, and use of 

words (Creswell, 2009). Some necessary changes were made to avoid ambiguities 

and to make questionnaire items more reliable (see Section 4.7, p.106). 

For the first phase of data collection, two separate questionnaires were prepared for 

teachers and students. The students’ questionnaire contained 35 close-ended items 

while the teachers’ questionnaire comprised 32 close-ended items divided into 

different sections. Multiple formats to answer the questionnaire items were used to 

make it more engaging for participants. A five-point (1=strongly agree, 2=agree, 

3=neutral, 4=disagree, 5=strongly disagree) and four-point Likert scale (1=very well, 

2=well, 3=somewhat well, 4=not well) along with few multiple-choice items required 
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the participants to choose their best options. Apart from the sections which 

corresponded with the research objectives, the questionnaire also collected 

participants’ demographic information to strengthen the understanding on participants’ 

attitude towards English language, access to academic resources and classroom 

participation at tertiary education to elicit meaningful and relevant findings. The close-

ended questionnaire was constructed to collect data on the following themes:  

1. demographic characteristics (age, gender, family income, previous and current 

media of instruction, schooling and level of English language skills) 

2. opinions about EMI implementation 

3. EMI and socioeconomic indicators  

4. English language abilities and academic activities 

5. students’ difficulties in EMI classrooms 

6. how classroom activities were conducted  

7. participants’ perceptions of communicative classroom activities 

8. relevant affective variables in EMI classrooms (motivation, confidence, stress, 

fear, anxiety).  

4.6.2 Non-participatory classroom observation 

Classroom observation is an effective way of monitoring classroom interactions, 

activities, behaviours and practices of students and teachers in the natural classroom 

setting (Zohrabi, 2013). Because it gathers direct information, classroom observation 

is considered a significant means of supporting quantitative and qualitative data. It is 

also a cost-effective method of observing a large number of subjects in a short time 

(Taylor-Powell & Steele, 1996). 

Non-participatory classroom observation was conducted in the current study as the 

researcher observed and recorded classroom activities without any personal 

participation or contact with participants. Classroom observation consisted of two 

sections: quantitative with a Likert-scale check-list to record descriptive information; 

and qualitative with field notes to record reflective information to document teaching 

and learning activities in EMI classrooms in both universities (see Appendix D).  

For classroom observation, a semi-structured observation form was prepared to 

record descriptive and reflective information from both universities. The form had two 

sections: the first section to record quantitative descriptive information with a Likert-5-
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scale checklist (1=always, 2=frequently, 3=sometimes, 4=seldom, 5=never); and the 

second to record qualitative reflective information with open-ended field notes on the 

activities observed. The purpose of the observation was not to report any individual’s 

classroom performance or to engage in extensive observation of what research 

participants knew, believed, valued or were trying to achieve; rather, the major aim 

was to support quantitative questionnaire data and to provide information to be 

explored in the following phase of qualitative interviews. The observation mainly 

focused on teaching and learning activities through teachers’ and students’ mutual 

collaboration and communication in EMI classrooms. The classroom observation was 

expected to collect data on the following issues:  

1. the classrooms’ conditions, organisation and physical infrastructure 

2. the attitudes and language practices of participants during class activities that 

could possibly create a class community with different roles, identities and 

leadership skills within the class  

3. English language skills and information processing by students, their learning 

experiences and obstacles in EMI classrooms 

4. the teachers’ approach when delivering EMI instructions to make subject 

content comprehensible and to conduct classroom activities 

5. participants’ learning and teaching experiences in relation to affective variables; 

and whether EMI teachers supported students with scaffolding to foster mutual 

interaction  

6. the level of mutual interaction and collaboration between teachers and students  

7. use of medium of instruction to deliver the content 

8. sequence and frequency of activities related to time management.  

4.6.3 Qualitative Interviews 

Interviews are the most popular method of collecting detailed and in-depth qualitative 

data on attitudes, perspectives and views. Although interviews are time-consuming, 

they are an effective way of gathering in-depth, detailed information with a broad focus 

and of eliciting detailed responses to support the quantitative findings (Zohrabi, 2013).   

Following the explanatory sequential data collection process, data collection through 

interviews forms the third and last phase of the current research study, after the 

questionnaire and classroom observation phases. The purpose of the interview is to 
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develop a broader, more relevant, reliable and deeper understanding of data to 

support quantitative data (Dornyei, 2007). The emphasis is on obtaining insight and 

opinions from participants in evaluating EMI implementation in public and private 

universities in Pakistan. A semi-structured interview sheet was prepared with open-

ended questions that encouraged research participants to share their real-life 

experiences in EMI classrooms during teaching and learning practices. Some of the 

interview items were built on the questionnaire and classroom observation data (see 

Appendix E1 for students’ interview sheet and E2 for teachers’ interview sheet). The 

interview items were intended to collect information on the following issues:  

1. participants’ views on the differences between public and private education 

systems 

2. EMI and learning advantages 

3. EMI and learning problems and challenges  

4. EMI and exploration of collaborative classroom activities.  

4.7 Data collection process 

To start with the data collection process, the management of universities were visited 

to obtain consent, which entailed distributing an information sheet detailing the 

research project along with hard copies of all data collection instruments. After 

permission was granted and prior to the main data collection phase, pilot testing was 

conducted to anticipate any problem or lack of clarity in the questionnaire, with a 

randomly selected sample of 20 students (ten from each university) and six teachers 

(three from each university) from the same sample. All participants took 25-35 minutes 

to fill in the questionnaire. Some ambiguities and confusing questionnaire items were 

identified in the completed questionnaire and these were rephrased or rescaled to 

ensure clarity and reliability. For instance, more options were added to ‘Name of 

faculty’ in the demographics section for both teachers and students. In the students’ 

questionnaire, Q30 was changed from ‘hesitation to give class presentations’ to ‘stress 

of class presentations’ as students reported uncertainty as to the meaning of 

‘hesitation’. In Q34, the option of ‘looking up in the dictionary’ was removed and 

‘providing feedback on assignments’ was added as participants suggested that 

assignments made up the major part of their academic tasks. All the other questions 
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were found comprehensible and clear enough to provide the required information on 

the set research questions.  

In the main data collection phase, the researcher collected questionnaire data from 60 

students of Group 1 (30 students from BBA degree programme in PPU and 30 

students from BBA degree programme in GLU) in April 2019. In the second phase, in 

May 2019, another set of questionnaires was distributed to 60 students of Group 2 (30 

students from BSc Computer Science degree programme in PPU and 30 students 

from BSc Computer Science degree programme in GLU). Each participant (students 

and teachers) was provided with an information sheet detailing the research process, 

a consent form to sign, and a questionnaire. They were allowed 30 minutes to fill in 

the questionnaire, but all participants completed it within 25 minutes. The response 

rate from both universities was 100%.     

Later, during the months of May and June 2019, the researcher observed a total of six 

classroom lectures from PPU and GLU (three in each). The researcher arrived at the 

site ahead of time and well-prepared with all the necessary equipment, having already 

briefed all the class teachers about the process of classroom observation and its 

purpose. On arrival, the class teacher introduced the researcher to the class after 

which the researcher explained the process of the classroom observation for the 

research study. To build trust with students and to establish herself in the classroom, 

the researcher assured the participants that the observation data would remain 

confidential and anonymous. As the observation and interviews were conducted with 

the same sample group selected for the questionnaire, all participants agreed and 

there were no objections.  

First, two sessions of observation were conducted in regular classroom EMI lectures 

in both universities. The third observation in PPU took place on the presentation day 

which was held twice a month during a study programme. The teacher asked eight 

students to deliver their presentation in 90 minutes, allocating ten minutes to each 

student with an extra five minutes for a question-and-answer session. The 

presentation included audio-visual aids such as posters and computerised slides. 

Groups were formed to provide feedback and to ask questions to the presenter on the 

content of their presentations. The third observation in GLU was also conducted on 

presentation day. Six students were asked to deliver presentations in 75 minutes, with 
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ten minutes for each student, including the question-and-answer session. Students 

prepared their posters for the presentations.  

The classroom observations remained non-participatory. The researcher sat at the 

front left side from where she could observe all students and the teacher clearly. The 

researcher took notes recording descriptive and reflective information and using a 

Likert-scale check-list (see Appendix D). After finishing the classroom observation, the 

researcher expressed her gratitude to the teachers and students for their time and 

consent.  

The interviews were held during June and July 2019. All interviews were conducted 

inside the premises of the selected universities. Neither management of the 

universities granted permission for the students’ interviews to be audio- or video- 

recorded. However, they did provide typists to record the students’ interviews 

electronically, in addition to which the researcher also took notes. Permission was 

granted for the audio-recording (using ‘voice recorder’ on a cellphone) of teachers’ 

interviews in both universities. The participants were given information sheets detailing 

the research process, consent forms to sign and interview sheets containing interview 

questions (see Appendix E). All the participants read and signed the consent form. 

The participants at both universities were given the choice to be interviewed in English 

or Urdu of which ten students chose Urdu, eight chose English and two chose both. 

Five teachers chose English and three chose Urdu. The students’ interviews lasted 

between 15 and 35 minutes and the teachers’ interviews lasted between 20 to 45 

minutes. During the interviews, the comfort of the participants was assured by 

selecting a quiet, air-conditioned room and a convenient time. The researcher did 

active listening while showing respect and interest in the participants’ responses. After 

completing each interview, the written responses were checked for all the details given 

by interviewees and short reflective notes were added. 

4.8  Data analysis 

4.8.1 Quantitative data analysis 

The current study applied multiple sources to analyse data to ensure the reliability and 

triangulation of information. In order to analyse the quantitative statistical data, the 

computerised software package SPSS (Statistical Package for the Social Sciences) 

version 21.0 was adopted. The completed questionnaires were divided into categories; 
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students from PPU and students from GLU. The questionnaires were given serial 

numbers and pseudonyms: PRS1, PRS2, PRS3 for private university students; PBS1, 

PBS2, PBS3 for public university students; PRT1, PRT2, PRT3 for private university 

teachers; and PBT1, PBT2, PBT3 for public university teacher to allow systematic 

analysis and storage of the data. The five-point Likert-scale responses from the 

questionnaire and observation checklist were coded with numbers from one to five 

and the four-point Likert-scale items with numbers one to four. The coding process 

involved assigning values to responses that arranged numerical data into meaningful 

categories for systematic analysis. The coded data were entered in separate SPSS 

files in order to organise and manage both groups of public and private students and 

teachers. The illustrated images of questionnaire data analysis using SPSS are 

provided in Appendix F.  

Descriptive statistical techniques were applied to analyse the coded questionnaire 

data and to determine the frequencies and percentages of participants’ particular 

responses. The frequencies of similar and different responses were then tallied, and 

the percentages of all responses were entered into data files using the SPSS software 

package. Inferential statistics techniques were employed to make predictions, 

inferences and generalisations on sample data. To generate the comparative findings, 

the chi-square test technique was used to interpret the similarities and differences 

between the groups. The chi-square test is used to test the relationship between 

categorical variables to compare observed data (Johnson & Christensen, 2012). The 

p-values obtained in the chi-squared tests, as used in the current study, represent the 

probability that the data sets are independent. The significance level used is 0.05. A 

p-value greater than 0.05 (for example 0.600) indicates no significant difference, while 

a p-value lower than 0.05 (for example 0.027) indicates a significant difference. 

The results of the quantitative analysis with descriptive and inferential statistics are 

presented in tables and graphs to compare the results from private and public 

universities’ respondents. The steps in the quantitative data analysis are provided in 

Figure 4.5 below.  
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Figure 4.5 Quantitative data analysis steps 

4.8.2 Qualitative data analysis 

Thematic analysis was thought to fit best when analysing the qualitative data from 

interviews and the field notes taken during classroom observation. Thematic analysis 

was applied to identify, categorise, analyse and record identified themes to gain 

insightful data to find the answers to the set research questions and objectives. The 

computerised software Atlas.ti was used to organise and interpret the qualitative data 

to identify relevant themes. As the first step in thematic analysis, the interviews in Urdu 

were transcribed into English. Thereafter, the recorded and written interviews were 

carefully and repeatedly listened to and read, while important and repetitive 

expressions including sentence fragments, pauses and facial expressions were noted 

and highlighted.   

In the next phase, the responses were coded on Atlas.ti for the initial analysis. Coding 

in qualitative research is the process of labelling and organising the large amount of 

data to identify and categorise themes ((Johnson & Christensen, 2012). Labels are 

assigned in the form of words to important and repeated expressions to break down 

the qualitative data into smaller units and to group similar themes into categories. The 

coding in this study made it easier to interpret the narrative data and to summarise the 

results effectively. The illustrated images of qualitative data analysis using Atlas.ti are 

provided in Appendix G. 

The interview data were transcribed accurately and without any bias to reflect the 

richness and originality of the participants’ views and findings. Participants were given 

pseudonyms to ensure anonymity. The coding expressions in the computerised lists 
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using Atlas.ti tables helped to organise data into categories and themes for their 

meaningful explanation and interpretation. Selected extracts and expressions from the 

interviews are presented in the following chapter on the presentation of findings.  

To analyse qualitative data from the reflective information gathered during classroom 

observation, the thematic analysis technique was used, taking sufficient time to find 

similar thematic categories. The duration of the different activities was also recorded. 

The identified themes were divided into sections to make findings comprehensible in 

terms of the background of set objectives and research questions. Figure 4.6 below 

outlines the steps in this process. 

 

         Figure 4.6  Qualitative data analysis steps (Adopted from Creswell, 2009) 

4.8.3 Quality criteria for quantitative aspects of the study 

Multiple data collection instruments were used to collect information from different 

participants. The quality was achieved through the measurement of validity and 

reliability of collected quantitative data and interpretation of findings (Johnson & 

Christensen, 2012). To ensure internal validity in this study, the content of quantitative 

research instruments was designed carefully with appropriate length encouraging 

participants to provide truthful responses. The researcher conducted pilot testing to 

ensure that the questionnaire was valid and without any ambiguities. The 

questionnaire items were based on the research questions and objectives to yield 
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beneficial results. To measure the validity and trustworthiness of the quantitative data 

collection and analysis, an expert (in this case, the researcher’s supervisor) was asked 

to review the close-ended questionnaire to check that the research process was 

indeed evaluating what it was intended to evaluate to make research findings valid 

and acceptable (Creswell, 2009). Additionally, the expert statistician from Unisa was 

asked for assistance to choose reliable statistical methods to analyse data to obtain 

unbiased and consistent results. External validity refers to the extent to which findings 

are generalisable to the wider population beyond the observed sample (Dornyei, 

2007). Although the research sample in current comparative case-oriented study is 

small, the findings may be generalisable beyond the observed sample because of the 

richness and appropriateness of the data that have been used to answer the research 

questions. Thus, other researchers can trust the stability of measuring instruments and 

in-depth analysis to generalise the findings across time, wider populations, settings, 

and situations. This also ensures reliability, where other researchers studying the 

same phenomenon will obtain similar results if they replicate or reproduce the current 

study (Zohrabi, 2013).  

4.8.4 Quality criteria for qualitative aspects of the study 

The trustworthiness of qualitative aspects of the study was achieved through the 

measurement of credibility, transferability, dependability and confirmability of data 

collection instruments and findings (Zohrabi, 2013).   

Credibility is defined as the truthfulness of a research study (Korstjens & Moser, 2018). 

The credibility of this study is ensured by the prolonged engagement with participants. 

This allowed sufficient time to be spent with same sample groups during questionnaire, 

interviews, and observation to collect reliable data (Korstjens & Moser, 2018). The 

research findings are trustworthy because there is an alignment between chosen 

theoretical framework, research questions, methodology, data collection, analysis, 

and results. The credibility of the qualitative data collection and analysis was also 

enhanced through methodological and theoretical triangulation (Creswell, 2009). 

Methodological triangulation was conducted through collecting data by means of 

close-ended questionnaire, field notes during classroom observation and semi-

structured interviews from two different institutions and sample groups (see Chapter 

Four). The theoretical triangulation provided reliable data based on selected 

constructs from three different theories- Bourdieu’s theory of production and social 
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reproduction, Vygotsky’s sociocultural theory and Krashen’s affective filter hypothesis 

(See Chapter Two).  

Transferability is defined as ‘the degree to which the results of qualitative research can 

be transferred to other contexts or settings with other respondents’ (Korstjens & 

Moser, 2018: 121). To ensure the transferability, the researcher provided rich account 

of descriptive data such as the setting in which research was performed, sampling 

strategy, participants’ demographic, socio-economic and previous educational 

characteristics and detailed steps for data collection and analysis procedure (Korstjens 

& Moser, 2018). Such description provide transferable meaningful findings to be 

applied in other settings and also support the dependability of the study.   

Dependability is the extent to which findings are consistent to be replicated in other 

conditions (Lumsden, 2022). Confirmability is defined as the extent to which the 

‘interpretations of the findings are not figments of the inquirer’s imagination, but clearly 

derived from the data’ (Korstjens & Moser, 2018: 121). To ensure the dependability 

and confirmability, a university based qualitative approach expert was approached to 

review and cross-checked the accuracy of the data analysis process and accepted 

standards for the qualitative data analysis tools being used. The opinion of the expert 

allows other researchers to replicate the same data collection methods and 

instruments with different sample size and groups albeit possibly reaching different 

conclusion (Lumsden, 2022). The confirmability is also enhanced by providing 

sufficient information on the selected cases for research and by the inclusion of direct 

quotes from interviews and detailed description of activities from classroom(Lumsden, 

2022). Thus, the applicability of findings is assured by remaining non-judgmental about 

any response from research participants, avoiding personal bias and presenting 

findings based solely on the participants’ truthful responses (Johnson & Christensen, 

2012). 

4.9 Ethical considerations 

The researcher’s access to the authorities of the selected public and private 

universities and participants to request permission for conducting research was 

subject to the informed consent letter with a statement detailing the whole research 

process. The names of the selected universities have been changed to secure their 

privacy and anonymity. All participants were assured of their anonymity and the 
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confidentiality of the information provided. Participants were informed about how the 

data would be collected and stored to keep it confidential. Participants were assured 

that they would be identified with a pseudonym without disclosure of any identifiable 

personal information on questionnaires or interview questions. The questionnaire data 

were stored in hard copies in a secure, locked cabin of the researcher. The coded data 

were also stored electronically using SPSS version 21 with a secured password and 

will be deleted at least three years after finishing the research. In order to conduct risk 

free research and to ensure all the highlighted factors above, an ethical clearance 

certificate was obtained from the College of Human Sciences Research Ethics Review 

Committee (see Appendix A).  
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CHAPTER  5 - DATA ANALYSIS AND PRESENTATION OF FINDINGS 

5.0 Introduction 

This chapter presents the findings of the comparative evaluation of how EMI is 

implemented in the selected public and private universities in Pakistan. The purpose 

of the study is to examine the analysed data to establish the similarities and differences 

between the way EMI is practised and experienced in Government Lahore University 

(GLU) and in Pearl Private University (PPU). The objectives of the study are:  

1. To evaluate the role of EMI in reproducing inequalities which may impede access 

to quality education 

2. To explore students’ difficulties in EMI classrooms in selected universities 

3. To investigate the extent to which teachers integrate the collaborative and 

communicative learning approach (CLA) with EMI to facilitate the teaching and 

learning process 

4. To identify different affective variables impacting EMI classroom practices. 

In order to accomplish the research objectives, the selected data from the quantitative 

and qualitative analysis of the questionnaire, classroom observation and interviews 

are presented separately in tables and graphs. The findings are presented in three 

phases: Phases 1A and 1B are based on the quantitative data analysis and findings 

of students’ and teachers’ questionnaires respectively; Phase 2 presents the 

descriptive (quantitative) and reflective (qualitative) findings of classroom observation; 

and Phase 3 is based on the qualitative findings of the semi-structured interviews.    

5.1  Phase 1A: Presentation of findings (Students’ questionnaire) 

This section consists of a comparative data analysis of questionnaires that were 

distributed to two randomly selected groups of students; one group at a public and one 

at a private university. The response rate was 100% as the researcher distributed and 

collected the completed questionnaires on the same occasion herself. The 

participants’ responses for selected items were subjected to descriptive (frequency, 

percentage) and inferential (Chi-square and p-value) statistical analysis. The major 

findings are presented in tables and figures combining two or more variables. The 
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complete questionnaire data with concluded analysis and rank mean are delineated in 

Appendix C1 for PPU students and C2 for GLU students.   

5.1.1 Students’ demographic characteristics 

A total of 120 students participated in the current mixed-method research study. The 

data analysis in Table 5.1 demonstrates that all male students from PPU and female 

students who were participants from GLU belonged to the 16-30-year age group. The 

demographic section in the questionnaire also collected data on the average monthly 

family income of research participants. The responses show that the majority of PPU 

participants (28.3%) belonged to the 100,000PKR to 120,000PKR ($656-$810) 

category of average family income, while, in contrast, only 8.3% of GLU participants 

belonged to the same income group. The majority of GLU participants (40.0%) 

belonged to the 40,000PKR to 80,000PKR ($262-$525) family income group as 

compared to 15.0% of PPU participants in the same income group. For the current 

study, this questionnaire item was set to establish the possible impact of high or low 

family income as an objectified form of cultural capital on participants’ access to 

various academic resources. It is argued that favourable economic conditions of 

families strongly impact students’ academic participation and performance by 

providing access to the internet, stationery, computers and cultural and extra-curricular 

activities inside the universities.  

Table 5.1 Students’ demographic information 

 

PPU participants GLU participants 

100% are male students 100% are female students 

100% belong to 16-30 age group 100% belong to 16-30 age group 

15.0% have an average monthly family income 

of between 40,000PKR to 80,000PKR 

 

28.3% have average family income between 

100,000PKR to 120,000PKR 

40.0% have an average family income of 

between 40,000PKR to 80,000PKR 

 

8.3% have average family income between 

100,000PKR to 120,000PKR 

 

5.1.2 Previous educational experiences and preferred type of university 

The research participants were required to report their previous medium of instruction 

and the type of school (public or private) from which they received their education (see 
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Appendix C1, C2, Section A). These questionnaire items were set to explore the 

mediated relationship between previous educational experiences and linguistic 

exposure and the current academic activities at university level. The analysis is 

summarised in Table 5.2. These findings suggest that the institutional habitus which 

students bring to the universities through their school education, according to 

Bourdieu’s theory, probably stimulates their interactions during academic activities. 

The findings demonstrate that the majority of PPU (95.0%) respondents received their 

matriculation (10th year of school education in Pakistan) from private schools with EMI 

that probably encouraged their ability to pursue further education with EMI at a private 

university. Comparatively, the numerical data show that 56.7% of GLU participants 

reported receiving their matriculation with EMI and only 48.3% attended private 

schools. Both groups reported that although EMI was their current medium of 

instruction, few participants disclosed their current EMI experience interesting. The 

question which arises is why participants perceived EMI in an unfavourable light. The 

subsequent findings shown below may provide the answer while investigating how the 

previous medium of instruction (MOI), translanguaging practices and linguistic 

experience were significant predictive factors in successful or unsuccessful EMI 

implementation at universities.  

Table 5. 2 Students’ educational background  

 

PPU participants GLU participants 

88.3% had EMI as previous MOI 71.7 % had EMI as previous MOI 

100% have EMI as present MOI 96.7% have EMI as present MOI 

83.3% completed matriculation with EMI 56.7% completed matriculation with EMI 

95.0% attended private school for matriculation 48.3% attended private school for matriculation 

50.0% found their learning experience with EMI 

interesting 

38.3% found their learning experience with EMI 

interesting 

  

5.1.3 Socio-economic indicators and choice of EMI education  

Section A in the students’ questionnaire (Appendix C1, C2) focused on whether or not 

socio-economic indicators played a role in the choice of EMI education at a particular 

type of institution. When interpreting from left to right, Table 5.3 provides the analysis 

of different variables based on total counts, percentage, Chi-square, and p-value to 

highlight the differences between participants’ responses. Chi-square test is used to 
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test the null hypothesis that the choice of institution and response to each question 

are independent. The p-value indicates the probability that the null hypothesis is 

consistent with the data. The set significance level for the Chi-square test is p<0.05 

for the current study. However, the p-value reliability needs to be considered with 

caution, especially if frequencies are low.  

The lower p-value of different variables (Q 4, 5, 6 and 8) indicates contrasting 

perspectives of both groups regarding their preferences to register in their respective 

universities. The private university participants opted for PPU as a result of family 

encouragement (p-value .027), EMI preference at undergraduate level (p-value .000), 

to develop linguistic competence (p-value .019), and to secure better professional 

opportunities (p-value .000). It is evident that EMI education was not perceived 

favourably by GLU participants. Although the factor of family encouragement was 

endorsed, EMI education was regarded as a secondary factor by GLU participants to 

enhance linguistic capital or to secure better professional opportunities. There could 

be two possible reasons for GLU participants’ perceptions of EMI education as less 

important. First, it could be attributed to the cultural distance between individuals’ first 

and second language learning, as explained in Chapter 2. The evidence indicates that 

the lack of previous exposure to English at schools with Urdu as the medium of 

instruction and the lack of English language practice inside and outside the university 

classroom expanded the cultural distance between the first and second language. The 

second reason might be related to the gender factor. The male participants at PPU 

were more business- and job-oriented as compared to GLU female participants who 

were more oriented towards the teaching profession. Despite such perceptions, the 

similar responses of both groups on the variable of social status (Q7) with higher p-

value (.187) in Table 5.3 indicate that all participants still felt it was prestigious to 

acquire education in their own respective universities, which also gave them a sense 

of their social value and status.    

Overall, it is evident from the results in Tables 5.2 and 5.3 that previous education and 

its medium of instruction in public or private schooling together with family habitus had 

an important impact on respondents’ mental attitudes and perceptions towards public 

or private education systems, EMI education and linguistic development, bearing out 

Bourdieu’s theory discussed in Chapter Two. These factors are further explored by 
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analysing academic activities inside the EMI classroom at selected universities under 

the following categories shown in Table 5.3 below.  

Table 5. 3 Socio-economic indicators and EMI education 

 

  Agree Disagree Neutral Total   

I chose this 

university 

because of: 

 Count % Count % Count % Count % 
Chi-

square 

p-

value 

 

Q4. Family 

encouragement 

Public 

(GLU) 
42 50.0 17 63.0 1 11.1 60 50.0 

 

7.259 

 

.027 Private 

(PPU) 
42 50.0 10 37.0 8 88.9 60 50.0 

            

 

Q5. EMI 

preference 

 

Public 

(GLU) 
19 38.0 35 81.4 6 22.2 60 50.0 

 

28.167 

 

.000 Private 

(PPU) 
31 50.0 8 88.9 21 77.8 60 50.0 

            

Q6. 

Professional 

career 

Public 

(GLU) 
31 50.0 25 96.2 4 50.0 60 50.0 

 

28.852 

 

.000 Private 

(PPU) 
55 64.0 1 11.1 4 50.0 60 50.0 

            

Q7. Social 

status 

Public 

(GLU) 
46 47.4 9 75.0 5 45.5 60 50.0 

 

3.349 

 

.187 Private 

(PPU) 
51 52.6 3 25.0 6 22.2 60 50.0 

            

Q8. Language 

skills 

Public 

(GLU) 
51 47.7 7 100.0 2 33.3 60 50.0 

 

7.900 

 

.019 Private 

(PPU) 
56 52.3 0 0.0 4 66.7 60 50.0 

 

5.1.4 Students’ language abilities in EMI classroom 

The respondents were asked to report if they had attended any English language skills 

courses (see Appendix C1, C2, Section A) to provide a comprehensible context in 

which to develop their language capabilities. The data analysis shows that some of 

the students in both groups had attended English language courses while very few 

were registered for speaking courses before enrolling for undergraduate degrees. The 

lack of linguistic capital might indicate increasing linguistic or cultural distance with 

significant language practice challenges inside EMI classrooms. The absence of 

additional language courses suggests that students just relied on the inadequate 

translanguaging practices and linguistic exposure they had experienced solely in their 

school education.  
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These findings further reveal respondents’ perceptions on their language capacity to 

carry out academic tasks in EMI classrooms (See Appendix C1, C2, Q3). The 

researcher attempted to establish whether there was a statistical difference between 

both groups in terms of their linguistic competence. The majority of PPU participants 

declared themselves confident enough to participate in class discussions, as 

compared to GLU participants (see Figures 5.1 & 5.2), very few of whom perceived 

themselves as capable of expressing their ideas in English. The questionnaire 

responses also show that the majority of PPU students felt at ease during EMI lectures 

while GLU students did not. In defiance of these perceptions, the most attractive 

aspect was the capability of writing examinations in English and delivering 

presentations in EMI classrooms. The cumulated frequency of PPU (58) and GLU (56) 

students shows that both groups did not find writing examinations in English 

challenging for them. This might indicate that the majority of undergraduate students 

practised writing skills quite frequently. This belief is also based on the evidence that 

the task of writing assignments was a frequently required activity in EMI classrooms, 

as compared to other language tasks in both universities. 

 

 

Figure 5.1 English language abilities of public university students (Q3) 
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Figure 5.2 English language abilities of private university students (Q3) 

 

5.1.5 How much lecturing takes place in English?  

Question 19 in the students’ questionnaire asked respondents to identify the extent to 

which EMI lectures took place in both universities. It was intended that the findings on 

this item would provide data for further analysis through classroom observation and 

interviews. The P-value (.000) in Table 5.4 highlighted the significant difference 

between both groups in receiving instructions in English. More lectures were reported 

to be delivered with EMI at PPU (67.3%) than at GLU (32.7%). These findings are 

significant in relation to the views expressed in the following sections on students’ 

difficulties, their motivation, stress, and anxiety levels, and also provide a solid 

foundation on which to investigate the application of communicative activities at both 

universities.  

Table 5.4 Lectures take place in English (students’ perceptions) 

 

  Agree Disagree Neutral Total   

  Count % Count % Count % Count % 
Chi-

square 

p-

value 

 

Q19. Most of 

the lectures 

take place in 

English 

 

Public 

(GLU) 
17 32.7 41 75.9 2 14.3 60 50.0 

 

27.892 

 

.000 Private 

(PPU) 
35 67.3 13 24.1 12 85.7 60 50.0 
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It is relevant here to present the findings on Q# 32 (Appendix C1, C2) in order to 

understand the context of EMI lectures and its significance for undergraduate 

students. The students were asked to indicate the possible reasons why they thought 

EMI was implemented or ought to be implemented in education at university level. The 

data analysis shows that the majority of participants in both groups perceived EMI 

education as an invaluable requisite in modern times (see Appendix C1, C2). The 

exposure to the English language and development of English proficiency inside the 

classroom was regarded as crucial to advance communicative competence for better 

professional opportunities. Although respondents confirmed that EMI was effective in 

helping them understand subject content, it still might not play a major role in preparing 

students for university or competitive examinations, as mentioned in Chapter 1.  

5.1.6 Students’ difficulties in EMI classrooms  

In the questionnaire, students’ difficulties were divided into two sections: one related 

to EMI classroom lectures and subject-content comprehension; and the other linked 

to EMI teachers and their pedagogical practices. The data analysis in Table 5.5 shows 

that the majority of participants in both groups reported facing similar difficulties during 

EMI lectures. A large number of students revealed that they were comfortable when 

interacting with peers using English or Urdu languages. Such ease could mean that 

most of the EMI lectures in both universities were teacher-centred, where students 

were listeners and were required to take notes only. The other possible factor might 

be that students were at ease with peer-to-peer scaffolding as they were not obliged 

to speak in English only but could use their local language too. 

Regarding the findings on the comprehension of English textbooks, the lower p-value 

(.027) in Table 5.5 indicates that the majority of GLU students (65.8%) found it difficult 

to understand scientific concepts and explanations in English as compared to PPU 

students (34.2%). These challenges might induce a significant number of GLU 

students to rely heavily on the strategy of translation to increase their engagement 

with subject content (see Q13 in Appendix C1, C2).  

As indicated above, while students found EMI lectures and peer communication 

relatively easy, they still encountered obstacles when required to participate in 

academic activities. The numerical evidence of Q35 (see Appendix C1, C2) shows 

that lack of appropriate English vocabulary, asking questions in EMI classroom and 
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delivering classroom presentations in English were the most commonly-faced 

problems at both universities. However, the analysis of Q35 specified that 

pronunciation, using online sources and producing arguments during EMI classroom 

discussions were more problematic for PPU students in contrast to GLU students. 

More GLU students reported that writing creative essays and reading aloud in English 

were more challenging for them (See Q35, Appendix C1, C2).  

Table 5.5 Students’ difficulties in relation to subject content  

 

  Agree Disagree Neutral Total   

It is difficult 

for me to: 
 Count % Count % Count % Count % 

Chi-

square 

p-

value 

 

Q9. 

Understand 

English 

lectures 

Public 

(GLU) 
20 57.1 35 47.3 5 45.5 60 50.0 

 

1.021 

 

.600 Private 

(PPU) 
15 42.9 39 52.7 6 54.5 60 50.0 

            

 

Q10. 

Understand 

subject 

content in 

English 

 

Public 

(GLU) 
25 65.8 33 45.2 2 22.2 60 50.0 

 

7.238 

 

.027 Private 

(PPU) 
13 34.2 40 54.8 7 77.8 60 50.0 

            

Q11. Interact 

with fellow 

students due 

to my limited 

speaking 

skills 

 

Public 

(GLU) 
15 48.4 31 46.3 14 63.6 60 50.0 

 

2.042 

 

.360 Private 

(PPU) 
16 51.6 36 53.7 8 36.4 60 50.0 

            

 

The second section reports findings on students’ difficulties related to teachers and 

their pedagogy. The lower p-value (.002) on Q14 indicates that the majority of PPU 

participants found teachers’ English language skills seriously inadequate in enabling 

them to understand EMI lectures, as opposed to GLU participants who did not see 

teachers’ language skills as problematic. These findings correlate with those 

mentioned in Table 5.4. The responses to Q19 indicate that this was possibly because 

it was only in the private university where lectures were delivered through EMI 

compared with the public university where the translanguaging instructional pedagogy 

was used in lectures, with maximum use of Urdu and minimal use of English.  
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Teachers’ less proficient language skills might also be the reason reported by the 

majority of GLU students that teachers’ priority was to finish the syllabus (66.3%). 

Such practices are likely to promote rote-learning and memorisation to pass the 

examination (59.3%) which was not the case with PPU students. Table 5.6 shows that 

although both groups agreed that their teachers provided meaningful feedback to 

improve content comprehension, they still struggled if teachers only read from 

textbooks without explaining difficult terms and concepts in plain English or in their first 

language. This suggests that students required their teachers to provide further 

clarification using oral or written feedback rather than focusing merely on textbook-

reading. These findings thus support the need to explore various aspects of teachers’ 

pedagogy to involve students effectively in the learning process, which is discussed in 

the next section.  

Table 5.6 Students’ difficulties related to teachers  

 

  Agree Disagree Neutral Total   

  Count % Count % Count % Count % 
Chi-

square 

p-

value 

 

Q14. 
I do not 

understand EMI 
lectures as 
teachers’ 

English is not 
good 

 

 

Public 

(GLU) 

 

 

10 40.0 48 60.0 2 13.3 60 50.0 

 

12.267 

 

.002 

Private 

(PPU) 
15 60.0 32 40.0 13 86.7 60 50.0 

            

 

Q15. 
 I do not pay 

attention as 

teachers only 

read from 

textbooks 

  

 

Public 

(GLU) 

 

29 53.7 26 48.1 5 41.7 60 50.0 

 

.704 

 

.703 

Private 

(PPU) 
25 46.3 28 51.9 7 58.3 60 50.0 

            

Q16. 
Memorisation 

and rote 
learning are 
promoted to 

pass the 
examination 

 

 

Public 

(GLU) 

 

48 59.3 10 40.0 2 14.3 60 50.0 

 

10.921 

 

.004 

Private 

(PPU) 
33 40.7 15 60.0 12 85.7 60 50.0 

            

Q17. 
Teachers’ focus 

is to finish 
syllabus only 

 

 

 Public 

(GLU) 

 

53 66.3 7 23.3 0 0.0 60 50.0 
 

26.983 

 

.000 
Private 

(PPU) 
27 33.8 23 76.7 10 100.0 60 50.0 

            

Q18. Teachers 
provide 

 

Public 

(GLU) 

30 48.4 15 46.9 15 57.7 60 50.0 
 

.805 

 

.669 
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meaningful 
feedback 

 

 

Private 

(PPU) 
32 51.6 17 53.1 11 42.3 60 50.0 

 

5.1.7 Students’ perceptions of the effectiveness of CLA 

Q34 in the students’ questionnaire (see Appendix C1, C2) asked about what EMI 

activities were practised in the classroom. The analysis shows that in both universities, 

group discussions, feedback on assignments, topic discussions and class 

presentations were commonly practised collaborative activities as part of semester 

system of education. The use of guidebooks was more common in GLU as compared 

to more task-based activities in PPU.  

Q33A was set to establish the effectiveness of communicative activities in the context 

of Vygotsky’s sociocultural theory, the approach named as the Collaborative and 

Communicative Learning Approach (CLA) in the current study. The question was 

aligned with the objective to investigate the extent to which CLA was integrated with 

EMI classroom instructions (Chapter 1, section 1.7) at the selected public and private 

universities. The respondents perceived CLA as effective for the reasons specified in 

Figure 5.3, with a high percentage of ‘yes’ responses. The majority of students from 

both groups considered CLA as effective in elevating their linguistic proficiency and 

being able to understand subject content. They seemed to believe that group activities, 

class discussions and presentations provided chances to ask peers and teachers 

questions to clarify concepts. The only variable with a lower percentage from GLU was 

the lack of student-centred EMI classrooms which was also confirmed through 

classroom observation. The possible reason for this particular response is that 

overcrowded GLU classrooms made it challenging for teachers to pay enough 

individual attention to all students. Similarly, the findings from PPU responses show 

that only 25.0% of PPU students found these activities effective in ensuring that 

classrooms were student-centred.  
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Figure 5.3 Students’ perceptions of the effectiveness of CLA 

 

Students perceived the CLA approach to be beneficial in improving their 

comprehension skills when they received teachers’ corrective feedback on academic 

tasks such as assignments, presentations and group tasks (see Table 5.7). Students 

found corrective feedback in English or in Urdu an excellent source of motivation to 

develop their speaking and writing skills and thus the ability to exchange ideas (see 

Table 5.7). It is evident that such comprehensible input following systematic 

translanguaging activities affected students’ overall academic performance and 

proficiency in target language too in the EMI classroom.  

Table 5.7 Perception of the benefits of classroom activities 

 

  Agree Disagree Neutral Total   

Classroom 

activities are 

helpful: 

 Count % Count % Count % Count % 
Chi-

square 

p-

value 

 
Q22.  

To improve 
writing skills 

through 
corrective 
feedback 

 

Public 

(GLU) 
44 52.4 8 44.4 8 44.4 60 50.0 

 

.635 

 

.728 Private 

(PPU) 
40 47.6 10 55.6 10 55.6 60 50.0 

            

 

Q27.  
To motivate 

for classroom 
discussion  

 

Public 

(GLU) 
36 45.6 15 65.2 9 50.0 60 50.0 

 

2.751 

 

.253 Private 

(PPU) 
43 54.4 8 34.8 9 50.0 60 50.0 
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5.1.8 Reasons for resistance to CLA 

Despite the motivation and understanding of the importance of communicative 

classroom activities, there was still resistance to CLA from both groups. Question 33B 

aimed to identify the factors that may have made CLA challenging and unattractive for 

students and teachers. The data analysis in Figure 5.4 shows that awareness of CLA 

was not a major issue for the majority of participants. Nevertheless, few of GLU 

participants (25.00%) believed that classroom activities were time-consuming, as 

opposed to 18.30% of PPU students. However, both groups showed trust in teachers’ 

linguistic proficiency, with only 11.70% of GLU students and 8.30% of PPU students 

finding linguistic competence to be a negative factor. A majority of GLU students 

regarded CLA as an ineffective way of developing writing skills as they only observed 

speaking skills the main goal of CLA. Such a perception could be attributed to the fact 

that the majority of students were concerned with their writing skills since all 

examination evaluation was based on writing skills only. It is possible that students 

might exhibit greater motivation and willingness to participate if CLA practice also 

entailed practice of all language skills during both formative and summative 

assessment in conjunction with systematic translanguaging academic tasks. 

 

Figure 5.4 Students’ reasons for resistance to CLA 

5.1.9  Role of affective variables in students’ classroom performance  

In the last section of the quantitative data analysis of students, the comparative impact 

of different affective variables (see Table 5.8 & 5.9) was considered by the researcher. 
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Against the background of Krashen’s Affective Filter theory, this comparison has major 

significance for this study as the findings were used to develop a deeper 

understanding of the variables of motivation, anxiety, stress and their possible impact 

on CLA and students’ ability to extend their knowledge successfully. The respondents 

were asked if they felt anxious about speaking in English in front of the class (Q24, 

Table 5.8). The p-value (.034) of their answers shows a significant difference between 

the perceptions of both groups of participants. It was noted that GLU students reported 

experiencing more anxiety than PPU students during EMI classroom discussions, 

presentations and group work. The p-value on Questions 26, 29 (Table 5.8) and 30 

(Table 5.9) shows that half of the students in both groups had a fear of making 

mistakes and felt stressed when giving presentations in English that prevented them 

from participating in classroom discussions and other collaborative activities. Only a 

few students in both universities reported finding it comfortable to sit alone without any 

classroom participation. Table 5.9 highlights that there was a significant difference in 

the number of students who felt stressed when writing examinations in English. As this 

study is based on explanatory sequential design (see Chapter 4; Methodology, Section 

4.4.4), Q31 was added in interviews to explore this further.  

Table 5.8 EMI classroom and students’ anxiety 

 

  Agree Disagree Neutral Total   

  Count % Count % Count % Count % 
Chi-

square 

p-

value 

 

Q24. I feel 
anxious to 
speak in 

English in 
front of the 

class  
 

Public 

(GLU) 
48 57.8 8 34.8 4 28.6 60 50.0 

 

6.738 

 

.034 Private 

(PPU) 
35 42.2 15 65.2 10 71.4 60 50.0 

            

 

Q26. I rarely 

participate in 

class 

discussions 

out of fear of 

making 

mistakes  

 

Public 

(GLU) 
31 49.2 24 55.8 5 35.7 60 50.0 

 

1.740 

 

.419 Private 

(PPU) 
32 50.8 19 44.2 9 64.3 60 50.0 

            

Q29. 
I feel 

comfortable 

sitting alone 

Public 

(GLU) 
15 37.5 36 55.4 9 60.0 60 50.0 

 

3.854 

 

.146 Private 

(PPU) 
25 62.5 29 44.6 6 40.0 60 50.0 
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without 

participation 

 

 

Table 5.9 EMI classroom and students’ stress 

 

  Agree Disagree Neutral Total   

  Count % Count % Count % Count % 
Chi-

square 

p-

value 

 
Q30. 

I feel stressed 
when 

delivering 
class 

presentations 
in English 

 

Public 

(GLU) 
41 53.2 17 47.2 2 28.6 60 50.0 

 

1.722 

 

.423 Private 

(PPU) 
36 46.8 19 52.8 5 71.4 60 50.0 

            

 

Q31. 
I feel stressed 

when writing 

examinations 

in English  

 

Public 

(GLU) 
41 60.3 18 36.0 1 50.0 60 50.0 

 

6.802 

 

.033 Private 

(PPU) 
27 39.7 32 64.0 1 50.0 60 50.0 

  

5.2 Phase 1B: Presentation of findings (Teachers’ questionnaire) 

This section consists of a comparative data analysis of teachers’ questionnaires from 

selected universities. A total of 20 questionnaires were distributed to teachers in 

different faculties (see Sampling Frame, Appendix B) in both universities. The 

response rate was 100% as the researcher distributed and collected completed 

questionnaires at the same time herself. The participants’ responses for selected 

questionnaire items were subjected to descriptive (frequency, percentage) and 

inferential (Chi-square and p-value) data analysis techniques. As mentioned above, 

with low frequencies, the p-value reliability needs to be considered with caution, 

especially from Table 5.12 to 5.17. For some questions in Table 5.15 to 5.17 the Chi-

square is not always reported because the frequencies are low in many categories 

and SPSS refuses to compute. The analysis is presented in tables and figures which 

combine two or more variables, while the complete questionnaire analysis with 

frequencies, percentages and rank means is given in Appendix C3 for PPU teachers 

and C4 for GLU teachers.  
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5.2.1 Descriptive characteristics of teachers 

The demographic information regarding participants’ age and gender is reported in 

Table 5.10 below. A total of 20 teachers (10 male teachers from PPU and 10 female 

teachers from GLU) participated in the present research study. The majority of 

participants from both universities belonged to the 31-50-year age group. The 

difference between the participants’ responses regarding the percentage of average 

monthly family income shows that the majority of PPU participants (60.0%) belonged 

to the category of over 120,000PKR ($810) while only 30.0% of GLU teachers 

belonged to the same income group.  

Table 5.10 Teachers’ demographic characteristics 

  

PPU participants GLU participants 

100% are male teachers 100% are female teachers 

70% belong to the 31-50-year age group 60% belong to the 31-50-year age group 

60.0% have an average family income over 

120,000PKR 

 

30.0% have an average family income over 

120,000PKR 

  

5.2.2 Teachers’ educational background  

The research participants were required to report what their previous teaching medium 

of instruction was and the type of school they attended for their own matriculation (see 

Section A, Appendix C3, C4). These questionnaire items were set to establish the 

possible impact of previous EMI teaching and educational experiences on their current 

pedagogical practices at university in the context of Bourdieu’s theory discussed in 

Chapter Two. The summarised data in Table 5.20 report the findings that the majority 

of PPU teachers had acquired their school education with EMI. Some of these 

participants had received their matriculation certificates from private schools. Although 

some other teachers had completed their schooling in public schools with Urdu as the 

medium of instruction, they had chosen a private university to train for their teaching 

career.  

When comparing teachers in GLU and PPU universities, it was shown that although a 

lower percentage of GLU teachers had completed their school education from private 

schools using EMI, they had chosen a public university to pursue their teaching 

profession, as seen in Table 5.11. A noteworthy finding is that 80% of GLU teachers 
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reported having found their EMI teaching experiences interesting as compared to 60% 

of PPU participants. The findings in the following sections may provide the reasons for 

these divergent EMI experiences in both groups. It is evident in the following sections 

that teachers’ own educational background, the level of language exposure during 

their school education and their own unique learning and teaching experiences 

influenced their current pedagogical practices and classroom interactions at 

universities.  

Table 5.11 Teachers’ educational background  

 

PPU participants GLU participants 

90.0% had EMI as previous MOI 100.0 % had EMI as previous MOI 

100% use EMI as present MOI 100.0% use EMI as present MOI 

60.0% completed matriculation with EMI 40.0% completed matriculation with EMI 

50.0% attended private school for matriculation 40.0% attended private school for matriculation 

60.0% found their learning experience with EMI 

interesting 

80.0% found their learning experience with EMI 

interesting 

 

5.2.3 Socio-economic indicators and preferred type of institution  

When interpreting from left to right, Table 5.12 provides the analysis of particular 

responses based on total counts, percentages, Chi-square and p-value to highlight the 

major differences between both groups. The set level of significance for the Chi-square 

test is 0.05 as indicated in Chapter Four, Methodology. The high p-value of all 

variables in Table 5.12 indicates similar perspectives of both groups regarding 

teaching in their respective universities. Both groups reported money (in the form of 

salary) as the major factor in deciding on a public or private university for their teaching 

career. With a slight difference, the majority of PPU teachers indicated EMI education 

as a prominent factor influencing their choice to teach in a private university, in contrast 

to GLU participants. Despite such differing perspectives, both groups of participants 

had a strong sense of their distinctive universities as prestigious institutions which 

elevated their professional and social status. The analysis shows that both public and 

private education systems provided distinct advantages with long- and short-term 

benefits such as provident funds, regulated working hours, flexibility, workload and 

support from management.   

 



132 | P a g e  
 

Table 5.12 Socio-economic indicators and teachers’ choice of institution  

 

  Agree Disagree Neutral Total   

I chose this 

university 

because of: 

 Count % Count % Count % Count % 
Chi-

square 

p-

value 

 

Q4. Money 

factor 

Public 

(GLU) 
5 50.0 5 50.0 0 0.0 10 50.0 

 

.000 

 

1.000 Private 

(PPU) 
5 50.0 5 50.0 0 0.0 10 50.0 

            

 

Q5. EMI 

preference 

 

Public 

(GLU) 
5 35.7 4 80.0 1 100.0 10 50.0 

 

3.943 

 

.139 Private 

(PPU) 
9 64.3 1 20.0 0 0.0 10 50.0 

            

Q6. Job 

status 

Public 

(GLU) 
10 55.6 0 0.0 0 0.0 10 50.0 

 

2.222 

 

.329 Private 

(PPU) 
8 44.4 1 100.0 1 100.0 10 50.0 

            

Q7. Social 

status 

Public 

(GLU) 
7 50.0 3 50.0 0 0.0 10 50.0 

 

.000 

 

1.000 Private 

(PPU) 
7 50.0 3 50.0 0 0.0 10 50.0 

            

Q8. Social 

circle 

prestige 

Public 

(GLU) 
8 57.1 2 33.3 0 0.0 10 50.0 

 

.952 

 

.329 Private 

(PPU) 
6 42.9 4 66.7 0 0.0 10 50.0 

5.2.4 Teachers’ language abilities with EMI methodology  

The respondents were asked if they had attended any informal or formal English 

language courses (see Appendix C3, C4, Section A) to improve their linguistic 

capabilities to deliver EMI lectures. Very few participants in both groups reported 

attending any course on productive and receptive English language skills during their 

teaching or learning time. This suggests that, to teach using EMI at university level, 

teachers tended to rely solely on their previous teaching experiences and language 

practices, without adopting any further innovative translanguaging and inclusive 

teaching methodology. Based on these findings, Q3 in the questionnaire was designed 

to record participants’ further perceptions of their language abilities. In this way the 

researcher attempted to establish whether there was any connection between 

teachers’ language abilities and the way they conducted academic tasks inside the 

EMI classroom. The findings show that all the participant teachers from private and 

public universities felt they were doing well or very well in delivering EMI lectures. More 

GLU teachers reported feeling confident when conducting class discussions than PPU 

participants (see Figures 5.5 & 5.6). It is worth noting that all the public and private 
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teachers reported that they were efficient in explaining concepts in English. Reponses 

to the questionnaire show that the majority of PPU and GLU teachers believed 

themselves to be proficient in reading textbook-content to students in EMI classrooms. 

The most outstanding finding was their confidence in their capability of explaining 

scientific concepts and terms in English. The majority of private (5) and public (6) 

university teachers thought that explaining English subject-content was not at all 

problematic for them. These findings do not correspond with what the data analysis 

showed in the preceding section on students’ perceptions of teachers’ abilities, where 

students reported experiencing difficulties in understanding English subject-content, 

EMI lectures and accomplishing academic tasks due to teachers’ less proficient 

language skills and failure to explain scientific terms and vocabulary clearly.   

 

Figure 5 5 English language abilities of public university teachers (Q3) 
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Figure 5.6 English language abilities of private university teachers (Q3) 
 

5.2.5 Use of English when delivering EMI lectures  

Q18 was asked to identify the extent to which EMI was used in lectures held at both 

universities to determine the reasons for students’ learning challenges, their 

motivation, stress and anxiety levels, and their experience of CLA and teaching 

practices in the context of EMI. These findings were also intended to provide data for 

classroom observations and the interview phases for further analysis. The findings in 

Table 5.13 show that although the majority of PPU teachers reported delivering EMI 

instruction extensively compared to GLU teachers, the p-value (0.051) highlighted a 

smaller difference in the variable.  

Table 5.13 Lectures take place in English (Teachers’ perception) 

 

  Agree Disagree Neutral Total   

  Count % Count % Count % Count % 
Chi-

square 

p-

value 

 

Q18. Most of 

the lectures 

take place in 

English 

 

Public 

(GLU) 
9 64.3 1 16.7 0 0.0 10 50.0 

 

3.810 

 

.051 
Private 

(PPU) 

 

5 35.7 5 83.3 0 0.0 10 50.0 

            

 

5.2.6 Teachers’ perceptions of students’ difficulties  

As with the students’ questionnaire, the teachers’ questionnaire also divided teachers’ 

perceptions of students’ difficulties into two sections: one related to comprehension of 
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EMI lectures and subject-content; and the other related to teaching practices in the 

EMI classroom. The data analysis in Table 5.14 indicates the p-value on all variables 

is higher than the set significance level of 0.05. The responses displayed similar 

perceptions in both groups of teachers; however, these findings may present different 

perceptions from the findings discussed in 5.2.5 above. On the one hand, teachers at 

both universities exhibited confidence in their language and pedagogic abilities to 

conduct classroom activities, deliver EMI lectures and explain subject content; but on 

the other hand, they still maintained their perception that students found it challenging 

to cope if required to speak in English, for instance, during class discussions and 

presentations.  

Some other potentially problematic indicators that students might encounter in the EMI 

classroom (see Appendix C3, C4, Q32) were noted by teachers. The numerical 

evidence shows that a lack of English vocabulary, asking questions for further 

clarification, and class presentations in English were common problems teachers 

agreed that their students experienced at both universities. PPU teachers reported 

that their students faced obstacles in English pronunciation, using online sources and 

generating arguments in EMI class discussions whereas GLU teachers perceived 

writing creative essays (60.0%) and reading aloud (50.0%) as more problematic (see 

Appendix C3, C4, Q32). Such perceptions by teachers of students’ challenges cast 

doubt on the validity of teachers’ views of their language and pedagogical skills.   

 

Table 5.14 Teachers’ perceptions of students’ difficulties 

 

  Agree Disagree Neutral Total   

In EMI 

classrooms, 

students find 

it difficult to: 

 Count % Count % Count % Count % 
Chi-

square 

p-

value 

 

Q10. 

Understand 

English 

lectures 

Public 

(GLU) 
7 43.8 3 75.0 0 0.0 10 50.0 

 

1.250 

 

.264 Private 

(PPU) 
9 56.3 1 25.0 0 0.0 10 50.0 

            

 

Q11. 

Understand 

subject 

content in 

English 

 

Public 

(GLU) 
8 50.0 2 50.0 0 0.0 10 50.0 

 

.000 

 

1.000 Private 

(PPU) 
8 50.0 2 50.0 0 0.0 10 50.0 
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Q12. Interact 

with fellow 

students 

Public 

(GLU) 
9 52.9 1 33.3 0 0.0 10 50.0 

 

.392 

 

.531 Private 

(PPU) 
8 47.1 2 66.7 0 0.0 10 50.0 

            

Q13. Answer  

questions 

Public 

(GLU) 
8 50.0 2 50.0 0 0.0 10 50.0 

 

.000 

 

1.000 Private 

(PPU) 
8 50.0 2 50.0 0 0.0 10 50.0 

 

The subsequent section reports findings on teachers’ interpretation of their own 

pedagogy. The quantitative analysis in Table 5.15 shows no difference in respondents’ 

perceptions from both groups. The majority of teachers were opposed to promoting 

memorisation or rote-learning due to their own limited language skills or deficient 

translanguaging pedagogical practices. They stipulated that they had to focus on 

finishing the syllabus which might indicate pressure from management. Despite this, 

they were still motivated to engage with students meaningfully while disseminating 

corrective feedback on students’ classroom activities and to provide the required 

assistance to achieve academic goals. 

Table 5.15 Teachers’ perceptions of their pedagogy 

 

  Agree Disagree Neutral Total   

  Count % Count % Count % Count % 
Chi-

square 

p-

value 

 

Q15. I promote 
memorisation 

and rote 
learning to 
pass the 

examination 
 

Public 

(GLU) 

 

5 62.5 5 41.7 0 0.0 10 50.0 

 

.833 

 

.361 
Private 

(PPU) 
3 37.5 7 58.3 0 0.0 10 50.0 

            

 

Q16. 
My focus is 
mainly to 
finish the 
syllabus  

 
 

Public 

(GLU) 

 

5 55.6 5 45.5 0 0.0 10 50.0 

 

.202 

 

.653 
Private 

(PPU) 
4 44.4 6 54.5 0 0.0 10 50.0 

            

Q17. I provide 
meaningful 
feedback to 

motivate 
students 

 

Public 

(GLU) 

 

10 50.0 0 0.0 0 0.0 10 50.0 
 

-- 

 

-- 
Private 

(PPU) 
10 50.0 0 0.0 0 0.0 10 50.0 
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5.2.7 Effectiveness of CLA-teachers’ views 

Before analysing the effectiveness of the communicative and collaborative learning 

approach (CLA), Q31 in the questionnaire (see Appendix C3, C4) investigated which 

EMI classroom activities teachers were currently conducting. The most commonly 

practised activities found in both universities were group discussions, feedback on 

assignments and classroom presentations. The use of task-based activities was more 

frequent in PPU than GLU.  

Q30A was set to establish the effectiveness of CLA in the context of Vygotsky’s 

sociocultural theory. The question was consistent with the objectives of the current 

study to investigate the extent to which EMI teachers integrated CLA with classroom 

instruction. Figure 5.7 specified the reasons teachers thought CLA was effective for 

EMI classrooms. The high percentage of ‘Yes’ responses shows that the majority of 

teachers from both groups considered CLA a productive approach in developing 

communicative competence and a practical way of helping students comprehend 

subject content. The research participants seemed to believe that group activities, 

topic discussions and presentations provided chances for students to ask questions 

to decipher scientific concepts. The only variable with 0% was the lack of student-

centred EMI classrooms in GLU. The reason for this particular stance of respondents 

might be the observation by the researcher that GLU classrooms were overcrowded, 

which made it challenging for teachers to pay individual attention to all students. 

However, students managed to clarify concepts and get assistance from peers. This 

contrasted with perceptions of PPU teachers, 40.0% of whom found these activities 

effective in creating student-centred classrooms, suggesting that PPU classrooms 

were properly arranged and organised (see details in Section 5.3).  
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Figure 5.7 Teachers’ perceptions of the effectiveness of CLA 
 

The CLA approach was also perceived to support the provision of corrective feedback 

on assignments and group tasks to develop students’ language practices, particularly 

writing skills as shown in Table 5.16. If implemented consistently with adequate 

translanguaging practices, teachers considered CLA as an effective source of 

motivation for students to accomplish academic tasks productively. 

Table 5.16 Teachers’ perceptions of the benefits of classroom activities 

 

  Agree Disagree Neutral Total   

Classroom 

activities are 

helpful: 

 Count % Count % Count % Count % 
Chi-

square 

p-

value 

 

Q19. To 
conduct 
activities 

while 
implementing 

EMI 
 

Public 

(GLU) 
9 52.9 0 0.0 1 100.0 10 50.0 

 

3.059 

 

.217 Private 

(PPU) 
8 47.1 2 100.0 0 0.0 10 50.0 

            

 

Q20. To 

explain 

subject 

content  

Public 

(GLU) 
10 50.0 0 0.0 0 0.0 10 50.0 

 

-- 

 

-- Private 

(PPU) 
10 50.0 0 0.0 0 0.0 10 50.0 

            

Q21. To 

improve 

students’ 

Public 

(GLU) 
10 50.0 0 0.0 0 0.0 10 50.0 

 

-- 

 

-- Private 

(PPU) 
10 50.0 0 0.0 0 0.0 10 50.0 
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language 

skills 

            

Q22.  
To improve 
students’ 

writing skills 
through 

corrective 
feedback 

 

Public 

(GLU) 
9 47.4 1 100.0 0 0.0 10 50.0 

 

1.053 

 

.305 Private 

(PPU) 
10 52.6 0 0.0 0 0.0 10 50.0 

            

Q23.  
To motivate 
students to 

ask questions 
during class 
discussions  

 

Public 

(GLU) 
10 52.6 0 0.0 0 0.0 10 50.0 

 

1.053 

 

.305 Private 

(PPU) 
9 47.4 1 100.0 0 0.0 10 50.0 

 

5.2.8 Resistance to CLA - teachers’ views 

Despite their awareness of the importance of CLA, there was still resistance to it from 

both groups of teachers. Q30B aimed to identify the factors that may have made CLA 

challenging for teachers. The majority of teachers highlighted their awareness and 

knowledge of CLA. However, the majority of GLU participants (60.00%) felt that the 

activities following CLA created obstacles as they were time-consuming for semester 

system of education, as compared to 30.00% of PPU students. This might indicate the 

way in which both groups of teachers designed and conducted classroom activities. It 

is probable that teachers resisted group and pair tasks as the objectives might not be 

aligned with subject-content. Teachers might be unable to convey the desired 

objective of academic tasks with a low engagement of translingual students that also 

made CLA ineffective for reading or speaking skills. Figure 5.8 shows that 

collaborative classroom activities were also resisted by the majority of GLU 

participants as they had fewer resources than PPU participants. Further to these 

findings, the researcher’s observations on the physical infrastructure and organisation 

of EMI classrooms in both universities are relevant (see Section 5.3.1).  
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Figure 5.8 Resistance to CLA (Teachers’ perceptions) 

 

5.2.9 Affective variables and EMI teachers  

In the last section of the quantitative data analysis, the researcher explored teachers’ 

perceptions of the possible impact of different affective variables on their pedagogy 

and on students’ academic performance. This comparative analysis enabled the 

researcher to develop a deeper understanding of the variables of motivation, anxiety 

and stress and their possible influence on academic tasks in the multilingual EMI 

classroom. The respondents were asked if they felt anxious about speaking in English 

or delivering EMI lectures in the classroom. The p-value on all indicated variables in 

Table 5.17 does not show any difference in facing any anxiety-provoking situation in 

EMI classrooms by teachers. They highlighted their confidence in their performance 

of EMI pedagogical practices. Similarly, both groups of teachers reported that they did 

not experience stress when managing and controlling communicative activities. 

However, it is interesting to note that both groups of participants found lecture-centred 

classrooms without students’ involvement comfortable. This also corroborates the 

finding that teachers’ major focus was to finish the syllabus with their major role being 

the knowledge provider. The majority of teachers in both groups, however, agreed that 

their students experienced stress when writing examinations. This suggests that 

students and teachers invested all their energy in finishing the syllabus, conducting 

assignments and examinations, and paying minimal attention to CLA in EMI 
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classrooms to develop linguistic competence and to implement interactive 

translanguaging strategies.  

Table 5.17 Teaching pedagogy and impact of affective variables 

 

  Agree Disagree Neutral Total   

  Count % Count % Count % Count % 
Chi-

square 

p-

value 

 

Q24. I feel 
anxious to 
speak in 

English in 
front of the 

class  
 

Public 

(GLU) 
3 50.0 7 50.0 0 0.0 10 50.0 

 

.000 

 

1.000 Private 

(PPU) 
3 50.0 7 50.0 0 0.0 10 50.0 

            

 

Q25. I feel 

stress when 

conducting 

group 

activities  

 

Public 

(GLU) 
2 100.0 8 44.4 0 0.0 10 50.0 

 

2.222 

 

.136 Private 

(PPU) 
0 0.0 10 55.6 0 0.0 10 50.0 

            

Q28. 
I feel 

comfortable 

in a lecture-

centred 

classroom 

Public 

(GLU) 
10 52.6 0 0.0 0 0.0 10 50.0 

 

1.053 

 

.305 Private 

(PPU) 
9 47.4 1 100.0 0 0.0 10 50.0 

 

Table 5.18 Teachers’ perceptions of students’ stress in examinations 

 

  Agree Disagree Neutral Total   

  Count % Count % Count % Count % 
Chi-

square 

p-

value 

 

Q27. Students 
feel stress 

when writing 
examinations 

in English  
 

Public 

(GLU) 
10 52.6 0 0.0 0 0.0 10 50.0 

 

1.053 

 

.305 Private 

(PPU) 
9 47.4 1 100.0 0 0.0 10 50.0 

            

 

5.3 Phase 2: Presentation of classroom observation findings  

Before advancing to the observation analysis, it is necessary to note that PPU has 

semester system of education (see Chapter Three) four-year Bachelor of Business 

Administration (BBA) and Bachelor of Science (BSc) programmes with eight 

semesters in total. Each six-month semester assigns four class presentations, six topic 
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discussion tasks, and three group assignments to each student. Similarly, in GLU, the 

same semester system with four-year BBA and BSc programmes consist of eight 

semesters in total. In a six-month semester, three class presentations, six topic 

discussion tasks and two group assignments are allocated to each student. The 

students are assigned sessional marks for participation in these activities. The marks 

are included in the final examinations. Generally, for one semester, these marks are 

divided as follows: 20 marks for midterm tests; 5 marks for class discussion 

participation; 10 marks for assignment and presentations; and 65 marks for objective 

and essay type final examination.  

For the first two classroom observations at both universities, EMI lectures combined 

with topic discussions and group assignments were observed. In the third observation, 

the researcher observed the scheduled classroom presentations at both universities. 

At PPU, the topic of presentation was ‘marketing communication’ in the context of the 

use of English-communication skills in professional fields. The students were provided 

with an outline to prepare and to deliver the content in their presentations. The PPU 

teacher assessed them based on their use of vocabulary, facial expressions, delivery 

of content and responses to peers’ questions. The topic of presentation for GLU 

students was ‘email communication’ in the context of English writing skills to be used 

for professional and academic purposes. The GLU students were instructed to prepare 

their presentations from textbooks and internet sources, without being provided with 

any outline, unlike the PPU students. These academic tasks were decisive for students 

since the grades of their class participation, group assignments and discussion 

participation incorporate additional percentages towards their final examination.  

The following categories provided the central focus for observation analysis:  

1. Institutional resources and classroom organisation 

2. Evidence of power relationships in the classroom community 

3. Students’ difficulties: actions and reactions 

4. Collaborative and Communicative Learning Approach (CLA): level of 

participation and interaction 

5. Academic participation and issue of affective variables.  
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5.3.1 Institutional resources and classroom organisation 

The observation analysis showed that seating arrangements had an impact on 

teaching and learning practices at both universities. On the one hand, the PPU 

classrooms had a traditional ‘classroom-style’ seating arrangement, with chairs and 

desks in wide rows facing the whiteboard, podium and teacher at the front of the room. 

The setup with wide aisles and large spaces between rows was adjustable and 

enabled students and teachers to move around freely, facilitating collaboration. The 

GLU classrooms, on the other hand, were more crowded and the seating layout was 

in a ‘u-shaped’ formation, where students faced each other. There were three to four 

rows in one classroom with tables available only in the front row. The rows were narrow 

with no space for teachers to move around. Because of this overcrowding, GLU 

teachers were observed to have difficulty in providing individual attention to students 

during lectures and group activities. Such a seating layout, where students had to turn 

their heads right or left to interact with the teacher, was not conducive for students to 

follow EMI lectures productively and comprehensively.   

The general classroom environment in PPU was more conducive to effective learning 

than that of GLU. All the classrooms in PPU were numbered clearly, following building 

and floor numbers. The classrooms were well-lit, air-conditioned and spacious enough 

to accommodate at least 50 students. The corridors were noiseless and free of 

disruptions which helped students to pay attention to classroom tasks. Most of the 

classrooms were monitored by security cameras. The rooms were equipped with fitted 

computer systems for specific subjects.  

In GLU, the general classroom conditions were found to be poor upon first observation 

and average upon second and third observations. The classrooms were well-lit but 

poorly ventilated. The rooms were not airy and were overcrowded and noisy with loud 

fans, while corridors thronged with students, causing distraction. The classroom 

activities were largely disorganised. The computer laboratory in the first observation 

was equipped only with 27 computers and chairs for the 40 students present on the 

day. Three students were obliged to work at one computer. In other observations too, 

classrooms were small and had only 30 chairs for a total of 38 students. However, on 

the day of observation, 13 students were absent, enabling comfortable 

accommodation for the students.  
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5.3.2 Evidence of power relationships in the classroom community 

According to the observation analysis, three classroom lectures out of six were 

observed to be teacher centred. In both universities, few students were praised by the 

teacher for their improved speaking skills, content comprehension and, particularly, 

their willingness to participate in classroom tasks. In both universities, although 

teachers tried to engage with all students to share ideas or to ask for clarification, only 

a few students responded and only those students were provided encouragement 

during classroom activities.  

It was noticed that both PPU and GLU teachers did not treat all students equally and 

ignored the majority. The multilingual students with a lack of cultural capital, low 

confidence, and insufficient English language skills were not encouraged to 

communicate to share their ideas. The teachers’ partiality was visible in most of the 

observed classrooms, particularly in the second PPU and the first GLU observations. 

During ‘communication skills’ observation in PPU, two particular students with superior 

English-speaking skills and content comprehension were given additional speaking 

time. In GLU as well, front row students were allowed to dominate during topic 

discussions. It shows that English as language of instruction is an indicator to exclude 

and discriminate students with different language and educational backgrounds. 

These findings prove the argument made by Bourdieu (1986) in Chapter Two on the 

role of education and cultural capital to reproduce educational inequality in the 

academic classroom.  

Those classrooms where lack of support and unequal teachers’ assistance were most 

evident occurred predominantly at PPU, as compared to GLU. The group activities in 

the second observation at PPU were confined to the students’ own created subgroups 

within main groups. The group leader created a subgroup of his choice based on 

favouritism, potential, willingness and friendship. The students seemed to develop 

support for their leadership by increasing their network and interactions with peers that 

expanded their educational and social capital too. Other students who lacked the 

ability to build social networks were ignored with difficult tasks to do on behalf of other 

group members. The group leadership was not equally supportive of all group 

members. During the third observation in PPU, on presentation day, students 

commented critically on the delivered presentations without asking knowledgeable 

questions about the presentation content. In contrast, students in GLU group activities 
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were helpful and scaffolded one another’s learning. The group members distributed 

their tasks with mutual agreement without any assigned leader. The majority of 

students were listening and writing down all the shared ideas to accomplish given 

tasks. During the third observation, students were taking notes from others’ 

presentation content while asking relevant questions and providing encouraging 

feedback. 

5.3.3 Students’ difficulties: actions and reactions 

The emerged themes from qualitative data analysis (see Table 5.19) shows that 

although some teachers were fluent in English when giving class instructions, the 

majority of GLU teachers were using translanguaging instructional strategies with 

frequent use of Urdu to deliver planned instructions. The use of other local languages 

was not acknowledged. The dominance of one language and exclusion of other 

languages in teacher-centred classrooms positioned students as passive learners who 

were following lectures and taking notes only. During EMI lectures and class 

discussions, GLU teachers did not explain difficult concepts or vocabulary in simple 

plain English but in Urdu to facilitate content comprehension. GLU teachers and 

students were observed using textbooks more frequently using side-by-side 

translation strategy to increase content comprehension as compared to PPU teachers. 

The negative impact on students of such practices was observed in two ways: first, 

students were less interactive with teachers due to having to concentrate on listening 

and writing notes; and second, students might have found it challenging to 

comprehend and explain scientific concepts and technical terms in English during 

speaking or writing activities. Thus, students at both universities used translation as 

translanguaging strategy to facilitate learning in both languages simultaneously, for 

instance, by translating concepts in Urdu, taking notes in English and listening to 

lectures in both languages. Teachers in neither university were observed to make any 

attempt to implement these strategies purposefully and systematically to meet the 

needs of multilingual students in EMI classroom. 

In addition to the teacher-centred classroom obstacles, students faced problems 

during collaborative activities as well. The majority of students in both groups were 

found to be less inclined to ask questions or to elaborate others’ ideas in group 

discussions if required to speak in English only. Although teachers outlined their 

expectations of group activities with required individual input along with collective 
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assistance, the emergence of subgroups within groups with a lack of cooperation and 

favouritism did not seem to fulfil these expectations. Due to the teachers’ major focus 

on the collective needs of the whole class, students in groups were not given enough 

opportunities to demonstrate their individual roles. Only one PPU teacher was 

observed to engage with groups while providing corrective feedback to students in the 

second and third observation. Other teachers appeared to be unconcerned with 

monitoring group discussions. The majority of GLU students relied on peers for 

clarification of concepts and the completion of tasks, rather than approaching teachers 

for assistance. GLU students were observed to struggle more to sustain their efforts 

to accomplish the given task when compared to PPU students.       

The presentation day and class discussions were supposed to assess students’ 

communication skills in which lack of expressive and technical vocabulary was also 

found to be an obstacle as shown in Table 5.19. More GLU students found it difficult 

to use appropriate words to express themselves in class discussions than PPU 

students. Sentence structure was another problem for GLU participants when 

answering questions in presentations. Students started to speak in English but soon 

got stuck without adequate vocabulary to express their ideas. As a result, either they 

used very short sentences, switched to Urdu or preferred to remain silent. Teachers 

did not provide encouraging feedback to improve students’ pronunciation or help them 

to find the appropriate words.  

Insufficient and improper time management was another theme impacting overall 

teaching and learning in EMI classrooms in both universities as shown in Table 5.19. 

The limited lecture duration was an obstacle for students to practise their use of 

English and to participate fully in class activities. As mentioned earlier (see Sections 

5.1.6 and 5.2.6), the teachers’ main priority in both universities was to finish the 

syllabus. While they delivered planned instructions within the scheduled time (75-90 

minutes in PPU, 55-65 minutes in GLU – five times a week in both universities), the 

majority of teachers did not allow sufficient time for individual students to ask 

questions, request clarification and become engaged in discussions. For instance, in 

the first observation in PPU, the teacher asked students ‘samaj mai aa gya sb?’ 

(Translation: Everything is clear?) but did not wait for students’ responses before 

moving to the next stage of the lecture. 
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The observation data show that the class time was not divided into short spans to 

conduct small-scale activities. Only one PPU teacher in the second observation 

followed a time sequence to deliver lectures. He started with an introduction to the 

lesson, recalled the previous lesson with students’ feedback allowing students’ first 

language usage, kept students engaged for three to five minutes of every ten minutes 

of the lecture period and completed the lecture with a short question-and-answer 

session about the delivered lesson. He then assigned homework for the next class. 

The rest of the teachers lacked such time management. Although, the students were 

encouraged to provide any relevant examples of the topics under discussion but not 

using any engaging translanguaging strategies. Thus, without many opportunities to 

participate in class communication, multilingual students were observed to lose 

interest, self-isolated and silenced in the EMI classroom.  

Table 5.19 Identified themes on students’ difficulties in EMI classroom 

 

Positive themes Negative themes 

Use of Urdu Lack of use of other local languages 

Use of side-by-side translation strategy 

Meaning translation 

Less use of common English words 

 

Group discussions Emergence of sub-groups 

 No planned translingual strategies 

Instruction to complete task Lack of monitoring 

Peer-to-peer scaffolding Less teacher-student scaffolding 

 lack of technical vocabulary 

 poor time management 

 

5.3.4 Collaborative and Communicative Learning Approach (CLA):  

Level of participation and interaction 

It is evident from the observation analysis and the themes that emerged (see Table 

5.20) that, although teachers from both universities were knowledgeable about their 

subject-matter, three out of four lacked communicative and collaborative teaching 

strategies. GLU teachers did not provide interactive instructions to make their lectures 

comprehensible when compared to PPU teachers who were interactive and 

communicative with students. In the second GLU observation, the focus of group 

discussions was more about finishing the syllabus, the next homework assignment 

and examination preparation. The students were not actively engaged in assigned 
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group tasks. In the second PPU observation, students displayed interest when their 

teacher engaged them in translanguaging discussions for finding solutions to 

problematic issues related to subject content. In all these EMI classroom activities, 

teachers in both universities monitored students, but without providing corrective 

feedback on students’ language use, discussed ideas or level of mutual 

communication.   

There was a significant change in students’ attitudes in the third observation on 

presentation day which was conducted after three days of the second observation. 

PPU students were very self-assured in their English-speaking skills. They confidently 

demonstrated their interactive communication skills during the discussion and 

question-and-answer session. GLU students, on the other hand, would switch to Urdu 

immediately to facilitate their vocabulary or to express themselves clearly. The 

observation analysis shows that GLU teachers did not make any attempt to assist 

students with flexible use of languages to find substitute words in English. The major 

difference was observed in those groups which were formed to accomplish tasks. GLU 

students were observed to be more inter-dependent, communicative, and encouraging 

of each other than PPU groups. They were flexible, supportive, and adaptable to 

others’ ideas. In contrast, PPU students were less collaborative and did not engage in 

mutual stimulation in groups where there was little discussion and minimal teachers’ 

scaffolding. Instead, students attempted to learn independently. 

It was noticed that teachers lacked the skill to explicitly foster interaction and mutual 

communication in group tasks. GLU teachers did not provide clear instructions before 

presentations and group activities. The tasks were not assigned to every student 

equally, resulting in some students being neglected. Teachers would provide help and 

support only when they were asked, as they were occupied with writing feedback notes 

and assigning grades to presentations. They did not ask students to provide 

justification for their ideas or clarify any ambiguous or misdirected concepts in 

presentations. As shown in Table 5.20, the limited duration of activities also did not 

provide enough opportunities for students to maintain discussions or to work 

independently for longer periods of time. Overall, the class discussions and 

participation were found to be inadequate in terms of effective translanguaging 

pedagogical strategies and student-teacher interaction as opposed to student-student 

interaction. Following are some identified themes related to academic activities: 
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Table 5.20 Identified themes on collaborative activities in EMI classroom 

 

Positive themes Negative themes 

Well-delivered lecture Lecture-centred classroom 

 lack of monitoring of students’ comprehension 

Supportive group tasks lack of interest in activities 

Self-belief of linguistically proficient students Less participation of low proficient students 

Peer-to-peer assistance Lack of teachers’ interactive roles 

 limited duration of activities 

 

5.3.5 Academic participation and the role of affective variables  

This section presents the findings on how the variables of confidence, motivation, 

stress, anxiety, hesitation, and encouragement affected the teacher-student-EMI and 

student-student-EMI interactions in both universities.  

The themes that emerged in Table 5.21 show that the amount of classroom interaction 

impacted students’ confidence and motivation to exhibit their language skills in class 

participation. In the third observation in GLU, there was little interaction between the 

class and the presenter students, as the presenters were only concerned with getting 

the presentation done and scoring credits for the examination. It was apparent that 

GLU student presenters with insufficient speaking skills were less motivated than PPU 

students. The majority of GLU students applied their habitual memorisation skills when 

delivering presentations as they were not encouraged to use the first language in 

presentations. The pronunciation and accuracy of spoken words of the GLU 

participants were mediocre compared to the superior linguistic competence of PPU 

students. PPU students were confident when explaining information, and their English 

was fluent, with clear and audible voice pitch. 

The observation analysis showed that in the first and second observations, low levels 

of encouragement and acknowledgement of others’ ideas from peer groups or 

teachers had a negative impact on anxious and stressed students who struggled to 

voice their opinions in the classroom. During all observations, most GLU students 

appeared stressed when presenting their memorised content or sharing ideas. They 

looked confused and struggled to find appropriate vocabulary to convey their intended 
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perspectives. For example, they used long pauses involving fillers such as ‘umms’, 

‘aaaah… ’, ‘ … hmmmm I think that… ’, ‘yes, you know… ’, ‘of course, … I mean … ’.  

Most GLU students instead used the translanguaging strategy of translating meanings 

of words into Urdu to explain answers to questions. For example, ‘sorry agar mai 

nervous ya stress lag raha hu but main aaisy hi hu’ (Translation: Sorry if I look like I 

am stressed or nervous, but this is who I am). On the other hand, in the third 

observation in PPU, class students did not ask many questions but only provided 

feedback while using short sentences and phrases. However, the fluency stoppers, 

such as long pauses and use of another language, interrupted students’ natural flow 

of thought and lowered their confidence in front of the class if they had to speak in 

English only. 

PPU students were more motivated and interactive than GLU students. During 

presentations, GLU students remained standing in the same position without any 

movement, holding presentation papers with written content in their hands. Some 

students were constantly looking down and reading from their notes. Although few 

GLU students had their posters ready as visual aids, they rarely looked at them. On 

the other hand, PPU students moved around and tried to maintain eye contact with 

the whole class while discussing ideas from posters. They worked with their peers in 

their presentations to illustrate examples on the whiteboard from time to time to write 

key words and then explain them together. Their presentation content was 

comprehensible, organised, and easier to follow than GLU students.  

The themes that emerged from the observation data (see Table 5.21) found that PPU 

and GLU students were excited and motivated in the EMI classroom when they had a 

chance to engage in academic issues, translanguaging practice and mutual 

communication. The majority of students were observed preparing their presentations, 

arranging aids and deciding about questions and feedback. However, it was found that 

due to fear of making mistakes in speaking English or receiving negative feedback, 

the majority of students were hesitant to stand and speak as individuals. They 

preferred to ask in Urdu or remained silent listeners during group tasks. The students 

appeared stressed and tried to avoid speaking during class discussions if their peers 

speak proficiently in English. The multilingual students with low level of English 
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proficiency who could not overcome their fear of speaking and confronting their peers 

betrayed their lack of self-confidence.  

Not all teachers were found to be confident enough to motivate students to participate 

in subject-content discussions and learning processes in EMI classrooms. The lack of 

acknowledgement from teachers of students’ ideas and contributions in discussions 

reduced students’ motivation to participate. The uniqueness of each individual student 

was ignored, making them hesitant to speak in front of the class. The majority of 

students with lack of linguistic capital in both groups were not given enough support 

from teachers or even from their peers. Very few teachers elaborated on students’ 

contributions, their translanguaging practices and their ideas in EMI classroom. The 

observation data showed that the teachers themselves were not confident in speaking 

English. They preferred to use Urdu, where they find it necessary to alleviate the 

language barriers but asked students to answer in English. During class activities, the 

teachers did not mobilise available resources to legitimise translanguaging practices 

to provide students with equal opportunities for individual thought and independent 

learning. The following are some of the identified themes related to positive and 

negative affective variables:  

Table 5.21 Identified themes on positive and negative affective variable in EMI 

classroom 

 

Positive themes Negative themes 

Self-confidence with use of language Stress of activities 

Instrumental motivation Anxiety to accomplish tasks 

Encouragement Hesitation to speak 

Excitement of given tasks Fear of speaking wrongly 

 

5.4 Phase 3: Presentation of findings (Students’ interviews) 

This section showcases the qualitative findings of data analysis from students and 

teachers’ interviews. The section is divided into four categories based on themes and 

sub-themes that emerged from qualitative data analysis using Atlas.ti. The responses 

from teachers and students were combined only in the heading 5.4.1 below. The 

remaining sections present the findings of teachers’ and students’ interviews 

separately. These categories were arranged according to interview items which also 
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reflect the set research questions and objectives of the current study. These 

categories are: 

1. Comparative overview of public and private education systems 

2. Students’ perceptions of the advantages of language learning  

3. What difficulties students face in EMI classrooms 

4. Students’ perceptions of academic stress 

5. Students’ perceptions of EMI classroom activities.  

5.4.1 Comparative overview of public and private education system 

This section presents the data analysis of the following interview questions: 

1: Why did you prefer this university to get your current degree? (see Students’ 

interview sheet in Appendix E1) 

1: How do you think public and private universities are different from each other? (see 

teachers’ interview sheet in Appendix E2) 

This interview item was set against the chosen theoretical framework of Bourdieu's 

theory of practice and educational reproduction. The questions aim to advance the 

understanding of the quantitative findings on certain indicators related to socio-

economic capital and institutional habitus (see Section 5.1.3).  

In this section, the responses from both groups (PPU students and teachers, GLU 

students and teachers) which correspond to similar themes and perspectives on the 

issue are combined. In the following qualitative presentation of findings, research 

participants are given pseudonyms as PBS1 (Public Student 1); PBT1 (Public Teacher 

1), PRS1 (Private Students 1), PRT1 (Private Teacher 1).   

The displayed themes in Table 5.19 below demonstrate that both groups emphasised 

the differences between public and private education systems based on fee structure, 

reputation of universities, academic culture, family influence, merit and value of 

credentials. These indicators ultimately influence the affordability and accessibility of 

quality education outside the institutions and inside EMI classrooms too.  

One of the major differences between public and private universities is the fee 

structure which the majority of the GLU participants considered economical for them. 

PBS1 from public university view was that: ‘you can see fee is very low here’. PBS2 
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agreed: ‘it is government institution, so fee is low’. The respondent PBS5 added: ‘it’s 

fee is reasonable for middle class families like us.’ Private university participants 

expressed their opinions about the high cost of private education but still credited its 

educational standards. For instance, PRS5 stated: ‘here (in private university) they 

provide quality education, no doubt they charge more fee but with good education and 

secure future’. Another respondent PRS7 endorsed this view, stating: ‘the fee is very 

high, but they do what they say’.  

The evidence shows that teachers also saw fee structure as the major difference 

between public and private education systems. PBT1 reflected: ‘as far as private 

sector is concerned, the fee structure is very high, only the very few of upper or elite 

class can access easily.’  

Respondent PRT2 from the private university agreed with PBT1 and asserted: ‘When 

we talk about financial situation, the government universities are much cheaper than 

private universities. For example, a graduate degree in a public sector cost around 3 

to 4 lakh (US$1,920 to US$2560) which in private university goes about 14 to 15 lakhs 

(US$8960 to US$9600), so, the middle or lower class of Pakistani society cannot 

afford the private sector education.’ 

However, PRT2 still supported the private education system to improve the 

affordability and accessibility of the general population in alternative ways. For 

example, PRT2 gave the view that: ‘few private universities provide scholarship that 

provide an edge for lower strata of the society and to also encouraging and promoting 

students from their own undergraduate and intermediate colleges to remain in these 

universities’.  

Regarding the perceptions of teachers and students on the commercialisation of 

education in private universities, private universities were still admired for their 

superior physical infrastructure and facilities, quality education and better internship 

programmes to elevate future professional opportunities. PRT1 endorsed them, 

commenting: ‘lakin private mai facilities zayada achi hain kyu k fee zayada hai’ 

(Translation: But facilities in private sector are better because fee is high.) Although 

GLU teachers considered private university education inaccessible for the majority of 

the population, they agreed that private universities had better infrastructure. PBT1 

elaborated on this view: ‘Definitely they provide a very high level of infrastructure, the 
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furniture, building, air-conditioned room and well-equipped libraries, all the facilities 

are over there. But it (private education system) is out of reach of majority.’ 

Another teacher from public university admitted: ‘Public colleges are affordable for 

everyone and the staff is well educated. On the other hand, private colleges have 

commercialised education. They provide better facilities charging huge sum of money. 

Socially private colleges are considered better’ (PBT4). 

The responses highlight social influence as the second major theme under which 

students might be attracted to a particular educational institution. The emerged 

interlinked sub-themes (reputation, family trend of studying in private institution, family 

business and friends’ suggestions) are linked with Bourdieu’s theory in Chapter Two 

and seemed to influence students’ choice to register at a public or private university. 

A PPU participant PRS3 elaborated: ‘I prefer this university as I heard a lot about this 

university good for business degree’. PRS4 puts forward a similar perception: ‘My 

family has an educational background and many family members have studied here. 

So, my parents wanted me to study here’. PRS9 adds: ‘My father was also inspired 

from the sons of his friends who had studied here’. It is interesting to note that GLU 

participants were keen to enrol in a public university for similar reasons. For example, 

PBS6 from the public university stated: ‘Its academic record is very good as I have 

seen my cousins and girls from neighbours who have studied in this university’. Some 

other statements particularly from PPU students highlighted a few other factors such 

as handling family businesses, which pushed them to choose the private education 

system. For example, PRS2 stated: ‘I chose this university to learn managerial skills 

and business expertise to manage my family business.’ 

Following the fee structure, merit was another major theme that emerged in the 

qualitative data analysis that made public or private education convenient and 

accessible in distinctive patterns. GLU teachers regarded public universities as highly 

influential as they provided admission purely on the basis of merit to attract aspiring 

students. PBT1 conveyed her perspective: ‘We prefer merit and fee structure is very 

affordable……so I would say that we have more intellectual group of students’. PBT2 

also agreed: ‘The second major difference between both is merit. We draw a line that 

below that line of merit students cannot get admission in this university……teachers 

can transfer knowledge properly because the students have good previous marks and 
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they are willing to learn’. PBT2 also pinpointed private universities’ dilemma and 

commented: ‘Private sector I think commercialise or business oriented hai. Unka main 

focus bs zayada sy zayada sy students aay chahy jitney b marks aay ho students k. 

us mai of course achy students b aa jaaty hain. Lakin zayada below average stuff hota 

hai.’ (Translation: I think the private sector is more commercialised and business 

oriented. Their major focus is to enrol more and more students. Among these students, 

few are good, but the majority is below average.) 

To explore the issue of merit as indicated by GLU participants, an experienced PPU 

teacher was asked about the issue of merit:  

Interviewer: ‘Is it true that the private sector does not give admission on merit as 

compared to public sector universities’?  

Respondent (PRT2): ‘Yes, but not to a great extent, private sector cares about merit 

but they are flexible too. The students mostly prefer public sector universities, but 

when they don’t get admission there in morning classes, they have the option of getting 

admission in evening class in private universities which are 40 to 50 percent higher in 

fees.’ 

The same issue was investigated with another PPU participant:  

Interviewer: ‘Do you think your institution or other private universities care about 

merit’?  

Respondent (PRT3): ‘Yes, they do care about merit as well. It is not true you just 

cannot do that. You as a student have to justify for that (your admission), you have to 

survive in that (private university’s) competitive environment’.  

The findings above show that merit, fee and physical infrastructure are regarded as 

the most influential factors distinguishing both types of education systems. These 

factors influence directly or indirectly other factors such as academic environment, 

value given to credentials and overall academic and cultural environment of an 

institution. PRT1 expressed his perspective on the issue: ‘What I found is the different 

culture of universities; in public universities students come from low background, so 

they have responsibilities, they are eager to learn; but in private universities students 

come from elite class, they intend to increase their parents or family business’. 



156 | P a g e  
 

However, another PPU participant disagreed with the perspectives above and claimed 

his institution was prestigious because it could provide valuable credentials and 

productive extra-curricular cultural activities. PRT3 said: ‘Then one would think why to 

spend a huge amount of money, they will only spend if you are offering a better-quality 

education, our institution was also among the first ones, we offered better quality 

education, we were offering opportunities to the people who could afford it, our 

university is among first 4 pioneers to provide world class education in the fields of 

medical, computer science, business and engineering’. PRT2 also added: ‘For job 

opportunities students from both universities have opportunities, but in private sector 

students have more chances because of their internship programmes and the class 

they are hiring, and because of the social capital the students and their family 

members have in society, they are in better position to attain the jobs.’ 

The evidence shows another side of reality too where all the factors discussed above 

resulted in teachers feeling over-burdened and pressurised to provide quality 

instruction. A PPU respondent said: ‘To me, management pressure, internal rules, 

overly parental pressure simply makes the private universities’ employees work 

differently from those of public universities’ (PRT4). PRT2 elaborated on the issue: 

‘The grades in public sector university is difficult to achieve because their teachers are 

government employees and they don’t bother to award high grades to students, in 

private sector most of the faculty members belong to visiting faculty, they tried their 

best to be in good books of the students and to give them better grades than they 

deserve.’  

Overall, the qualitative data analysis shows that various indicators linked with 

institutional habitus impacted individuals’ perceptions of public or private education 

systems. Fee structure and merit are the major factors influencing educational 

accessibility and affordability for different social classes in Pakistan. However, it is 

evident that both groups found their own institution prestigious and they were 

rewarded based on their family habitus, cultural capital and social status. Both types 

of education system had their advantages and disadvantages. On the one hand, PPU 

participants regarded the private university as attractive in terms of scholarship, merit 

flexibility and better infrastructure; on the other hand, GLU participants found the public 

university prestigious on the basis of merit, low fees and valuable credentials.  
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Table 5.22 Identified themes on the differences between public and private education 

systems 

 

PPU 

(teachers and 

students) 

Sub-themes category 

1 

GLU 

(teachers and 

students) 

Sub-themes category 

1 

Sub-themes category 

2 
Main themes 

Scholarship + high 

fees 
Fee structure 

Socio-economic 

influence 
Affordability 

Family business  

Reputation Reputation 

Family and friends Family 

Educational 

environment (Focus 

on extra-curricular 

activities) 

Academic environment 

(focus on learning) 

(academic discipline) 
Institutional culture Accessibility 

Merit flexibility Merit focused 

Quality of education Value of credentials 

Infrastructure  

 

5.4.2 Students’ perceptions of language learning advantages  

This section presents the data analysis of the following interview items with students: 

Q2: What learning advantages have you experienced during your time with EMI in this 

university? 

2A: Are they helpful in your current academic life?  

2B: Will they be helpful in your future professional field? (see Students’ interview sheet 

in Appendix E1) 

This interview item was designed to explore participants’ perceptions of the 

advantages of EMI education and language learning inside and outside the academic 
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context. The themes that emerged were combined where responses from both groups 

shared similar trends.  

In the EMI educational context, students experienced linguistic exposure through 

English subject-content, lectures, presentations, assignments, and collaborative group 

activities. The findings on learning advantages through such exposure are presented 

in two categories: both at macro level and micro level.  

The emerged themes regarding learning advantages through EMI education outside 

the classroom were professional opportunities, communication skills in professional 

and social settings and the pursuit of further education abroad. The qualitative data 

analysis shows that student participants at both universities considered English a 

language of prestige and a status symbol that could open windows of enormous 

opportunities for them. The PPU participants highlighted the importance of being 

proficient in English. PRS4 said: ‘I can say, English is not our (first) language, but we 

have to accept the reality that to excel we have to speak and learn this language’. 

PRS2 also agreed: ‘hum dekhty hain k English international language hai. Har koi is 

ko samaj sakta hai or business to base hee is cheeze py krta hai k aap communicate 

kitna acha krty hain’. (Translation: We see that English is an international language. 

Everyone can speak and understand it. The basic foundation of business world is how 

well can you communicate in the English language.)  

The research participants from the public university showed similar attitudes to the 

importance of linguistic competence through receiving EMI education. PBS6 

explained: ‘Most of the students have a common reason behind their failure. They do 

not have a proper understanding of the language. Language skills are important for 

both educational and professional life because a person who communicate with 

confidence has more authority and opportunities than other who has more knowledge 

but frightened of speaking’. Participant PBS10 agreed: ‘One having great direction on 

talking, perusing, composing and listening English will perform well in professional 

field. So, my university is preparing me right way’. 

In the second category, inside the EMI classroom, students reported developing 

language proficiency gradually through speaking and reading skills during EMI 

classroom activities and thereby acquiring adequate vocabulary, increased self-

confidence and a willingness to participate academically. The majority of research 
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participants in both groups found EMI advantageous as they exhibited motivation to 

perform academic tasks such as writing examinations, comprehension of subject 

content and lectures, speaking in front of the class, communicating with peers during 

group discussions, developing critical insight and browsing around for extra- curricular 

reading and writing activities. The participants considered university education − as 

compared to their previous learning experiences − as a major factor in elevating their 

motivation. PRS5 believed that: ‘University sy pahly aapki soch limited hoti hai. 

University mai jaisy teachers aap sy friendly ho k baat krty hain, college mai bohat to-

the-point hee baat hoti hail akin yaha bohat thoroughly study hoti hai kitaabo sy haat 

k or teachers apna experience share krty hain or students apna krty hain is tarha mujy 

lagta hai k kaafi faida hota hai students ko books understand krny mai or baaki 

activities mai b’. (Translation: Your mind remains limited before entering university. 

Teachers are very reserved in colleges as compared to the friendly teachers at 

universities. Here, at university, teachers teach comprehensively. The students and 

teachers share their experiences and help each other to learn beyond textbooks. This 

way, I think, it is easy to understand subject content and to participate in class 

activities.) 

PRS9 reflected further on other advantages of EMI: ‘I am studying communication 

skills. Technical report writing and other subjects related to English language are 

definitely improving my communication, presentation, writing and other soft skills. It will 

ultimately pay me in my professional life’.  

The responses show that learning and practising with EMI is a slow process for them. 

PRS3 recalled his early days at the university: ‘Well, I (Pause), at start, I was not very 

confident in speaking English and to introduce myself in class to teachers and other 

students as we were expected to do. So it was like….. (pause) ummmm…what can I 

say like (pause)…..was not confident about my language skills. I had problem to speak 

and communicate fluently in English language. But now I have improved a lot’. PRS7 

said: ‘Reading krny sy mai hamesha darta tha lakin ab mai enjoy krta hu. I think k 

ahista ahista hee hum seekhty hain or galt bol k hee sahi bolna seekhty hain’. 

(Translation: I was always scared of reading but now I enjoy it. I think we learn gradually 

with time because we learn to speak correctly by speaking wrongly first.)  

On the one hand, some participants considered EMI helpful for their academic and 
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professional communication but on the other hand, others (mostly from the public 

university) reported various challenges in the EMI classroom.  

The coded expressions in interview analysis show the positive attitude of GLU 

students towards translanguaging pedagogic practice as the majority of them did not 

find EMI very helpful due to difficult vocabulary, minimal use of English during lectures, 

use of the translation method to understand difficult terms and insufficient exposure to 

and practice in English language skills. PBS1 remarked: ‘I think Urdu medium-

instruction will be more helpful for me than EMI when I will start teaching job. Most of 

the students will not understand English. English books have more technical 

vocabulary which is difficult to understand for students’. The same respondent was 

asked:  

Interviewer: ‘Your teachers do not use simple English to explain difficult concepts from 

textbooks’?  

Respondent: ‘No, they never use. Rather they use Urdu and we translate the 

meanings of words for assignment and examination preparation’.  

The public university participants were asked about the extent to which they 

experienced EMI in their classroom. Most of the responses contained expressions 

such as: ‘most use Urdu’, ‘to some extent’, ‘yes, somehow’, ‘we don’t experience EMI 

much’, ‘Somehow, not completely’. Some students showed a preference for the 

flexible use of first language to scaffold less proficient students’ EMI lecture and 

content comprehension. To support the idea of translanguaging, PBS1 highlighted: 

‘Teachers mostly use Urdu because if they use English, students will not interact with 

them or will not ask questions.’ Participant PBS4 agreed: ‘Most important thing for me 

is to understand the subject content, class participation and passing the examination, 

not the perfection of English language skills, so I think Urdu MOI is better’.  

The GLU students regarded the translation method as effective translanguaging 

pedagogical strategy because they had habitually learnt in this way since their school 

education. The comment of PBS3 validates the idea of translanguaging, ‘Urdu mai 

soon k hum samaj laity hain or English books k meanings or translation kr laity hain 

ye isliy b easy hai kyu k hum start sy yehi krty aay hain or ab ye hamy easy lagta hai, 

Vocabulary hee bs improve hoti hai, communication skills nahi’. (Translation: We 

understand with Urdu. We translate the meanings of books into Urdu. It feels easy 
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because we are learning in this way since early education and now, we feel it to be 

comfortable. (With EMI) we can improve our vocabulary only, not the communication 

skills.) PBS1 responded similarly: ‘Most of the teachers used Urdu so students can 

have a better interaction with them. Because I think students’ vocabulary and language 

skills are very poor in general’. It is worth noting that more advantages were reported 

by PPU participants while GLU students reported more challenges and obstacles in 

the EMI classroom.  

5.4.3 What difficulties do students face in the EMI classroom?  

In this section, the data analysis of the following question is presented. 

Q3: In the questionnaire data analysis, most of the teachers agreed that students do 

not understand the subject content and they lack class participation due to poor 

language skills. Do you agree? (see Students’ interview sheet in Appendix E1).  

The themes that emerged were combined for both groups of students as responses 

showed similar perceptions with no significant differences. The emerged themes from 

both public and private university student participants are presented in Table 5.20. 

Some PPU participants viewed the vocabulary in English subject-content as the main 

hindrance to coping in EMI classrooms. As PRS2 commented: ‘Subject content mai 

hamy mushkil hoti hai kyu k hmaari saari books English mai hain. Or saari books US 

ya UK writers ny likhi hain, or unho ny vocabulary bohat hard use ki hai. Lakin jo class 

participation hai us mai hamy nahi lagta k aisi koi problem hoti hai’. (Translation: We 

face difficulty with subject content in English which is written by US (United States) or 

UK (United Kingdom) authors who have used very difficult vocabulary. However, we 

do not feel any problem in class participation.)  

PRS4 also commented on the vocabulary used by teachers: ‘If they (teachers) speak 

English, they use fancy vocabulary and expressions. So, we (students) think if we will 

participate in discussion or will ask any question without using fancy English, teacher 

will demotivate us and will not listen to us because our English is not good despite the 

fact that our concepts are clear or our answers are right’. One student, PBS3 from 

GLU, agreed on the issue of vocabulary: ‘If presentations and group work tasks are in 

English, then major problem is with vocabulary. We do not have enough words to 

express our ideas and feel difficulty to form sentences during discussions and question 
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answer sessions. This problem with vocabulary impacts our confidence and motivation 

to speak in front of the class and teachers. We are afraid of speaking and rely only on 

listening and notes and textbooks. If teachers ask only to participate in English, I think 

no one would participate in activities or in presentations.’ 

Some other responses highlighted that it was not English language skills that made 

them afraid of speaking correctly or wrongly, but lack of exposure that made them 

afraid of mutual interactions. A PPU student was asked if they asked their teachers for 

further clarification of concepts which they did not understand. To this, PRS6 

responded: ‘kuch kahty hain magar zayada nahi kahty kyu k kuch students dary hoy 

hoty hain k hamy teachers pata nahi kya kahy gy, hum sahi word bol pay gy k nahi, isi 

liy wo pouchty nahi or wo peachy k peachy hee rah jaaty hain’. (Translation: Some ask 

for clarification, but majority of students do not ask because they are frightened of 

teachers’ possible negative response and also of speaking wrongly. This is why the 

students who do not ask they are left behind.). 

In similar vein, PBS9 remarked: ‘Students do not speak in English from their childhood 

that’s why they face difficulty in speaking and understanding English’. 

PRS7 highlighted the issue by comparing students from public and private schooling 

backgrounds: ‘Public waalo ko samaj nahi aati zayada magar zayada private waalo ko 

aa jaati hai, jin mai confidence hota hai unhy samaj nahi aati to wo pouch laity hain or 

jin mai confidence na ho unhy smaja naa aay to wo nahi pouchty or bethy rahty hain 

k pata nahi tecahers or baaki students kya kahy gy.’ (Translation: The students with 

private schooling background comprehend more than students with public schooling 

background. The confident students mostly ask for further explanation as compared 

to less confident students. The students are scared of negative response by teachers 

and other students and prefer to sit quietly). 

PRS5 also added, ‘We face confidence problems, language difficulties and 

understanding and communication difficulties when we enrol at a city's university. Here 

at university, there is high level of education and required communication and 

speaking. It takes time to understand teachers and our books. My speaking skills were 

not good at all. Now I can speak some words and phrases at least’.  

The second part of the question investigated students’ problems regarding their 

classroom participation. The two major themes that emerged were fear of 
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communication in English and the role of EMI teachers. The majority of participants 

reported having a fear of speaking as they were afraid of negative judgements from 

teachers and peers. A public university participant PBS2 elaborated: ‘….so the ideas 

and views we have in our minds we dump within ourselves and we do not 

communicate those ideas to others just because of English and because we are not 

fluent and are scared of speaking wrong English’. 

PRS3 articulated his view: ‘It depends on both: their confidence and their language 

skills. When students do not understand the content or lecture, they do not gain 

confidence to speak in class in front of so many students and lack class participation 

because they think that it will go wrong and people (other students) will laugh at them’. 

Another PPU student explained that: ‘Students with poor language skills do not ask 

questions to teachers to understand textbooks. They are scared of teachers' negative 

reaction or feedback. They are scared of speaking wrong words even in Urdu or asking 

for irrelevant question’ (PRS6).  

Table 5.23 Identified themes on students’ difficulties  

 

Interview item Emerged themes 

Difficulties in subject-content and lecture 
➢ Vocabulary 

➢ Previous linguistic experiences 

Difficulties in EMI classroom participation 
➢ Role of EMI teachers 

➢ Fear 

 

5.4.4 Students’ perceptions of academic anxiety 

Related to the discussion above on students’ difficulties, this section presents findings 

on students’ responses regarding the stress of examinations. As explained in the 

Methodology chapter (see Section 4.4.4), this study uses explanatory sequential 

research design. The questionnaire data analysis provided some findings which were 

further explored in the interviews section. The questionnaire findings show (see 

Section 5.2.9) that private and public university teachers agreed that students felt 

stress when writing examination. To explore these quantitative findings more deeply, 

the following interview question was asked to find out students’ responses on the 

issue.  
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Q 5: In the questionnaire findings, most of the teachers agreed that students feel stress 

to write examination. Do you agree with teachers’ response? (see Students’ interview 

sheet in Appendix E1).  

The emerged themes are presented in Table 5.21 below. The majority of GLU students 

agreed with teachers’ responses and highlighted various reasons for being stressed. 

PBS7 said: ‘Yes, students feel stress because they have fear of grammatical mistakes, 

that if they would do any grammatical or structural mistake they would get bad grades 

that would affect their overall percentage’. PBS4 commented on the issue of time 

allocation in examinations: ‘Yes, time is short and paper is long, that is the only 

problem. My writing skills are good and I memorise all the topics very well.’ PBS1 

reports, ‘Yes, somehow. It is natural also. We have stress of getting marks, stress of 

passing examinations and stress of attempting long papers in short time’. The rote-

learning, memorisation, fear of evaluation and unseen questions were also among 

stressful factors for some students as PRS2 confirmed: ‘There are many words and 

vocabulary we remember from class lesson in examination. However, the unseen 

questions are the major problem to give stress and to make us forget whole paper’. 

Some PPU students found the use of their first language an important indicator to 

concentrate and pay attention inside the EMI classrooms to elevate lectures and 

textbooks comprehension. PRS8 referred to this aspect of learning: ‘Ye fixed mindset 

b hai students ka. They think k ye sir ny English mai parrhyaya tha kaash sir ny Urdu 

mai btaaya hota to hum yaha apny words mai usy English mai translate kr laity. Hala 

k I think agar hum ny English mai hee attentively suna hota to zayada easy hota hai 

paper mai likhna’. (Translation: This is also due to the fixed mindset of students. They 

think that teacher has taught this (any specific question in an examination) in English. 

It would be helpful if teacher would have taught this in Urdu so we could understand 

and translate here in our own words. But I think if students were listened attentively in 

English, it would be easier to write in examination.)  

The coded expressions of students suggest that students who were active participants 

and paid attention in lectures experienced a minimum level of stress, particularly in 

examinations. PBS3 shared her thoughts: ‘No I don’t think so. Kyu k 1st grade sy hee 

hum paper likhty aay hain yaad krty hain or examinations mai to bs likhna hota hai to 

us mai stress nahi hota’. (Translation: No, I do not think so. Because we are used to 
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memorisation and writing examination from Grade One. As we are only required to 

write, we do not feel any stress.) Another participant from PPU elaborated: ‘Actually, 

they (students) don’t feel stress, I don’t agree. I think if they don’t participate in class 

activities and class discussions, they may feel stress. But you know the fact is that we 

are habitual of writing since our childhood, in schools and colleges we always write’ 

(PRS4). 

As a conclusive comment, PRS8 suggested: ‘Students ko daily ka kaam daily basis 

py hee krna chahy, lazy ho k chorrna nahi chahy jub wo pile up ho jata hai to burden 

ban jaata hai. Jaisy 90 minutes ka lecture hai to it doesn’t take more than 20 to 25 

minutes to revise the lecture at home. If students study only for 2 to 3 hours at home I 

do not think k wo kabi fail ho gy ya stressed ho gy exams mai’. (Translation: Students 

should study on a daily basis. They should not be lazy otherwise study stuff could pile 

up as a burden. For example, a lecture is 90 minutes which does not take more than 

20 to 25 minutes to revise at home. If students study only for 2 to 3 hours at home, I 

do not think they will fail or stress in examinations.)  

Table 5.24 Identified themes on stress and examinations 

 

Yes, we feel stress in examinations because 

of: 

No, we do not feel stress in examinations 

because of: 

➢ Less comprehension of EMI lectures 

and textbooks 

➢ Stress of achieving grades 

➢ Established habit of writing 

➢ Effective time management 

➢ Attention in classroom 

 

5.4.5 Students’ perceptions of EMI classroom activities 

The following findings represent the qualitative data analysis of the interview item 

below.  

Q 4: What comes to your mind when you hear about collaborative and communicative 

learning approach (CLA) in EMI classroom in universities?  

4A: Have you experienced any activities linked with this approach? (see Students’ 

interview sheet in Appendix E1)  
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This interview question was set against the chosen theoretical framework of 

Vygotsky’s sociocultural theory and aimed to investigate participants’ responses to 

communicative and collaborative classroom activities. The type of activities being 

practised currently in both universities were identified as: group and individual 

assignments and presentations; debates; group and individual assignments; group 

discussions; prompt presentation ‘where students get a piece of paper from teacher 

with a topic or word on that and we have to give a short presentations on that word in 

a minute’ (PRS3); story making with images; quiz sessions; practical field work and 

case studies. 

The evidence indicates that communication, collaboration and interaction were the 

major themes that emerged from interview analysis of what students thought about 

collaborative academic activities. PBS2 reflected: ‘To do communication with others, 

with teachers, students and families. Collaborate means to help and cooperate with 

each other in group activities to encourage and motivate others to participate in 

discussions and tasks, to understand subject content. Because everyone has different 

opinions and thoughts, with discussions we learn from each other’. 

The coded expressions show that the majority of students in both groups found these 

activities helpful to improve language skills and to increase mutual assistance in EMI 

classrooms. PRS2 reported: ‘Ye learning approach apko group study or group 

assignments mai bohat help krti hain, aap aik doosry sy discuss krty hain jo teachers 

ki samaj nahi aati wo aik doosry sy clarify kr laity hain’. (Translation: This learning 

approach helps you in group study and group assignments. You can discuss and 

clarify the ideas and concepts from lectures to each other.) Another PPU student 

stressed the advantages of working in groups while enhancing content 

comprehension. PRS7 commented: ‘I think is ka matlab hai aik doosry k saath baat 

krna or apny views share krna. Yaha is university ki aik baat mujy ye b achi lagi k jub 

course start hota hai to students aik doosry ko nahi jaanty, phir teachers groups bnaaty 

hain to students aik doosry k saath attach hoty hain communication start hota hai, jaisy 

hamy assigmnet milti hai jis mai 15 questions hoty hai jo aik individual student k liy 

difficult hai, group mai 5 students hoty hain or aik student ko 3 question milty hain baad 

mai students aik doosry k saath apny answers ahre krty hain jis sy asaani hoti hai 

books ko understand krny mai’. (Translation: I think this approach means to 

communicate with each other to share our views. Here, in this university one thing I 



167 | P a g e  
 

like most. In start, students are unknown to each other. Later, teachers grouped them 

together to work together. For example, when we, as a group of five students, get a 

group assignment that contains 15 questions, we give 3 questions to each student. 

Afterwards, we share our answers to each other that make content comprehension 

easy for us.)  

However, for some other PPU students, academic activities, particularly group tasks 

did not facilitate learning as they expected. The evidence confirms that the problems 

of lack of commitment by some group members to the given task, leadership problems 

and dependency on others for their own assigned tasks made them resistant to these 

activities. A respondent from the private university shared his experience of working 

in groups. He said: ‘If I share my experience working in groups in different subjects 

like information technology and sociology, the communication and working with some 

of the students is very hard because they are not interested, and they are not ready to 

take any responsibility that affects the overall group work and team communication. It 

was hectic and tiring with some students. They depend on others where some 

students in a group are free riders, and some others are lazy leaders’ (PRS1). 

Participant PRS3 shared a similar view: ‘But it is stressful sometimes because not all 

students in a group work really hard, they don’t really like to have discussions and 

work as a team. They prefer to work with their own friends. It is not good at all’. 

Some students were motivated but struggled with the discrimination they faced in the 

class activities. PRS4 commented: ‘Magar aap kabi kabi is mai left over b feel krty ho, 

like aapko jub importance nahi di jaati, otherwise motivation aata hai group or pair 

work sy or presentations sy’. (Translation: But sometimes you feel left out in these 

group activities. For example, when you are not given importance. Otherwise, we feel 

motivated with group and pair activities and also from presentations.) 

The same respondent was asked:  

Interviewer: Why do you think that students feel left out in group activities?  

Respondent: ‘….Because group mai hamesha aik leader bnaya jaata hai. I think k 

leader ki waja sy problem hota hai as no one get equal chance to participate. Wo apny 

favourite friends ko prefer krty hain. I think k leader nahi hona chahy sbko equally 

participation ka chance milna chahy, warna siraf aik ya do kaam krta hai other 3 are 

just sitting and listening, they feel demotivated’ (PRS4). (Translation: Because there 
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is always a leader assigned to every group. I think the leader creates more problems 

and he is unwilling to provide equal chances to everyone to participate. He only prefers 

his close friends. I think there should not be leader, so everyone gets an equal chance 

of participation and to do tasks. Otherwise, only one or two group members do the 

whole task and others are just sitting and listening. They feel demotivated.) 

Overall, the analysis indicated that private university students faced more problems 

with CLA in EMI classrooms than public university students. This could be attributed 

to the PPU teachers not assigning or explaining the individual roles of group members 

leading to some members being followers only. It might also suggest that GLU 

participants did not frequently experience collaborative classroom activities during 

primary and secondary education due to lack of awareness or training of teachers in 

rural areas. Another interesting fact to note was that students did not report resisting 

CLA because of any language problems but because of failures of commitment and 

leadership. These findings call into question the role of teachers during these activities, 

who failed to overcome these challenges. The findings below on teachers’ interviews 

offer some answers to these issues.  

5.5 Presentation of findings (Teachers’ interviews)  

This section presents the qualitative data analysis of teachers’ interviews from both 

universities. The sub-themes and major themes are discussed based on the interview 

items and are divided into the categories below: 

1. Importance of EMI in training workshops  

2. Teachers’ perceptions of their current teaching methodology 

3. Teachers’ perceptions of students’ difficulties 

4. Views on the interconnection between EMI and academic activities. 

5.5.1 Importance of EMI in training workshops  

In this section, the qualitative data analysis of the following question is presented. 

Q2: Does your university offer any pre-service or in-course training on teaching 

methodology specifically in the context of using English medium of instruction in 

classroom?  

2A: Have you attended any? (see Teachers’ interview sheet in Appendix E2).  
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This interview question aimed to explore participants’ experiences with training 

workshops. It investigates the importance given to EMI pedagogy in training sessions 

for teachers teaching in the science and social sciences faculties. The data analysis 

shows that there were pre and in-service training workshops; however, these were not 

tailored for EMI teaching methodology and using translanguaging as a pedagogic tool 

in EMI setting. The majority of participants in both groups had attended one or other 

in-service training workshop or seminar depending on their specific subject content. 

The data analysis shows that the training sessions were less frequent but compulsory 

for the teachers teaching subject content such as English language, science and 

computer science in both universities. However, the participants showed a lack of 

awareness of any training programmes related to EMI specifically. They reported that 

most of the content of the workshops was related to ‘how to handle the course work, 

books’ exercises……, and how to engage students in class participation’, as reported 

by PBT2. PRT1 added that teachers learned ‘how to set assignment quiz, how to 

upload grades, how to use portal but not specifically EMI teaching’. PBT3 referred to 

the fact that the final decision to use first language in EMI classroom depended upon 

teachers working in the field to decide which methodology to use. She stated that: 

‘teaching methodology is also part of training, but we have to decide on our own to be 

bilingual or purely use EMI in classroom’. 

No great importance was attached to the issue of EMI education in these training 

sessions. PRT3 from the private university highlighted the possible reason for not 

having EMI training, stating that: ‘Specifically EMI is not included because it is 

something already understood…….The private education sector is supposed to 

implement EMI because the syllabus is in English, but yes, workshops include the way 

of delivering lessons………..other communicative and collaborative techniques are 

part of the training sessions’.  

To fill the gap of EMI in training workshops, the private university brought in the peer 

review strategy for professional development including EMI pedagogy for new, 

inexperienced teachers. PRT3 reported: ‘We have a kind of procedure where new 

inexperienced teachers visit the experienced teachers’ lectures to learn their effective 

techniques and teaching methods’. 



170 | P a g e  
 

Generally speaking, there were other reasons to question the effectiveness of these 

pedagogical training workshops. As the emerged themes show, some factors may 

include the attitude of teachers which were often not serious, unequal chances 

provided to teachers to participate in these sessions and a lack of follow-up of 

circulated techniques through these training sessions. Public university respondent 

PBT4 commented: ‘The government arranges such trainings occasionally, but the 

relevance and outcomes of these trainings are questionable’. The PPU respondent 

PRT2 agreed and voiced a similar concern: ‘It depends on how much interest you 

have in those workshops or training sessions. Many times, the training sessions and 

workshops are held in other cities where you have to take your families with you. Then 

there are other issues as well, food, hoteling and lodging, means financial handling. 

The focus of most of the teachers is to enjoy with families there, while some others 

only concern with diplomas and certificates rather than learning’. 

The majority of participants commented that some of these training workshops were 

irrelevant and might not be very effective as the teachers had to modify their teaching 

methodology inside the EMI classrooms based on learners’ translanguaging needs 

and linguistic competence. The teachers reported that most of the time they had to be 

bilingual with extensive use of Urdu due to the diverse educational and linguistic 

backgrounds and language skills of their students. 

The findings above throw light on the perceived importance of EMI methodology by 

teachers, workshop organisers and institutional management. The data analysis of the 

following question highlights public and private university teachers’ perceptions of the 

significance of EMI that is closely related to the preceding findings on the inclusion or 

exclusion of EMI methodology in the training courses.  

Q6: Do you think English Medium of Instruction can play any role to improve the 

passing percentage of students in subject content that is in English?  

The data analysis shows that teachers in both groups considered EMI to be effective 

for lectures and subject content comprehension, to improve language skills, for 

internship, job opportunities and future possibilities to study or teach abroad. PBT1, a 

mathematics teacher, thought EMI important to understand the scientific concepts 

clearly. She asserted that: ‘If they [students] are able to understand written statements 

of questions that is in English only then they would be able to answer it fully and 
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correctly. And their comprehension is only possible when they are fluent in English 

language skills and when they can understand written English’ (PBT1).  

On the one hand, PBT3 from the public university held that ‘our whole course has 

transformed from Urdu to English according to international market and standards. So, 

we have to focus more on learning and practising with EMI’. On the other hand, a 

private teacher regarded Urdu medium-instruction more practical than EMI. PRT1 said 

that:, ‘mery students iss IT class mai acha result daity hai bilingual teach kr k b, they 

understand everything, mery baaki course mai students……….acha perform krty 

hain…… I think bilingual sy students zayda acha samjaty hain. Lakin agar students 

international market mai jaana chaahy or compete krna chahy to I would day they 

should consider EMI’. (Translation: All of my students produce better results if I teach 

them with bilingual method. They understand everything. In my other courses, 

students perform better as well. I think students understand the concepts better with 

bilingual teaching methodology. But if students want to enter in the competitive 

international market, then I would say they should consider EMI.) 

Although teachers at both universities agreed that they were expected to focus on 

content and knowledge-based learning rather than focusing on assignments, grades, 

and examination preparation, they felt that for improved comprehension they had to 

adopt translanguaging pedagogic practices in the classrooms, usually with extensive 

use of Urdu. Some of the respondents did not consider EMI productive as they thought 

that EMI education was not effective when students were unable to develop critical 

language skills due to their rote-learning and memorisation learning habits. 

The participants regarded the evaluation system to be the actual reason behind 

students’ learning habits and teachers’ existing pedagogy. PBT2 elaborated: ‘hmaari 

evaluation memory py ho rahi hai k hum ny kitna acha memorise kiya hai content ko, 

or kitna acha paper mai likh sakty hain, agar hum acha memorise kr k word to word 

likh diya hai to hmaary marks bohat achy aa gy hain. Or agar hum aisa nahi krty or 

siraf comprehension py focus krty hain to hum wo paper nahi kr sakty’. (Translation: 

Our (students’) evaluation is based on the memorisation skills that’s how good we are 

in memorising the subject content. If we are good in memorising and writing word-for-

word in examinations, we get very good marks. And if we do not do this and only focus 

on comprehension, we are unable to attempt the paper.) Participants also believed 



172 | P a g e  
 

that memorisation of the content might make students less creative and unable to 

analyse concepts critically. A similar issue was identified by PRT2 who stated: ‘Most 

of the students are unable to critically analyse the questions or topics and unable to 

apply their knowledge or concepts they have been taught in their previous degrees. 

They are unable to elaborate or explain even in the local context. That is the main 

problem that they don’t have the creative writing skills.’ 

5.5.2 Teachers’ perceptions of their current teaching methodology 

The following question is presented with data analysis in this section: 

3: What is your current teaching method regarding medium of instruction? Are you 

satisfied with your teaching practices in the classroom? Explain. (see Teachers’ 

interview sheet in Appendix E2). 

As described in the Methodology section, the data collection process followed the 

explanatory sequential method (see Section 4.4.4). The questionnaire findings on the 

extent to which EMI was used in the classroom were further investigated in classroom 

observation and then again in the interview section. The corresponding interview 

question below explores teachers’ responses to their current teaching methodology in 

their classrooms, specifically regarding medium of instruction.  

3A: During class observation I observed that you were using EMI/Urdu MOI/Bilingual. 

Are you satisfied with this teaching methodology’? 

The participants whose lectures and classroom activities were observed during 

classroom observation were asked the question in a slightly changed form: 

Q: During classroom observation, I observed that you were using EMI/Urdu MOI 

/bilingual with more use of Urdu. Are you satisfied with your current teaching 

methodology regarding medium of instruction?  

The evidence indicates that teachers were satisfied with their current teaching method. 

The reasons they provided were categorised into the following themes: students’ 

different educational and medium of instruction background; making textbooks 

comprehensible; focus on finishing the syllabus and passing the examination; stress 

of achieving good grades; and lack of concept-based learning.  

The majority of participants in both groups reported being bilingual with extensive use 
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of Urdu because students had diverse educational and linguistic experiences and were 

confused, anxious and stressed if teachers used EMI throughout their lectures. The 

teachers asserted that their students had developed rote-learning habits from school 

education which was difficult to change at university level. PBT1 articulated her view: 

‘I would say, students have very bad background in English culture, I mean they will 

not understand anything if I explain everything in English … I can see their faces, they 

are so confused that they are unable to understand anything … When I conduct any 

question answer session in my class about their previous learning, I was disappointed 

to know they know nothing’. She shared her experience as a teacher of mathematics: 

‘There is hardly anything to write in English in Mathematic, you cannot imagine their 

spellings are so poor, they are unable to write spelling of ‘definition’, they are unable 

to write even one definition, there are 40 students in class, not a single student was 

able to write correct spelling of ‘definition’, instead they wrote ‘defi-nation’, similarly the 

word ‘explanation’, it is simple and commonly heard expression, they know the spelling 

of ‘explain’, so when they write explanation they write ‘explain-ation’’ (PBT1). 

PRT3 also shared a similar perception: ‘If we have students at intermediate level, 

came from rural areas where best teachers are not available, then they might be at 

different level, not intellectually but at grooming, presentation or communication skill 

level’. PRT2 also confirmed: ‘Many students have also rural background. Such 

students started English learning from Grade 6. They are not fluent or good in 

understanding English’. 

Both groups of respondents agreed that difficult concepts and scientific terms also 

bound teachers to modify their pedagogy to make it comprehensible for students. For 

example, PRT1 reported: ‘jub mai EMI sy teach kru to I observe k bohat sy students 

meri baat ko smaaj nahi paaty, to English mai bola hoa sentence mujy Urdu mai b 

translate krna parrta hai taa k sb students ko samaj aa saky’. (Translation: When I 

teach with EMI, I observe that most of the students are unable to understand the 

lecture. Then I have to translate again in Urdu so all of the students can understand. 

PRTT2 also added: ‘Most of the guidebooks, syllabi or course books are written by 

foreign writers specially by American or European writers. The writing style and 

vocabulary in those books is most of the time difficult to understand for students here 

in Pakistan’. 
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However, some respondents still felt EMI education and linguistic competence to be 

significant for students. On this issue, a PPU respondent found teaching English 

language skills important for science students. PRT3 commented that: ‘Even if some 

students doing statistics, or maths, with presentations skills and teamwork they get 

confidence to face the audience and to become better communicator’. PRT4 added: ‘I 

myself being a science teacher, have to focus earnestly on scientific concepts but for 

their future practical life we need to focus also on EMI. I conduct both pair and group 

discussion, presentation and quiz sessions in English to make students speak English 

in classroom’. 

5.5.3 Teachers’ perceptions of students’ difficulties  

As mentioned above, following the explanatory sequential method, the questionnaire 

data analysis advanced some findings for further investigation through interviews. The 

questionnaire analysis indicated that students became anxious and felt stressed 

during EMI classroom activities. The question asked: 

Q4: Most of the students agreed that they are anxious to speak in front of the class 

and feel stress to make presentations in English. Have you felt such scenario in your 

class? (see Teachers’ interview sheet in Appendix E2). 

The qualitative data analysis provided the following major, interrelated themes: 

1. Lack of language exposure inside and outside the classroom 

2. Fear 

3. Role of teachers. 

The respondents reported that lack of exposure to language skills in previous school 

education was the major obstacle possibly compromising students’ competence in 

coping with EMI teaching and learning practices at university. The different social and 

educational backgrounds of students were likely to impact their interest and 

willingness to participate in academic activities and to develop linguistic capital. Lack 

of appropriate vocabulary increased their stress and anxiety levels. One GLU teacher 

confirmed: ‘Sometimes students confident hain baat kr sakty hai, lakin apni language 

mai, unhy content pata hai un k paas knowledge b hai, or expression or confidence 

lose krta hai students if they are bound to communicate in English, the language they 

don’t know well’ (PBT2). (Translation: Sometimes students are confident, they are 

knowledgeable about the content, but can only talk in their (first) language. Students 
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lose their confidence and expression when they are bound to communicate in English 

language, the language they do not know well.)  

PRT2 pinpointed a similar reason for students’ lack of confidence: ‘Students from elite 

private EMI schools and colleges have much better accent, and communication skills 

than other students from non-elite private or government schools other than in Lahore 

(urban area)’. 

Similarly, PRT1 indicated that students who lacked confidence and were fearful mostly 

came from a rural background. He stated: ‘Wo villages sy aay hoty hain or different 

educational and cultural background sy aaty hain, kuch students Urdu MOI sy aaty 

hain ji ski waja sy unhy hesitation face krna parrta hai’. (Translation: These students 

come from villages with different educational and cultural backgrounds. Some 

students come from Urdu medium-instruction that makes them feel hesitant.)  

PBT1 reinforced the point that due to their diverse linguistic and educational 

backgrounds and less proficient language skills, EMI may affect students’ anxiety, 

stress, fear and confidence at universities: ‘For presentations, we required and 

demand them to explain everything in English, but as I said they are not habitual of 

using English, so they find it very difficult to speak in front of the whole class, they are 

not confident and feel embarrassed and think what will happen if they speak anything 

wrong in front of the class, surely there are problems. But the students who have 

background with EMI and their teachers have worked very hard with them only they 

are able to conduct very good presentations. Otherwise, more than half of the class 

they feel shy they feel embarrassed, they are just shivering and their colour fade away 

and it feels like that they would get fainted.’ 

A private university teacher, PRT3, commented that students’ fear is natural in the 

context of lack of exposure. It may also indicate inadequate and poor teaching 

methodology at schools. He stated: ‘This (feeling fear) is something natural…. It is not 

wrong or negative to be hesitant or shy … This is something not being exposed to and 

not being experienced to something before. English as spoken language is something 

we don’t use at home. And even it is not encouraged in most of the public and small 

level private schools in remote areas.’  

PRT3 went on to elaborate: ‘Mainly school and educational background, their family 

and social background, rural and urban background. Our schoolteachers are not the 
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best who are teaching, and when you go to rural areas, teachers’ performance is more 

compromised there. Private sector has better teachers because they are offered better 

salaries, packages.’ He reflected on his personal experience as well: ‘It’s easy to 

improve and groom students with better educational background,… students in private 

schools are good with grammar, written expressions and spoken language as they 

prefer English language communication and interaction with students at school level. 

I have seen in my home that one of my sons is dominant in all areas of language skills, 

and content comprehension than other sons just because of different schooling 

background and different type of social and educational exposure.’ 

The fear of evaluation also played a major role which was directly linked to EMI 

classroom practices. PBT2 argued that the evaluation system ‘do not provide any 

practice for English communication skills, because we take English only as a subject, 

not as a language’.  

When all the factors discussed above are combined, teachers are put under the 

spotlight as the central role-players. They reported that the faulty examination system 

and stress of finishing the syllabus forced them to promote memorisation, although 

they realised the need to motivate students. They reported their efforts to help students 

overcome their fear and lack of confidence. For example, PBT3 asserted: ‘I encourage 

my students that do try at least to speak English so they can improve their skills, there 

is nothing to laugh at, because we are learning a language, We can make mistakes 

but we should keep trying without shattering our confidence’.  

PRT4 from a private university believed class activities were the solution to overcome 

stress: ‘Shy students must be given confidence, motivation to speak English on class 

forum. More and more whole class discussions, group and individual presentations 

play a vital role to eliminate shyness’. 

 PRT3 believed in the importance of students’ existing and actual potential if they were 

willing to participate: ‘That student or teacher will perform better or will improve in any 

skills if they come out of their comfort zone, which is always painful. Students feel 

shyness but they try, and they do come out of those fear only then they learn and 

improve themselves’.  
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5.5.4 Views on the interconnection between EMI and academic activities 

This section presented the qualitative findings on the following question:  

Q5: What comes to your mind when you hear about the collaborative and 

communicative learning and teaching approach in English Medium of Instruction 

classrooms in universities? (see Teachers’ interview sheet in Appendix E2). 

This question was based on Vygotsky’s sociocultural theory and aimed to investigate 

the effectiveness and possible resistance to CLA in EMI classrooms in public and 

private universities in Pakistan. 

Based on data analysis, the classroom activities conducted in the selected universities 

were found to be field work, debates, presentations, task-based activities, group and 

individual assignments, peer discussions and topic discussions.  

The evidence indicates that participants from both groups found these activities helpful 

to create interactive and communicative classrooms, to encourage students’ 

participation, for mutual learning and to make them willing to learn independently. 

However, teachers believed that these activities need to be designed, implemented 

and monitored systematically to make them more effective.  

PBT4 drew attention to the need for supervision of these activities. She stated: ‘Group 

discussions and presentations are a healthy practice to encourage the students to 

speak in English and overcome their shyness, but these group activities need strict 

monitoring, or it will be a mere wastage of time’ (PBT4). PRT4 from PPU regarded 

teachers’ commitment as an essential element during class activities, stating that: ‘I 

deem teacher’s immersive involvement makes a difference. It has been observed if 

teacher lacks inner resolve and commitment then even scientific communicative 

mechanism is employed, group discussions and debates are incorporated to keep 

classroom alive and interactive, set of targets involving creativity among students do 

not come to fruition … what is required to do so is just pragmatic involvement of 

teacher into class and students' affairs’. 

Both groups of participants referred to various strategies and techniques to make 

students confident and class activities more productive. PRT1 believed in offering 

incentives for students: ‘There are all types of students in class. Mostly they are ready 

to take part in class discussions. To active weak students I announce bonus marks for 
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discussions participation, so they show willingness’. PRT3 believed: ‘Interactive 

sessions are beneficial, we encourage, and we appreciate whatever they say and 

contribute in class’. PBT1 from the public university stated: ‘We made groups in the 

class in which one student is very good in spoken English with some weak students 

so that they would learn from discussions (with each other). And definitely with the 

teachers, they must have some (interactive) sessions to exchange their ideas, improve 

their expressions and language skills’.  

The responses show that communicative class discussions are helpful in many ways. 

PRT2 reflected: ‘Student-student and student-teacher communication and interaction 

not only improve language skills, communication styles but also subject content 

understanding, and also improve the relationship between teacher-student, not only 

inside the classroom but also outside the classroom in social scenario’. PBT1 was 

asked if she thought group activities or interactive class discussions were beneficial in 

making students confident to learn. She responded: ‘Definitely, definitely, it will boost 

their confidence … if we encourage students in presentations and group activities, 

definitely we are preparing them for the practical field’. 

The study revealed that there were problems for the effective implementation of CLA 

in Pakistani EMI classrooms. The data analysis shows that some teachers resisted 

these activities and reported problems of lengthy syllabus and time management, 

overcrowded classrooms, and lack of students’ willingness to conduct communicative 

and interactive class activities as reasons why the approach did not work in practice. 

PBT1 stated: ‘We don’t have enough time. We have lots of burden for the syllabus and 

everything’. Similarly, PBT3 believed: ‘If we allow class discussions every day, we 

cannot complete our course, so we fix a day for class discussion’. The overcrowded 

classrooms were also the problem for PBT3 who added: ‘Sometimes yes there are 

overcrowded classrooms and I face problem to conduct class discussions.’ The 

imbalanced participation of all group members also made it difficult to conduct class 

activities successfully. 

Interviewer: ‘Are students willing to participate in such activities?’  

Respondent PBT2 answered: ‘ummm, not every member of group, there are few jo up 

front aaty hain or kaam krty hain, individual presentations zayda effective hoti hain’. 

(Translation: Not every member of the group. There are few who come to the front and 
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do tasks willingly. Individual presentations are more effective.) PRT2 reported a similar 

scenario: ‘In start what I observed in group presentations that only one student from 

group came on the dais and present everything. But for me, every student should 

come to the front, and they should speak for 2 to 4 minutes to what have been 

assigned to them’.            

The analysed data is presented in tables, figures along with interview quotations. In 

conclusion, the findings highlighted the significant role of English language through 

EMI lectures and subject content in the teaching and learning practices in public and 

private universities in Pakistan. It is noted that habitus and different forms of capital 

influenced deeply inclusive academic activities that possibly create favouritism and 

inequality between students and teacher’s relationship. The difficult vocabulary, 

limited previous linguistic exposure and lack of willingness to participate in academic 

activities are the major indicators pushing back students into stressed and anxious 

learning environment. However, based on the findings, it can be assumed that 

teachers’ ineffective pedagogy, burden of lengthy syllabus and lack of training make 

them less interested to adopt different roles to make EMI implementation a success. 

These findings are discussed in detail in the following chapter.   
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CHAPTER 6 - DISCUSSION OF FINDINGS 

6.0 Introduction 

Chapter 6 provides a discussion of the findings presented in Chapter five. In the 

context of the research questions, the discussion opens with the way habitus and 

capital may influence the choice of English Medium Instruction (EMI) education 

through a certain type of institution. Also highlighted is the interconnection between 

EMI education and different forms of habitus and capital that may perpetuate inequality 

in accessing quality education in Pakistan. The chapter also includes discussion of the 

different challenges undergraduate students experience in EMI classrooms in public 

and private universities. In addition, evidence regarding the integration of the 

collaborative teaching and learning approach in terms of its effectiveness and 

participants’ resistance to it in the EMI classroom is also explored. The discussion is 

intended to shed some light on the impact of different − positive and negative − 

affective variables on classroom participation and overall academic performance.  

6.1 The need of EMI education in Pakistan 

The significance of the English language as an international lingua franca is 

highlighted in Chapter 3, ‘Literature Review’. English is an essential political, 

economic, social, cultural, and educational mode of communication among native and 

non-native speakers globally. Although, Pakistan is situated in the outer circle of 

Kachru’s three-circle model (see section 3.3, Chapter Three), as an ex-British colony, 

English is so deeply rooted in all social structures that knowledge and ability to use 

the English language for communication is considered a fundamental survival skill in 

competitive academic and economic settings. Evidence from the current study 

demonstrates participants’ perceptions of the advantages of EMI education and 

linguistic competence acquired through education. The data indicate that both groups 

of teachers and students at the two selected public and private universities perceived 

the possession of cultural capital compelling for a variety of reasons inside and outside 

the academic classroom. 

In the same way that English played the role of as a defining factor in the colonial era 

(see Section 3.2, Chapter Three), the findings of the current study show that students 

at both universities perceived the possession of English language skills outside the 

classroom as a symbol of power, social status, and dominance over those who lack 
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such skills. A large proportion of students from PPU regarded EMI education as 

significant in developing a linguistic fluency that would be beneficial in securing better 

professional opportunities. The participants believed that the more they possessed 

cultural (educational and linguistic) capital, the better they would perform in both the 

university’s formative and summative assessments, and any external competitive 

examination such as CSS (see Chapter One) and as a result, advance.  

The two groups of students deviated from one another in their motivation to learn 

English. PPU students were motivated instrumentally to receive EMI education to build 

their communicative competence, to perform better academically, to participate in 

cultural activities and to elevate their social networking. GLU students, on the other 

hand, perceived EMI education solely in terms of a demand created by the modern 

digital era, but non-essential for any sort of academic, professional, or social 

advantage. The grounds for such disparate perspectives may lie in the traditional 

cultural and social norms in Pakistan. A greater proportion of female students at GLU 

seemed to be oriented towards the teaching profession, whilst the male students in 

PPU were more business- and market-oriented. The GLU students’ perspective may 

have been based largely on their learning experiences acquired through traditional 

teaching practices which made limited use of EMI. Although the findings from teachers’ 

interviews emphasised the opportunities which effectively-delivered EMI education 

could promote concept-based learning, improved language skills and to pursue higher 

study, their teaching methodology failed to demonstrate these perspectives 

pragmatically during academic activities inside the EMI classroom.  

Thus, for students to enjoy the full advantages of EMI education and linguistic capital 

at the macro level, it is important to discuss the effective use of EMI at the micro level. 

The findings demonstrate that students at both universities perceived EMI as 

beneficial in understanding English subject content, scientific terms, lectures and in 

writing university examinations, yet, despite the realisation of its value, both groups 

found EMI challenging when participating in academic activities. GLU students, 

particularly, regarded EMI as a major obstacle because of their lack of vocabulary, 

inadequate previous linguistic exposure, lack of confidence and fear of making 

mistakes when speaking. Overall, the evidence highlighted students’ willingness to 

participate in academic activities and to enhance mutual communication if they were 

sufficiently competent in English language skills within the EMI classroom.  
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6.2 EMI and reproduction of educational inequality  

This section discusses the findings on the role of EMI in connection with habitus as 

explained in Chapter Two. The following discussion details some factors which 

illustrate how EMI educational practices in different education systems might 

reproduce inequality in being able to access quality education inside the academic 

classroom. 

6.2.1 Influence of family habitus on the choice of EMI education 

This section is based on the discussion of different socio-economic indicators and their 

impact on the affordability of EMI education in public or private education systems in 

Pakistan. Bourdieu (1986) argues that habitus is a sum of experiences that individuals 

acquire from their families in the form of attitudes, perceptions or socialisation 

experiences from friends while realising their social and academic standing. Against 

this theoretical background, similar to the findings of Manh, (2012); Channa et al. 

(2016); Awan and Zia, (2015), the present study found distinctive attitudes and 

perceptions linked with various socio-economic variables that possibly influenced 

participants’ choice of EMI education, their attitudes towards academic participation 

and their perceptions of public and private education systems.  

Supporting Awan and Zia’s (2015) study, the data in the current study confirm a close 

link between EMI education and various socio-economic indicators in Pakistan. These 

indicators include average family income and professional standing of parents and 

social status as factors determining the prestige and reputation of individuals and the 

way they are recognised in society. The data analysis shows that cost of education is 

directly linked with parents’ financial status. The quantitative evidence found that the 

majority of PPU students had an average family income between 80,000PKR to 

120,000PKR (approximately $525 to $810), compared to GLU students’ average 

family income, which was between 40,000PKR to 100,000PKR (approximately $262 

to $656). The average family income of both groups suggests the affordability of the 

different educational institutions. Private universities were expensive and charged 

higher tuition fee than public universities. This might explain why low- or middle-

income families registered their adult children in public universities, whereas families 

with relatively high incomes preferred to enrol their children in private universities. It is 

probable that the financial status of parents also determined their ability or inability to 

afford expenditure on private universities’ extra demands such as extra-curricular 
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activities, project-based assignments requiring field research, seminars and workshop 

costs, smartphones and internet connectivity. Being able to afford such extra costs 

may contribute to a sense of authority, power, leadership and prestige in some 

students over those who lack such financial resources. 

Money was also observed to be a significant factor in teachers’ choice of a certain 

university to pursue their professional careers. On the one hand, PPU teachers found 

high salaries, incentives and retirement funds attractive; on the other hand, GLU 

teachers found public sector jobs more attractive as they were permanent, unlike 

contract-based private-sector teaching jobs. Thus, both groups of participants had 

their own reasons for regarding their current institutions as more attractive and 

desirable than others. 

When considering other factors in the context of family habitus, a high proportion of 

students from both universities reported choosing a certain type of institution because 

of their parents’ encouragement. The majority of PPU students reported that their 

parents considered it a symbol of social status and prestige to communicate in English 

and to be registered in a private university. These findings correspond with those of 

Dearden (2014) and Channa et al. (2016) who found that EMI education was linked 

with the social status of parents who felt proud when their children used extensive 

English vocabulary in their daily conversation. Additionally, the majority of PPU 

students felt confident to manage their family businesses when they completed their 

courses in such subjects as business, marketing and computer science. On the other 

hand, GLU participants and their parents were confident that the value assigned to 

credentials and GLU itself as a public university would secure better professional 

careers, particularly in the government sector. These findings on parents’ perceptions 

and socio-economic status are supported by Manh (2012) and Channa et al. (2016). 

Overall, the findings show that family habitus in the form of parents’ perceptions, family 

business and their professional and social status may have a strong impact on 

students’ choice of EMI education in public or private universities, motivation to 

develop linguistic proficiency and their willingness to elevate their social standing 

through academic participation.  
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6.2.2  Institutional habitus and preferred type of institution  

This section discusses how the indicators linked with institutional habitus influence the 

choices and perceptions of individuals to access EMI education at public and private 

institutions. These indicators are discussed in this section in the form of selection 

criteria, infrastructure, previous educational experiences and linguistic exposure. 

Bourdieu (1986) argues that different fields have their own distinctive rules that decide 

how the competition will take place within them, determine who may enter the 

competition and how the winner or loser of that particular field will be decided. He 

regards educational institutions as a field of power and EMI classrooms as a field of 

language within that field of power (Bourdieu, 1986).  

In this theoretical context, merit, as a type of selection criterion, is seen as an important 

indicator of institutional habitus to make education accessible or inaccessible to 

different social classes. For the current study, merit is defined as a certain percentage, 

grade or score that a university sets to allow admission to eligible and deserving 

students. If a student scores less than a predetermined level in the merit list, they are 

not eligible to be admitted to that particular university. In the current study, the 

evidence indicates that both selected universities followed different rules regarding 

merit that impact individuals’ access to quality education. The analysis shows that PPU 

followed flexible merit rules to attract a large number of students, while GLU strictly 

followed their set merit criterion to enrol students for undergraduate programmes.  

The major reason provided by PPU teachers to make merit rules flexible was to 

provide access to private education for those who may have economic capital but do 

not qualify for the merit list for some reason. In addition, PPU participants reported 

that their university allocated some financial incentives and awarded scholarships to 

currently-registered students to keep them in the same university to pursue further 

education. PPU also awarded scholarships to students from middle- or low-income 

families to pursue higher education in prestige private university. GLU teachers 

regarded their merit criteria as a strength. The participants believed that registration 

based on merit was an effective means of bringing a potentially intellectual group of 

students into public universities, as compared to private universities. A flexible merit 

system and awarding scholarships based on merit might provide students with a sense 

of promising professional and higher education opportunities. As indicated, the 

majority of PPU students believed that educational credentials from a private university 
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carried more weight when they entered a professional field. However, GLU students 

and teachers shared similar perceptions of the credentials obtained at a public 

university. Despite having such perceptions, many students with public schooling 

background choose private universities and vice versa. Such trends give birth to 

heterogeneous classrooms comprising students with diverse educational and 

linguistic experiences. 

In the current study, it is argued that previous education with a different medium of 

instruction with different schooling may also be one of the major elements of 

institutional habitus impacting EMI teaching and learning practices at university level. 

The evidence indicates that diverse previous educational and linguistic practices 

impacted students’ academic participation, confirming the findings of Murtaza (2016), 

Mansoor (2004) and Mahboob (2003). It is also highlighted in the NEP Framework 

(2018) that students coming from different institutions with diverse levels of language 

proficiency face challenges to adjust in higher education. It is found that previous 

educational and linguistic capital may become a major ingredient in boosting students’ 

self-image and attitudes towards language learning. In agreement with Gerhards 

(2014), the present study also found that greater exposure to a language brought more 

linguistic capital. The PPU students with a private school education and EMI 

backgrounds experienced increased exposure to language skills and exhibited more 

confidence during academic activities when compared to students who had undergone 

public schooling with Urdu or other local language as a medium of instruction. The 

students with limited exposure to English might experience communication problems 

in EMI classrooms, also found by Murtaza (2016) and Lueg and Lueg (2015). On the 

one hand, as indicated by PPU students, the high level of linguistic capital may narrow 

down the linguistic distance between the first and second languages and make 

students’ EMI experiences more interesting; but on the other hand, limited English 

language exposure and lack of inclusion of other local languages could push some 

students into academic isolation, as reported by the majority of GLU students.  

In addition to the factors discussed above, the general environment and physical 

infrastructure may also be considered as a major role-player in the institutional habitus. 

For instance, the seating arrangements to accommodate students in spacious PPU 

classrooms seemed to be conducive to students’ attention and comprehension inside 

the EMI classroom, when compared to the overcrowded GLU classrooms (see 
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Chapter Five for detail). When combined, all these factors may create a diverse 

academic and cultural environment at both public and private universities.  

6.2.3 Power relationships in the classroom community  

It is evident that affordability and accessibility linked with external exclusion may not 

be an issue as compared to internal exclusion from being able to access equal 

participation chances in EMI education. This section presents the discussion on the 

interconnection of family and institutional habitus that possibly impacts the academic 

environment and mutual relationships between teachers and students inside the EMI 

classroom. The discussion on power relationships is based on the argument of 

Bourdieu (1986) that social norms and habitus influence individuals’ perceptions about 

their own roles and those of others’ around them. As discussed above, students from 

less advantaged social, educational, and linguistic backgrounds may experience the 

educational institution as a hostile place in which it is difficult to participate 

academically and be socially productive (Bourdieu, 1986). Power struggles within the 

field of education were prominent in PPU classrooms, where some students adopted 

an advantageous position and dominated others to maintain a class hierarchy.  

The issue of internal exclusion is more prevalent at private universities than public 

ones. Analysis shows that in heterogenous classrooms, some PPU students were 

given preference while the majority were ignored depending on the amount of cultural 

and linguistic capital they possessed, also found by Manh (2012). The majority of PPU 

participants appeared to have an awareness of how to demonstrate their authority in 

the classroom. PPU classroom observations suggested that favouritism during 

classroom activities was a major indicator of marginalising multilingual students in the 

EMI classroom. The evidence indicates that linguistically competent students were 

active participants and received more attention from teachers who allowed them extra 

time to speak. Such students tended to become leaders in group activities. Supporting 

Lueg and Lueg’s (2015) and Malik’s (2012) findings, the current study’s findings were 

that multilingual students who lacked English language skills had low self-confidence 

and excluded themselves while accepting others’ legitimacy and leadership. 

Additionally, the lack of implementation of translanguaging pedagogic practices may 

bring linguistic insecurity, self-marginalisation with further reproduction of social 

injustice and educational stratification inside the EMI classroom. Extending the 
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discussion of issues on the micro level, the next section discusses various difficulties 

students face in the EMI classroom.   

6.3 Students’ difficulties 

This section first discusses the connection between EMI and students’ difficulties 

linked with subject content and lecture comprehension. The second part of this section 

presents the discussion on students’ difficulties related to teachers’ EMI methodology. 

The evidence from the interview and observation indicates that although students face 

difficulties due to their rigid rote-learning habits and lack of vocabulary during various 

academic tasks; translanguaging practices were seen as a vital resource to facilitate 

target language practice, content comprehension and knowledge development.  

The findings demonstrate that the majority of teachers, particularly GLU teachers, 

were more comfortable delivering their prepared lectures when they made frequent 

use of Urdu to explain textbook terms. Very few PPU teachers were observed 

explaining difficult concepts in plain English or in Urdu. As far as the subject content 

was concerned, assignments, examinations and academic tasks were held in English, 

and students tended to use the translation method as a significant resource to 

understand EMI lectures and scientific concepts. This flexible usage of two languages 

- listening in Urdu and conducting coursework in English could result in the exclusion 

of students with other native languages; it is not seen as a threat to slow down the 

process of English language learning instead as a resource to scaffold students’ 

comprehension in EMI classroom (Burton & Rajendram, 2019). As discussed in 

Chapter Three (see Section 3.1), although Urdu is the national language in Pakistan 

it is actually only spoken by 8% of the population. Despite this, at both universities it 

is the main language of instruction in the EMI classroom. This could mean that 

students with other native languages and less linguistic competence in English and 

Urdu face greater difficulties in understanding lectures and subject content. According 

to the data analysis, the major focus of students and teachers at both universities 

remained on finishing the syllabus, with students paying less attention to create 

inclusive classroom, acknowledging minority languages, gaining target language skills 

or taking part in academic activities. Teachers and students seem to lack awareness 

about the effective use of different languages as proposed in the general framework 

by Munoz (2019) (see Section 3.7.1, Chapter Three) to productively listen, read and 
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brainstorm ideas in EMI classroom. Similar to Kirkgoz’s (2009) study, the findings in 

the current study suggest that exclusion of native languages negatively influence 

concept-based learning. This does not give the students confidence when scaffolding 

their communication skills in English with native language resources.  

Similar to the findings of Tangue (2014), another hurdle to understanding subject-

content and EMI lectures for students at both universities is a lack of English 

vocabulary or adequate vocabulary to express their ideas during presentation and 

topic discussions, as Al-Ta’ani’s study (2018) also found. However, analysis in this 

study highlights that students do attempt to use their full linguistic repertoires through 

the translation practices and peer-to-peer scaffolding to understand content and 

participate in tasks without stress or anxiety. To elevate EMI lectures and subject-

content comprehension, teachers at both universities were found to provide notes, 

study guides and use of word-to-word and meaning translation techniques to scaffold 

target language skills, and to develop communication competence for academic 

participation, a factor also established by Chen et al. (2020) and Wang and Curdt-

Christiansen (2019).  

This part of the section deals with students’ difficulties linked to the interrelated factors 

of teachers’ EMI methodology, language skills and strategies to conduct academic 

tasks in the EMI classroom. The major findings show that teachers’ incompetent 

pedagogical skills and lack of awareness on systematic scaffolding through 

translanguaging impacted EMI teaching and learning practices in different directions 

at both universities. Both groups of teachers seemed to lack knowledge about the 

implementation of translanguaging as an inclusive and collaborative pedagogic tool in 

EMI setting to engage all students in learning process equally (Childs, 2016; Garcia & 

Li, 2014). Teachers were unable to create student-centred classrooms to create a 

space for fruitful translanguaging practices and provide corrective oral and written 

feedback to engage students actively in inclusive EMI educational process.   

Emerging from all the combined responses was the need for teachers at both 

universities to adopt different roles in the EMI classroom, as discussed by Ali et al. 

(2022), Tahira et al. (2020) and Yasmin and Islam (2018). Teachers were noted to be 

only knowledge providers in teacher-centred classrooms and lacked competence to 

design, manage, conduct, organise, monitor, and facilitate classroom activities or to 
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manage their time productively. These findings correspond with those of Macaro et al. 

(2016) and Pathan et al. (2010), that in the absence of teachers’ assistance and 

meaningful input and corrective feedback, mutual communication decreased. The 

majority of students lost interest and remained frustrated. It appeared that in the 

absence of teachers’ guidance, students felt more comfortable looking for assistance 

from other students. Both groups of students relied on the use of first language to 

interact with peers for further clarification to complete group tasks, assignments and 

prepare for examinations.  

6.4 EMI methodology and academic activities 

This section elaborates on participants’ perceptions of the effectiveness of the 

Collaborative and Communicative Learning Approach (CLA) in the context of 

Sociocultural theory (SCT) and the possible reasons they resisted this approach in 

EMI classrooms.  

6.4.1 Current EMI classroom activities 

The findings show that different faculties at both universities practised a variety of 

academic activities inside EMI classrooms. The teachers teaching computer-related 

subjects at both universities practised group- and pair-work when conducting practical 

work on computers. PPU sociology teachers mostly conducted topic discussions with 

the whole class. Similar to the findings of Jabeen and Akhtar (2013) and Zamir et al. 

(2021), presentations and written assignments were the most frequently conducted 

activities at both universities. The findings gathered from classroom observations 

indicated that PPU group discussions were organised and monitored by teachers, 

while GLU students formed their own groups without teachers’ supervision. Other 

activities such as the provision of written corrective feedback on students’ 

assignments, the use of dictionaries, using the internet for additional information and 

task-based activities were not practised frequently at either of the universities.  

6.4.2 Teachers’ perceptions of training sessions and current teaching 

methodology 

The findings show a strong interconnection between teachers’ training, particularly in 

EMI methodology, teachers’ current use of translanguaging as pedagogic strategy and 

the implementation of collaborative interactive activities at university level. None of the 

EMI teachers receiveg any pre-service training or formal teacher education 
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programmes mentioned in section 3.5.1, Chapter Three. They were recruited solely 

on the basis of their teaching experience and qualifications. The private and public 

university respondents stated they attended in-service training sessions. Attendance 

at these training workshops was reported to be mandatory for teachers teaching in 

different disciplines at undergraduate level at both universities. However, the evidence 

indicates that the focus of these training workshops was mainly on how to manage 

lengthy syllabi, how to conduct examinations, how to design assignments and how to 

work with a digital grading system. The effectiveness of training sessions linked to EMI 

pedagogy was questionable, based on the findings that teachers were bound to adopt 

and design their own translanguaging pedagogy to deal with EMI lectures and English 

subject content. However, the self-designed bilingual pedagogy in EMI setting was 

lacking in evaluation and any monitoring processes inside the classroom. The findings 

indicate that translanguaging strategies with frequent use of Urdu were commonly 

practised inside EMI classrooms at both universities. Interestingly, teachers expressed 

their satisfaction and validated the implementation of these translanguaging strategies 

in EMI classrooms. They felt justified in the use of Urdu within EMI classrooms at both 

universities in order to scaffold students’ learning and reduce frustration, stress, 

anxiety, and fear concerning examinations, the syllabus and academic tasks.   

6.4.3 Effectiveness of CLA and academic tasks  

The primary function of CLA is to allow individuals to use language as a powerful tool 

to mediate better connection with the world in order to build social networks and to 

develop cultural communication (Vygotsky, 1978). CLA is perceived to be a mode of 

interaction, collaboration and working together to help students practise language 

skills and assist one another to develop independent learning. All these variables were 

found to be productive during topic discussions, group work and presentations at both 

universities.  

The analysis of the questionnaire and interview data reveals that PPU students found 

classroom discussions adequate for understanding subject content and EMI lectures 

more effectively. The classroom discussions also allowed GLU teachers to provide 

constructive feedback in conjunction with the explanation of difficult terms to the class 

as a whole. These results are consistent with research by Jabeen and Akhtar (2013) 

and Thapa (2016) whose studies have indicated that communicative classroom 

discussions proved to be advantageous to students in improving their content 
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comprehension, developing communicative competence and increasing their ability to 

exchange ideas comprehensively.   

The majority of students voiced their need for more frequent group-work activities to 

accomplish other academic tasks such as written assignments. More GLU students 

were found to cooperate productively with peers to discuss their ideas, when 

compared to PPU students. In comparison to what Woodley (2016) argued, teachers 

in the current study did not create groups based on students with the same language 

to motivate them to speak and share ideas to scaffold each other. Due to the exclusion 

of minority languages, English proficient PPU students participants adopted 

leadership roles during group tasks and displayed their authority while others were 

passive followers and silent listeners. This also confirms the findings of Lin and He 

(2017). Overall, group-work activities did not provide extensive opportunities for 

multilingual students to ask questions to clarify complicated concepts and they might 

not have felt comfortable asking teachers or peers. These findings are, however, 

contrast findings by Abbaspour et al. (2020) who found peer support effective in 

developing students’ self-regulated learning with increased confidence and content 

comprehension.  

Regarding the issue of communicative competence during presentations as part of 

formative assessment, the evidence illustrates that PPU students displayed more 

effective language practices than GLU students. The majority of PPU students 

exhibited sufficient confidence and adequate English vocabulary to engage in 

question-and-answer sessions following presentations. GLU students, on the other 

hand, seemed to distrust their communication skills, feeling themselves inadequate to 

deliver presentations in English. These students were habituated to attend lectures in 

Urdu and to perform academic tasks in English. None of the teachers from either of 

the universities took advantage of translanguaging as an effective pedagogic tool to 

provide opportunities for multilingual students to exhibit their individual identity and 

roles. As established by Thapa (2016) teachers also did not allow the students the 

flexibility of using their native language vocabulary during presentations. . 

In the context of other, less frequent academic activities such as writing creative 

essays, reading aloud, and browsing the internet, both groups of participants appeared 

to trust their capabilities to participate diligently, although students in both groups did 
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realise that their linguistic abilities were limited to perform well in summative 

assessment. The challenges of vocabulary, less proficient speaking skills, less 

creative writing skills, rote learning, and lack of confidence also impacted students’ 

performance in external competitive examination such as CSS as discussed in 

Chapter One. Overall, the findings indicate that there was substantial agreement 

between both groups of research participants on the benefits of CLA in improving their 

communicative competence, building comprehension, and generating collaborative 

EMI classroom tasks.  

6.4.4 Resistance to CLA in English-medium classrooms 

The major factors responsible for deserting the true essence of CLA in EMI classrooms 

at both universities were: time management; lack of willingness to participate in class 

activities; role of teachers; lack of independent learning; and issues of favouritism and 

leadership. 

In the Methodology chapter it was indicated that one classroom lecture at both 

universities lasted approximately 50 to 60 minutes. Coping with the burden of lengthy 

syllabi, preparation of formative and summative assessments, and conducting 

academic activities in classrooms that were sometimes overcrowded, was challenging 

for both teachers and students at both universities. The majority of teachers at both 

universities were unable to manage time effectively to incorporate all the academic 

tasks. A few PPU teachers were able to manage their time to some extent. They 

provided notes to students to make delivered lectures comprehensible and allowed 

sufficient time for classroom discussion. Still, not all students were given enough time 

or opportunity to ask questions for any further clarification that might have been 

necessary. These findings corroborate those of Altbach (2010), Basta (2011) and 

Rahman (2005) who found that large groups in overcrowded classrooms posed a 

threat to inclusive classrooms and the provision of individual and equal attention to 

students. 

Poor time-management with the major focus on finishing the lengthy syllabus created 

teacher-centred classrooms, particularly at the public university. Pressure caused less 

engaged multilingual students to lose interest and become less willing to speak or 

participate in classroom activities, endorsing the findings of Nawab (2010). Little eye-

contact and interaction were observed in GLU classes between students and teachers, 
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while PPU teachers allowed students to speak, although only those few who were 

willing to do so. The lack of systematic translanguaging pedagogic strategies meant 

that neglected students in both groups were increasingly reluctant to speak in English; 

either they spoke in short sentences or remained silent. The teachers’ focus remained 

on the whole class collectively rather than on individuals and they did not encourage 

hesitant students equally for academic participation. 

It was evident that traditional, teacher-centred classrooms restricted the role and 

potential of EMI teachers at university level, as Dongyu et al. (2013) also found. There 

was a lack of awareness on the role of translanguaging practices ability to create 

inclusive educational process. There was also a lack of knowledge of students’ 

potential, the required amount of feedback and assistance they needed and how to 

design, conduct and monitor CLA activities. This compromised teachers’ 

understanding of their required roles inside the classroom, which was also found to be 

the case in the study by Jabeen and Akhtar (2013). This might imply that teachers did 

not receive sufficient support or resources from management which could have 

changed their perceptions of CLA as an ineffective, time-consuming approach.  

The evidence from interviews and observations showed that students’ dependence on 

one another in group work was a major hurdle to the productive use of interactive 

activities. The majority of students in both groups depended on other students to 

complete their own tasks. This might be the reason that independent, individual 

learning was scarce at both universities. Some of the students were not ready to take 

any kind of responsibility even for their own learning and this made them resist group- 

and pair-work activities. They felt more comfortable in ‘others-regulated’ learning 

rather than self-regulated learning, as explained by Lantolf and Apple (1994).  

The variable of dependency impacted the motivation of other willing students. Similar 

to the findings of Nimat (2013), it is found that students depend on other students out 

of fear of their inability to complete given tasks. A large number of PPU participants 

expressed the need for equal roles in group activities. Dependency could lead to other 

issues such as group leadership and favouritism. Favouritism occurred at two levels: 

between students (very prominent at PPU); and between students and teachers (more 

prevalent at GLU). The evidence suggests that such favouritism has a negative effect 
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on students’ participation because those who are not favourites tend to feel worthless 

and marginalised.  

6.5  Influence of affective variables on teaching and learning practices  

This section presents discussion on the findings of affective variables in the context of 

Krashen's Affective Filter hypothesis from his theory of second language learning. The 

section is divided into two sub-sections: motivation and confidence as positive 

variables; and anxiety, stress and fear as negative ones. The discussion elaborates 

on how positive and negative affective variables are linked to teaching and learning 

practices in the EMI classrooms at both selected universities. 

6.5.1 English-medium classrooms and positive affective variables 

One of the basic assumptions of the Affective Filter hypothesis is that students are 

more willing to participate in the communication process if they perceive the utilitarian 

value of certain academic tasks and language skills in the accomplishment of certain 

goals (Krashen, 1988). Such a perception is linked to instrumental motivation as 

discussed in the reviewed literature (Chalak & Kassaian, 2010; Al-Ta’ani, 2018, 

Pathan et al., 2010). The evidence in the current study highlights that instrumental 

motivation was at a higher level than integrated motivation among students at both 

universities. Following the allocation of sessional marks in the semester system, also 

found by Munshi et al. (2013), the teachers at the two universities provided some 

incentives to encourage students to perceive the practical value of linguistic and 

educational capital. For instance, the presentations and group tasks were awarded 

grades to motivate students for EMI classroom participation. Although students at both 

universities endeavoured to communicate in English to achieve linguistic competence, 

GLU students in particular either used Urdu extensively or memorisation strategies to 

accomplish academic tasks. In contrast, PPU students demonstrated assertive 

instrumental motivation to cope with EMI tasks. For instance, on the presentation day, 

PPU students used a variety of audio-visual aids, posters with colourful pictures and 

projectors to present the content while pairing with peers. GLU students, on the other 

hand, lacked any use of audio-visual aids and relied solely on memorised presentation 

content. Teachers from both universities rarely encouraged their students by allowing 

them to be bilingual to scaffold their learning, speaking in short sentences and asking 

questions. PPU teachers motivated students’ communication skills by asking critical 
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questions to make the EMI classroom ambience friendly and motivating. It was evident 

that whenever teachers used plain vocabulary and short sentences while encouraging, 

assisting and acknowledging the use of Urdu, students’ motivation increased and their 

self-esteem, self-image and confidence levels were elevated. 

6.5.2 English-medium classrooms and negative affective variables 

Despite the motivation and encouragement provided by peers and EMI teachers, 

some negative affective variables worked against these, impacting teaching and 

learning practices inside the university classrooms. These negative affective variables 

were categorised as fear, stress and anxiety in the current study. The following 

discussion highlights some possible reasons for these challenges to students’ EMI 

classroom participation and overall academic performance.   

When investigating factors impeding students’ classroom participation, 

communication apprehension was found to be one of the predominant negative 

factors. The majority of GLU students experienced fear of communication in both their 

first and second languages, as Miskam and Saidalvi’s (2019) study also found. The 

evidence suggests various causes for such apprehension. One of these was the 

impact of previous educational and linguistic exposure. More PPU classrooms were 

based on a heterogenous group of students with diverse educational, social and 

cultural backgrounds, as discussed by Altbach (2010) and Kromydas (2017) (also see 

Section 6.2.3). These unique educational experiences with dominant, rigid learning 

strategies had possibly conditioned students to be stressed and frightened when they 

had to communicate in English. 

Another relevant reason for communication apprehension was the limited linguistic 

capital that students possessed. With different levels and amount of linguistic capital, 

students experienced considerable competition within the classroom community, 

particularly at PPU. This either motivated them if they were confident to speak or made 

them anxious if they lacked communicative competency. Although the majority of 

students in both groups claimed to be proficient and competent enough to 

communicate in English, the majority of GLU students were less motivated to speak 

in front of the class than PPU participants. 

Similar to the argument made by Bourdieu (1995) (see Chapter Two), it could be 

argued that not only previous limited educational and linguistic exposure were 
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responsible for the poor language skills of students. The limited focus on the speaking, 

listening and writing language skills at university level continued the reproduction of 

unequal and insufficient linguistic exposure. 

It was found that classroom activities at both universities focused almost exclusively 

on listening and reading skills. The students were afforded the opportunity to speak 

only once a month, on presentation day. As argued by Krashen (1992) (see Chapter 

Two), because of this lack of practice, students faced lack of motivation, high levels of 

anxiety and fear of speaking that would have the effect of impeding the learning 

process. 

Together with the factors discussed above, and in a similar fashion to the findings of 

Abbaspour et al. (2020), the lack of teachers’ constructive and comprehensible 

feedback could also have contributed to students’ passive, apprehensive attitude and 

feelings of stress, anxiety and fear that raised their affective filter and caused low 

motivation. Teachers realised that during presentations their students experienced 

‘class anxiety’ when they sometimes fainted and blacked out while trying to deliver 

memorised content in front of the class. They shook with nervousness if teachers or 

peers put forward any questions. Even if they knew the answer, students lacked the 

confidence and appropriate vocabulary to volunteer responses. In addition, during 

presentations of the memorised content, students spoke in brief sentences and in a 

low tone, using slang and code-switching frequently and breaking their flow of thoughts 

with long pauses. Many PPU students created eye-contact with fellow students, unlike 

GLU students who tended to simply read the written presentation content and stood 

still while doing so.  

Some researchers suggest that students feel anxiety because of their own self-

perceived and self-created feelings of inferiority (Hakim, 2019). Hakim (2019) argues 

that teachers’ lack of individual attention and unequal attention pushed students into 

self-exclusion. The evidence in the current study is closer to Hakim’s (2019) study. 

The current study found that due to teachers’ unequal attention and favouritism, 

hesitant students lost interest in practising language skills and developing concept-

based learning, which Miskam and Saidalvi’s (2019) study also found. Some 

participants mentioned that teachers paid more attention to confident students who 

exhibited greater linguistic ability. An unfriendly classroom environment with unfair, 
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impartial teachers could further marginalise already poorly-motivated students, who 

would then likely experience debilitating anxiety and isolate themselves completely 

from the whole learning process.  

These factors created examination stress and ultimately fear of negative evaluation in 

formative and summative assessment, named as state anxiety (see Chapter 2) which 

impacted students’ academic participation negatively. Due to semester system, 

students are stressed to finish the lengthy syllabus with insufficient time to complete 

assignments, dealing with difficult vocabulary during classroom discussions and fear 

of unseen questions in examinations, also found by Munshi et al. (2011). Teachers 

reported that the examination system was the primary reason behind faulty academic 

practices that only evaluated students’ memorisation skills rather than their critical 

insight and understanding of concepts. Such trends, also highlighted by Agata et al. 

(2019) and Bhatti et al. (2016), indicate that students’ fear of negative evaluation and 

low grades aggravated their anxiety and unwillingness to participate in academic 

activities, creating a vicious circle. 

This chapter has discussed the analysed data presented in Chapter Five. The 

discussion in this chapter indicate that there are both similar and different patterns on 

the implementation of EMI in both universities. On the one hand, at GLU, overcrowded 

classrooms, poor infrastructure, limited previous education and linguistic exposure 

with lack of practice of language skills in universities; on the other hand, at PPU, the 

favouritism, leadership issues, marginalisation, exclusion and lack of equality in the 

classroom are considered the major indicators to hinder the effective implementation 

of EMI at tertiary level education in Pakistan. These trends might lead towards 

increased students’ academic learning difficulties and less developed language skills. 

One other major issue is that despite teachers’ awareness of students’ stress, anxiety 

and fear, they are not taken into consideration while designing interactive EMI 

pedagogy to modify traditional teacher-centred classrooms. In Chapter Seven, the four 

set of research questions are revisited and discussed with references from analysed 

data. The chapter ends with the summary, conclusion and recommendations of the 

study. 
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CHAPTER 7 - SUMMARY, CONCLUSION AND RECOMMENDATIONS 

7.0 Introduction 

Chapter 7 provides a summary of findings and conclusions on the evaluation of the 

implementation of English Medium Instruction (EMI) at two selected public and private 

universities in Pakistan. The similarities and differences between the two groups of 

research participants emerged from quantitative and qualitative data analyses are 

concluded in terms of the role of habitus and capital in perpetuating educational 

inequality inside and outside the EMI classroom; students’ academic difficulties; role 

of EMI teachers; EMI teaching methodology issues linked with training and policy 

issues; and the interconnection between EMI classroom activities and affective 

variables. In the context of the findings, the researcher offers some practical 

recommendations for policy makers, public and private institutions’ management, 

university teachers and students and for counselling service providers. The chapter 

concludes with suggestions for further research that could be done in the EMI study 

area.    

7.1 Summary 

The English language is considered a symbol of academic and professional stability 

and social status in Pakistan. The enhancement of linguistic competence is linked 

predominantly with cultural capital acquired through EMI education, which is generally 

associated with the private education system, as opposed to the public education 

system in the country. The EMI implementation is evaluated in the context of EMI 

definition adapted for the current study. According to this definition, EMI 

implementation is a practice to teach English content with two underlying objectives: 

to stimulate subject content comprehension and to develop communicative 

competence and language proficiency for academic participation.  

The elements of family habitus such as socioeconomic resources played a significant 

role in the choice of EMI education at a preferred type of educational institution. 

Families with a relatively high monthly income encouraged their children to register at 

expensive private universities to elevate their social and cultural capital. Full 

classrooms at public universities attest to the fact that most middle-class families with 

a medium income could afford to send their children to reputable public universities. 

Despite the commercialisation of education, many private universities offered 
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scholarships and fee discounts to make education accessible for students from rural 

and urban areas that do not seem to reproduce educational marginalisation. The study 

found that the main cause of educational inequality was internal exclusion inside the 

EMI classroom, evident at both universities. In the context of institutional habitus, as 

the criterion of merit was strictly applied in the process of enrolling students at public 

universities, teachers developed a sense of prestige when working with intelligent, 

talented groups of students, in contrast to the private university teachers. However, 

the sound infrastructure and academic resources in the private university impacted 

students’ academic participation and their learning positively. Findings show students’ 

previous educational and linguistic experiences as another factor of institutional 

habitus that seemed to discourage the promotion of inclusive EMI classrooms, 

particularly at private university. The majority of students with improved English 

language competence were encouraged to speak when compared to those who lack 

language proficiency, in all likelihood perpetuating further marginalisation. At the public 

university, favouritism was more common in teacher-student interactions, as teachers 

showed a lack of trust in their multilingual students’ abilities. At the private university, 

favouritism occurred in both teacher-student and student-student relationships with 

prevailing leadership issues. Thus, due to lack of awareness of translanguaging 

pedagogical practices, disadvantaged students with different linguistic and 

educational background tended to lose motivation and exclude themselves from the 

whole learning process.  

The evidence highlights various difficulties experienced by students inside the EMI 

classroom at both universities. These difficulties spotlighted the challenges with 

comprehension of EMI lectures, English subject content and teachers’ pedagogy. The 

research participants from both universities perceived themselves as competent and 

proficient English language users. However, lack of vocabulary was one of the major 

obstacles that prevented students asking for further clarification of concepts and 

terms. The reasons for vocabulary shortfall included the unplanned use of English as 

the target language and Urdu as the only language during EMI lectures excluding other 

languages, and traditional teacher-centred instruction, predominantly at the public 

university. The major focus of the teachers was on finishing the syllabus to cover the 

content as demanded by university management, reading from textbooks, and 

delivering planned lessons to prepare students for summative assessment, promoting 
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rigid learning strategies such as rote-learning with limited comprehensible input and 

less scaffolding activities.  

There was a prevailing positive perception of all participants in both universities on the 

effectiveness of academic activities following sociocultural theory. The EMI classroom 

discussions, group- and pair-work and presentations were thought-out significant 

ways of developing communicative competence, understanding subject content, to 

ask further clarification, building confidence and comprehending teachers’ corrective 

feedback. Teachers found these interactive activities valuable in motivating students 

to share their ideas and improve lecture comprehension and in constructing inclusive 

classrooms. However, a significant proportion of teachers at both universities were 

more comfortable in teacher-centred EMI classrooms restricting their role to 

knowledge providers only, overlooking the roles of facilitators, guide, monitors or 

planners as proposed by Vygotsky in his theory (see Chapter Two). Instead, as a 

reason of lack of integration of these activities practically, teachers exhibited a lack of 

faith in students’ language skills and potential, particularly at the public university. They 

largely perceived their multilingual students to be disadvantaged in terms of linguistic 

and cultural capital and encourage memorisation among students to ensure they 

passed their examinations. 

The lack of awareness on teacher education and infrequent teachers’ in-service 

training sessions were major factors contributing to the minimal use of interactive 

teaching methodology and implementing translanguaging as a pedagogic tool inside 

EMI classrooms. It is evident that either there were not enough training sessions, or 

they were regarded as not relevant enough to attract teachers’ active presence. Due 

to lack of training, teachers were unable to manage their regular lecture time efficiently 

in order to arrange classroom activities. Overcrowded classrooms aggravated the 

difficulties of organising academic tasks to motivate students’ active participation. As 

a result, as the present study found, teachers designed their own teaching strategies 

to accommodate their students in EMI classrooms. This self-designed teaching 

methodology mainly focused on finishing the syllabus, delivering planned lecture and 

assessments but with a lack of detailed explanation of concepts and concept-based 

learning The EMI teachers practiced bilingual pedagogy with extensive use of Urdu, 

exclusion of minority languages and minimal focus on the development of English 

language competence. 
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The findings suggested that there was a positive correlation between motivation, 

linguistic and educational capital, acknowledgement of other languages and academic 

participation in the EMI classrooms at undergraduate programmes at Pakistani 

universities. Findings confirmed that instrumental motivation, in the form of sessional 

marks during formative assessment, strongly supported students to accomplish 

academic tasks and practice language skills if they perceived the utilitarian value of 

tasks such as presentations (see findings in Section 6.6.1). The most persistently 

experienced negative affective variables were stress, fear of making mistakes and 

anxiety to speak causing communication apprehension among students at both 

universities. Along with limited previous linguistic exposure and diverse educational 

backgrounds, the limited practice of language skills in university-level education further 

deprived students of linguistic exposure, adding to their identity crises and self-

exclusion from the learning process. The debilitating anxiety caused by lack of 

encouraging input from teachers to complete their academic tasks successfully, fear 

of failing to achieve high grades in the examination and linguistic favouritism was more 

prevalent among private university students in contrast to public university students. 

Students with less proficient language skills were given insufficient time and 

opportunities to communicate and express their thoughts, intensifying their stress 

inside EMI classrooms.  

7.2 Conclusion 

The study delineates the stratified nature of EMI education in the different education 

systems in Pakistan. Similar to colonial time as discussed in literature review, the 

English language still acts as a defining factor in creating class distinction through 

diverse educational practises. The outlined policy objectives of tertiary education (see 

Section 3.5, Chapter Three) to generate productive manpower for the country’s 

economic growth is not achieved yet. The comparative findings confirmed that EMI 

implementation in tertiary education was inadequate and failed to create an inclusive 

classroom that induced the reproduction of educational marginalisation, class 

hierarchy and linguistic favouritism as argued by Bourdieu in his theory of practise and 

social reproduction (see Chapter Two). The formula proposed by Bourdieu (1990) that 

reproduction starts with habitus (who entered with what attitude), capital (with how 

much), field (to which institution) is evident in current study. Similar to other studies 

(Mansoor, 2004; Awan & Zia, 2015; Channa et al., 2016; Agbenyega, 2015), all these 
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factors impact the practise (what advantage's individuals get) and legitimise the 

dominance of well-resourced individuals which let them stay in long-lasting leadership 

and power.  

The ideologically constructed educational practises through the institutionalisation of 

education, i.e. public and private education system in current study, re-shape and re-

identify individuals’ aspirations and expectations providing them different set of 

attitudes to function in a particular field. For instance, the institutional habitus in the 

form of contrasting academic and physical resources, pedagogical methods, teachers’ 

perspectives, education with different MOIs from different education systems and 

amount of linguistic exposure encourage social hierarchies, educational inequality, 

and language discrimination. Additionally, the family habitus in the form of contrasting 

socioeconomic resources, value given to EMI education and parents’ encouragement 

to learn language skills appears to have significant implications for reproduction of 

individual’s habitus and determining their social roles to lead and dominate as argued 

by Bourdieu (1989) (see Chapter Two). 

The analysis shows that the prevalence of heterogeneous classrooms in both 

universities with students equipped with diverse institutional and family habitus posed 

various challenges, also found by Rahman (2005), Altbach (2010 and Kromydas 

(2017). On the one side, a group of students (more PPU participants and some from 

GLU) with sufficient socio-economic resources, privileged family and institutional 

habitus, desired linguistic and educational capital, demonstrate their dominance 

during the EMI teaching and learning process. These students show awareness on 

what unique habitus and privileged capital they have, and how to preserve and 

enhance it. Additionally, the private university equipped with better infrastructure, 

resourceful libraries, modern computer laboratories and organised classrooms 

provides PPU students a sense of distinction with a sense of leadership as data 

analysis exhibited. In contrast to this, there is another group of students with limited 

socio-economic resources, underprivileged and discriminated institutional and family 

habitus with lack of target language competence who are forced to accept other 

group’s legitimacy. The second group is deprived of improved academic and 

infrastructure resources in overcrowded classrooms as observed in public university. 

The effective planning and implementation of the use of local native languages to 

scaffold the learning of target language add more to the existing challenges. These 
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students lack confidence solely on the basis of linguistic competence. The rules of the 

competition in the EMI educational field are set by individuals with ability to appropriate 

their possessed capital. They pose barriers to marginalise others that reproduces 

favouritism between teacher-student and student-student communication, also found 

by the British Council (2020) and Tai (2021). Thus, majority of students lose 

willingness to participate in academic activities that also affect their lecture and content 

comprehension and confidence to speak in front of the class negatively.  

In such situations as argued by Vygotsky’s sociocultural theory, the perspectives, role, 

and pedagogy of EMI teachers become very crucial to create learner-centred 

classroom, promote equality with individual attention and adequate opportunities to 

scaffold classroom interactions meaningfully (Mutohhar et al., 2016). The classroom 

discussions, group- and pair-work and presentations were perceived to be significant 

ways of developing communicative competence, asking further clarification, 

motivating students to share their ideas, and constructing inclusive classrooms. The 

execution of this perception, however, was totally missing in both universities. 

Teachers at the public university were found to develop a sense of prestige working 

with intelligent and talented groups of students as they are enrolled on merit. In 

contrast, the private university teacher was honoured to work in a better resourced 

academic environment. As reported by DiMaggio (1982: 190), teachers at both 

universities ‘communicate more easily with students who participate in elite status 

cultures, give them more attention and special assistance and perceive them as more 

intelligent or gifted than students who lack cultural capital’. The findings question the 

role and methodology of teachers in both universities. Similar to the findings of Dongyu 

et al. (2013) and Khan et al. (2017), the traditional teacher-centred EMI classrooms 

are the norms where teachers’ role is characterised by delivering planned lessons, 

focusing on finishing syllabus, reading from textbooks with lack of explanations and 

preparing students merely to pass examinations as rote-learners. Teachers act more 

as knowledge providers and less as facilitators to understand students’ issues as 

monitors to determine the amount of help students need as guide to lead the effective 

use of different languages to provide comprehensible feedback and as motivator to 

encourage students’ academic participation.  

These practises highlight the significant impact of psychological and behavioural 

variables - named as motivation, confidence, anxiety, fear and stress - proposed by 
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Krashen in his hypothesis of affective filter, as most persistently variables to facilitate 

or obstruct the EMI classroom participation and language development at selected 

universities. It is evident that majority of PPU students with increased motivation, 

confidence and linguistic competence have low affective filter to exchange their ideas 

and analytical thoughts and concepts with effective language use. The lack of self-

confidence prevailing in GLU students concerning their lower linguistic proficiency 

raised their affective filter with anxiety and stress blocking teachers’ comprehensible 

input to be productive and thus impacting students’ overall academic performance. 

This scenario is intensified with fear of making mistakes, less use of native language 

resources, fear of speaking, lack of peer scaffolding, stress of syllabus and 

assessments, fear of achieving good grades and discriminatory attitude of teachers 

with lack of encouraging feedback. Due to the failure to maintain a balanced EMI 

classroom, the anxiety and stress might have caused a large proportion of students to 

develop identity crises and they find themselves incompetent and limit their 

expectations and exclude themselves from the learning process, also found by Malik 

(2012) and Manh (2012).  

To deal with problematic situations discussed above, EMI teachers designed their own 

methodology that still lacks, however, the planning to manage time effectively, and 

training to use translanguaging pedagogical strategies systematically to scaffold 

learning in target language in an inclusive classroom. Two factors that contribute to 

teachers not adopting and practising organised methodology. Firstly, they are not 

included in the decision-making and policy formation process; nor are they consulted 

to structure professional development programmes and training projects. Their 

professional needs and experiences are overlooked. They are not sufficiently provided 

with academic and administrative support. Secondly, EMI teachers are not provided 

with clearly outlined teaching objectives or policy document to carry out systematic 

implication of EMI in universities. It indicates a lack of communication between those 

policymakers who designed policy and practitioners who carry out these policies inside 

the classroom (Khan, 2013; Bourdieu, 1989). The recent policy document (NEP, 2017) 

merely outlines few educational objectives such as improving quality of education, 

creating student-centred classroom and educational equality which lack detailed 

implementation steps to be taken and still to achieve as found in current study. The 

document lacks clarity and guideline to introduce and evaluate teachers’ training 
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programmes, inclusive and sustainable pedagogical practises and productive use of 

local languages to motivate multilingual students’ academic participation in university 

classrooms.  

In the context of chosen theoretical framework, the current study concluded that the 

macro (family and institutional habitus) and the micro level factors inside the EMI 

classroom (interactive pedagogy, teachers’ roles, scaffolding techniques, use of 

different languages) influence EMI implementation in both education systems. 

Unfortunately, the importance of scaffolding and inclusive pedagogical practices is 

largely ignored that creates a stressful, anxious and unconducive teaching and 

learning environment elevating students’ difficulties in EMI classroom. The consistent 

lack of resources and adequate institutional support for teachers to deal with disruptive 

mixed-ability adult students reproduces the marginalisation which exists within the 

classroom and in society denying equalising educational opportunities to the majority. 

If this situation persists, the objective of systematic EMI implementation with 

educational and linguistic equality at tertiary education would be deferred and 

unfulfilled. There is a need to make student-student and teacher-student scaffolding 

more inclusive and less stressful to create a more favourable and conducive EMI 

teaching and learning process. 

7.3 Recommendations  

Listed below are the recommendations based on the findings of this study. They 

concern policy makers, institutional management, teachers, students and counselling 

service providers.  

7.3.1 For policy makers  

Policy makers need to introduce a system of evaluating institutions and regularly 

monitoring EMI teaching and learning practices and outcomes at tertiary-level 

education in Pakistan. Language-in-education policy should outline the purpose and 

desired outcomes of EMI implementation at universities more adequately. The policy 

documents must provide clear instructions to embrace local languages in curriculum, 

examination and EMI methodological practices systematically. The strategies need to 

be designed on managing formative and summative examination effectively with major 

aim to revise the outdate examination system, minimise the stress of lengthy syllabi 

and reduce the fear of evaluation among students. Most importantly, a follow-up 
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system including the evaluation of policy goals should be implemented. Policy makers 

should consider implementing uniform language-in-education policy and cater for the 

different needs of teachers and multilingual students from diverse educational 

backgrounds and with varying levels of linguistic proficiency who enter public or private 

universities. The objective of strengthening the coordination of pre- and in-service 

training resources jointly by public and private universities, outlined in the policy 

document, need to be communicated with relevant authorities with effective monitoring 

system.     

7.3.2 For institutional management 

It is imperative that institutional administrators work closely with teachers. Teachers’ 

voices should be heard in order to address their needs as the main role players to 

avoid isolating them to deal with pedagogical and assessment issues in the EMI 

teaching and learning process. Their professional experiences should be considered 

and consulted when designing and administering collaborative pedagogical practices, 

assessment procedures, training sessions and professional development courses to 

ensure that EMI education is productive for all stakeholders.  

While institutions have the authority to introduce or to eliminate any course material 

and determine the language of instruction, this study recommends the introduction of 

an English language proficiency course for undergraduate students to ensure 

extensive language exposure. One basic-level language subject should be added in 

the first semester and a more advanced-level English language subject in the last 

semester in all undergraduate course programmes. These language courses should 

include collaborative and communicative classroom activities relevant to English 

subject content and EMI lectures. In order to develop productive and receptive English 

language skills, for example, the course could feature conversation, dialogue delivery, 

listening to audio texts in native and non-native accents and writing tasks involving 

topics from the subject content and relevant to the cultural setting. Such practices 

would save students the extra cost of additional language courses after they complete 

their university education. Such courses would also help to increase students’ 

motivation to comprehend subject content and lectures, develop linguistic competence 

and encourage active academic participation rather than relying on rigid learning 

strategies.  
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Action research, as conducted by Thapa (2016) and experimental research by Jabeen 

and Akhtar (2013), are recommended to gradually transform the use of languages in 

EMI classrooms, to enable teachers to manage classroom assessments sufficiently 

and to implement collaborative activities effectively. Although, action research is time-

consuming and carried out in the course of an activity for extended time period, it 

would help to diagnose existing teachers’ and students’ problems and linguistic rights 

of multilingual students in implementing and designing collaborative academic 

activities effectively for long term.  

It is important for institutions to develop an understanding that EMI implementation 

involves more than just teaching through the medium of English. To promote 

awareness on the effectiveness of interactive and translanguaging pedagogic 

practices, public and private educational institutions should arrange more frequent 

training sessions introducing a modern pragmatic approach to address issues such as 

time management, relevance of activities and the syllabus content and use of other 

local languages to assist target language learning. Peer coaching might also prove 

effective for teachers’ continuous professional development. These training 

workshops could be conducted on campus by experienced teachers, making them 

more accessible, saving travelling costs and consequently motivating teachers to 

attend. To design their own pedagogical practices, teachers should be provided with 

a variety of optional topics in different languages, to make their instructional relevant 

to subject content and upgrade their assessment activities based on local and target 

languages from which they could choose according to their students’ translingual 

needs. They should be provided with adequate resources such as check lists and 

scoring rubrics to record activities. There is also a drastic need to improve 

infrastructure and classroom-based support to teachers to accommodate 

overcrowded classrooms, specifically in public universities. As argued by Ahmed 

(2012),there is an urgent need to implement either existing quality assurance criteria 

or introduce updated programmes to evaluate the current teaching and learning 

practices and outcomes of training sessions.   

The findings indicated that the entire focus of the teaching and learning process in EMI 

classrooms was geared towards the summative assessment, and this encouraged 

memorisation and rote-learning without comprehension of concepts and terms. 
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Therefore, the examination system should be revised and updated to include 

interactive formative assessment techniques to evaluate all four language, allowing 

the use of translanguaging strategies and extensive essay type writing activities. 

Teachers need to realise the importance of providing equal feedback without personal 

bias or favouritism to conduct inclusive and impartial formative assessment in 

semester system.  

7.3.3 For teachers 

EMI implementation can be improved and upgraded if institution management make 

EMI classrooms more student-centred to create a participatory learning process. 

Teachers also require training to enable them assess students’ learning habits and 

also to deal with students’ psychological and emotional well-being in an academic 

setting as mentioned by Klaassen and Graaff (2001).  

It is important that teachers provide comprehensible input and give individual attention 

to hesitant students to create inclusive classrooms. It is believed that simply allowing 

another language use would not be sufficient. Teachers need to acknowledge their 

multilingual students’ potential and capabilities to work with local languages and 

English as target language. The students should be encouraged to use 

translanguaging strategies such as translation to create a space to use their local 

language resources. They should incorporate the use of plain English with simple 

vocabulary to facilitate the use of local languages to make their focus on syllabus and 

lectures more productive. EMI teachers need to utilise whatever available resources 

to scaffold their students’ learning with planned translanguaging strategies to develop 

content comprehension. For example, they could provide vocabulary hints and 

prompts in both languages to help students formulate sentences while speaking; 

guessing the meanings of unfamiliar words; encouraging peer feedback; compare 

concepts in other languages, also found effective by El-Aouri and Zerhouni (2017) in 

a Moroccan context. Students should not be made to feel embarrassed for making 

grammatical mistakes or switching to Urdu or other local language. The real focus 

should be on encouragement and corrective feedback, rather than on critical feedback 

or accuracy. Thus, by using translanguaging as an interactive pedagogic tool, it may 

be possible to create meaningful language exposure with lower stress and anxiety 

level of both students and teachers inside the classroom. Once understood, the 

students can then learn with time, to express themselves in English. This will also 
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prevent rote-learning and memorising without understanding and comprehension of 

subject matter. 

To optimised student-student relationship, group activities should be designed to 

accommodate mixed-ability students in heterogeneous classroom. Teachers can 

create groups and pairs of students with same native language to make it easy to 

access knowledge and discuss their ideas while using their semiotic repertoires 

productively. All students in an activity should be assigned equal tasks while allowing 

flexible use of all languages to eliminate dependency, leadership issues and to ensure 

equal participation, and to encourage them to take responsibility for their own learning.  

To accomplish resourceful teacher-student relationship, it is recommended that to 

make their scaffolding more meaningful, teachers adopt different roles and not solely 

remain knowledge providers. They should aim to act as facilitators, assistants and 

organisers in managing their overcrowded classrooms and to provide meaningful 

scaffolding. Teachers need to build an awareness on how to develop flexible 

translanguaging practices to promote, justice, equal participation and avoid linguistic 

favouritism in the EMI classrooms.  

7.3.4 For students 

Students should avoid feelings of self-exclusion and self-perceived marginalisation in 

the EMI classroom. They need to learn how to deploy their semiotic repertoires to 

select various linguistic features to build mutual interactions and to upgrade their 

existing habitus. They should endeavour to build their confidence to approach other 

competent fellow students and teachers for assistance in a positive way.  

Students need to take EMI classroom activities more seriously and increase their 

language exposure and active participation to develop linguistic capital to avail 

opportunities in higher education and professional fields. An academic culture based 

on listening and speaking activities should be promoted to prepare students for the 

interactive academic tasks. Students should endeavour to expose themselves to the 

target language through speaking activities during academic and cultural events in 

university. Students need to work on their extra-curricular activities to build social 

networks, practise language skills, learn to work in groups and improve their 

confidence in communication skills.  
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With the assistance of teachers, students need to build awareness of the benefits of 

concept-based learning with a positive mindset towards translanguaging practice. 

They need to develop confidence to use their local languages to translate and 

comprehend difficult terms and concepts. It will make them independent learners to 

cope with language practice challenges in EMI classrooms.  

Students should focus on classroom instruction while increasing their study hours 

outside the classroom to manage their time effectively and develop improved 

comprehension.  

Students should discuss their psychological and emotional problems with family 

members, teachers or friends to ensure their well-being. They should not be hesitant 

to ask for help to overcome any anxiety, fear or stress-provoking situations in the 

academic setting. In addition, it is recommended in the context of findings by El Aouri 

and Zerhouni (2017) and Alrabai (2011) that students can also develop their own 

coping strategies to participate in EMI classroom, to build mutual interaction and to 

improve their linguistic proficiency. These strategies can include: guessing the 

meaning of unfamiliar words, assisting each other to improve comprehension, 

simplifying scientific concepts in local language, variety of tasks to avoid boredom, 

acknowledging everyone's contribution and progress, using synonyms and 

paraphrasing to understand difficult concepts and subject content.  

7.3.5 For counselling services 

The role of affective variables was found to be significant in students’ language 

practices and academic participation. In order to lower the brain filter raised with 

anxiety, fear and stress (as discussed by Krashen (1982) in Chapter 2), counselling 

services need to be available and accessible to every student. These services could 

introduce group and individual counselling sessions to accommodate more students. 

This would improve their emotional and mental well-being, reduce their anxiety, help 

them manage their time more effectively and modify their learning strategies. 

7.4 Suggestions for further research 

The current study highlighted teaching and learning practices in the context of EMI 

implementation at public and private universities in Pakistan. There is potential for 

further qualitative and quantitative research to investigate themes such as habitus and 
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cultural capital exclusively impacting translanguaging as a pedagogic tool and 

interactive language learning practices to raise awareness on the use of local 

languages in EMI classroom. Furthermore, research studies that compare EMI 

teaching and learning practices including larger samples (parents, teachers, 

universities, and institutional management) would yield fruitful information which could 

be used to implement EMI systematically at school and university level. The 

sustainable role of collaborative and communicative activities to develop speaking 

skills of students following sociocultural theory has often been ignored in Pakistani 

tertiary education research. Therefore, action and longitudinal research, as also found 

effective by Thapa (2016), might be helpful to determine the long-term effectiveness 

and implementation of collaborative activities in university-level education. The 

analysis of positive and negative affective variables on the teaching and learning 

practices of EMI stakeholders revealed significant results and served as a valuable 

research area for future researchers too. For extensive analytical and visualisation of 

qualitative data, it is suggested that future researchers can extend the use of Atlas.ti 

beyond just coding and categorisation of raw and unstructured data material.    
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9 Appendices 

9.1 Appendix A. Ethical Clearance certificate 
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9.2 Appendix B. Sampling frame 

B1. Sampling frame for students’ questionnaire 

 

Type of 

institution 
Faculty Programmes Subject-content 

Year and 

Semester 

Student 

sample 

Private 

University 

(PPU) 

Faculty of 

Management 

Studies 

BBA 

4 years degree 

(Bachelor in Business 

Administration) 

Communication Skills 
Year-2, 

Semester-3 

30 

(Group 2) 

Faculty of 

Information 

Technology 

BS-(cs) 

4 years degree 

(Bachelor of Science 

in Computer Science) 

Introduction to  

Databases 

Year-2, 

Semester-4 

30 

(Group 1) 

Public 

University 

(GLU) 

Faculty of 

Management and 

Administrative 

Sciences 

BBA 

4 years degree 

(Bachelor in Business 

Administration) 

Communication Skills 

II 

Year 2, 

Semester-4 

30 

(Group 2) 

Faculty of 

Engineering and 

Technology 

BS-(cs) 

4 years degree 

(Bachelor of Science 

in Computer Science) 

Database Systems 
Year-2, 

Semester-3 

30 

(Group 1) 
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B2. Sampling frame for teachers’ questionnaire 

Type of institution 

 

University teachers’ sample 

PPU 10 

GLU 10 

Total 20 

 

B3. Sampling frame for classroom observation 

Type of 

institution 

Observation 

number 
Faculty Programmes 

Subject-

content 

Year and 

Semester 

Class 

size 

Class 

duration 

Private 

University 

(PPU) 

Observation 

# 1 

Faculty of 

Information 

Technology 

BS-(cs) 

4-year degree 

(Bachelor of 

Science in 

Computer 

Science) 

Introduction to   

Databases 

Year-2, 

Semester-4 

28 

students 

75 

minutes 

Observation 

# 2 

Faculty of 

Management 

Studies 

BBA 

4-year degree 

(Bachelor in 

Business 

Administration) 

Communication 

Skills 

Year-2, 

Semester-3 

35 

students 

70 

minutes 

Observation 

# 3 

Faculty of 

Management 

Studies 

BBA 

4-year degree 

(Bachelor in 

Business 

Administration) 

Communication 

Skills 

(Presentation 

Day) (Topic: 

Marketing 

communication 

skills) 

Year-2, 

Semester-3 

40 

students 

90 

minutes 

Public 

University 

(GLU) 

Observation 

# 1 

Faculty of 

Engineering 

and 

Technology 

BS-(cs)4-year 

degree 

(Bachelor of 

Science in 

Computer 

Science) 

Database 

Systems 

Year-2, 

Semester-3 

45 

students 

60 

minutes 

Observation 

# 2 

Faculty of 

Management 

and 

Administrative 

Sciences 

BBA 

4-year degree 

(Bachelor in 

Business 

Administration) 

Communication 

Skills II 

Year-2, 

Semester-4 

22 

students 

55 

minutes 

Observation 

# 3 

Faculty of 

Management 

and 

Administrative 

Sciences 

BBA 

4-year degree 

(Bachelor in 

Business 

Administration) 

Communication 

Skills II 

(Presentation 

Day) (Topic: 

Email 

communication 

skills) 

Year 2, 

Semester-4 

30 

students 

75 

minutes 
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B4. Sampling frame for students’ interviews 

 

Pseudonym Gender Age Group Faculty 
Matriculation 

medium 

Interview 

medium 

PRS1* Male 16-30 years 
Information 

Technology 
English English 

PBS1* Female 16-30 years 
Engineering and 

Technology 
Urdu Urdu 

PRS2 Male 16-30 years 
Information 

Technology 
English Urdu 

PBS2 Female 16-30 years 
Engineering and 

Technology 
Urdu Urdu 

PRS3 Male 16-30 years 
Information 

Technology 
English Urdu 

PBS3 Female 16-30 years 
Engineering and 

Technology 
Urdu English 

PRS4 Male 16-30 years 
Management 

Studies 
English English 

PBS4 Female 16-30 years 

Management and 

Administrative 

Sciences 

English English 

PRS5 Male 16-30 years 
Management 

Studies 
Urdu English 

PBS5 Female 16-30 years 

Management and 

Administrative 

Sciences 

English Urdu 

PRS6 Male 16-30 years 
Management 

Studies 
English Both 

PBS6 Female 16-30 years 

Management and 

Administrative 

Sciences 

English Urdu 

PRS7 Male 16-30 years Science English English 

PBS7 Female 16-30 years 

Management and 

Administrative 

Sciences 

English English 

PRS8 Male 16-30 years Science English Both 

PBS8 Female 16-30 years Science English Urdu 

PRS9 Male 16-30 years Social Sciences Urdu Urdu 

PBS9 Female 16-30 years Science Urdu Urdu 

PRS10 Male 16-30 years Social Sciences English Urdu 

PBS10 Female 16-30 years Social Sciences Urdu English 

 

*(PRS1 = Private Student 1, PBS1 = Public Student 1) 
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B5. Sampling frame for teachers’ interviews 

Pseudonym Gender Age Group Subject + Faculty 
Matriculation 

medium 

Interview 

medium 

PRT1* Male 16-30 Years 

Database system 

+Information 

Technology 

English Urdu 

PBT1* Female 16-30 years 
Engineering and 

Technology 
Urdu English 

PRT2 Male 31-50 years 

Communication 

Skills + 

Management 

Studies 

English English 

PBT2 Female 31-50 years 

Management and 

Administrative 

Sciences 

Urdu Urdu 

PRT3 Male 31-50 years 
English Literature + 

Social Sciences 
English English 

PBT3 Female 31-50 years 
Engineering and 

Technology 
Urdu Urdu 

PRT4 Male 16-30 years 

Sociology + 

Management 

Studies 

English English 

PBT4 Female 31-50 years 

Management and 

Administrative 

Sciences 

English English 

 

(PRT1 = Private Teacher 1, PBT1 = Public Teacher 1) 

 

 

 

9.3 Appendix C. Questionnaires 

C1: Analysis of questionnaire with Pearl Private University (PPU) 

undergraduate students                 

                             Sample size = 60 

                                Section A 
                          Demographic Information                          
 
Age                          
 

     (a) Under 15 years    (b) 16-30 years old   (c) 31-50 years old   (d) 51-70 years old    (e) older than 71                                                               

                                       
Gender 

 
(a) Male  (b) Female 

            
Previous medium of instruction of education     
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(a) English (b) Urdu  (c) Others, Please specify…………..                 
 
 

Present medium of instruction of education 

 
(a) English (b) Urdu  (c) Others, Please specify…………..                          

 

Name of faculty 
 
(a) Humanities (b) Science            

 
Which university do you attend currently? 

 

(a) Public (b) private     
 
Which medium did you complete your matriculation from? 

 

(a) English medium  (b) Urdu medium          
 
Which school did you complete your matriculation from? 

 

(a) Public school (b) Private school           
 

What type of English language course have you done ever? 

(a) Spoken English  (b) English reading/writing/listening  (c) TOEFL/TOESAL  

 

(d) Others, please specify… (e) None  

 
                    Section B 
 
Q1: How do you see your learning experience with EMI?  

 

(a) Interesting (b) Boring  (c) Neutral  

 

 

 

 

 

Q2: How well can you perform in the following skills? 

Question response scale: 1 = very well; 2 = Well; 3 = Somewhat well; 4 = Not well; 5 = Not applicable 

 

Skills/Activity 
1 

 

2 

 

3 

 

4 

 

5 

 

 Frequency of responses 

Reading English 

 
29 27 4 - - 

Writing English 

 
18 32 6 4 - 

Speaking English 

 
11 27 14 8 - 

Listening English 

 
29 27 4 - - 

 

Q3: Where do you rate yourself on your abilities in the following tasks in English? 

 

Understanding instructions in English 

 
29 28 3 - - 
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Making class presentations in English 

 
17 27 10 6 - 

Taking part in class discussions in English 

 
10 27 19 4 - 

Expressing myself clearly in English 

 
10 26 21 3 - 

Writing examination in English 

 
27 31 2 0 - 

 

 

Relationship of EMI in public and private degree college with class division 

Question response scale: 1 = Strongly Agree; 2 = Agree; 3 = Neutral; 4 = Disagree; 5 = Strongly Disagree 

 

 

 

1 

 

2 

 

 

3 

 

4 

 

5 

 

 Frequency of responses 

Q4: My family encouraged me to attend this university 

 
20 22 8 7 3 

Q5: Preference for EMI leads me to enrol in this university 

 
8 23 21 6 2 

Q6: To study with EMI will prepare me for better professional career 

 
30 25 4 1 - 

Q7: To study with EMI will improve my social status 

 

22 

 

29 6 2 1 

Q8: To study with EMI can improve my English language skills 

 

32 

 

24 4 - - 

 

Section C: Students’ difficulties related with language skills and teachers 

 

Q9: It is difficult to understand English lecture 

 
2 13 6 31 8 

Q10: It is difficult to understand the English subject content 

 
1 12 7 29 11 

Q11: It is difficult to interact with students due to my limited speaking skills 

 
4 12 8 29 7 

Q12: I do not answer the questions because of my poor language skills 

 
8 7 4 28 13 

Q13: I learn my subject content in English without translating the meanings in 

other language 

 

9 14 9 23 5 

Q14: I do not understand teachers’ lecture as their English is not good 

 
3 12 13 27 5 

Q15: I do not pay attention to teachers as they only read from text books 

 
10 15 7 22 6 

Q16: I am encouraged to pass the examination through memorising and rote 

learning 

 

9 24 12 13 2 

Q17: Teachers’ focus is only to finish syllabus 

 
6 21 10 22 1 

Q18: Teachers provide meaningful feedback to motivate for improvement 

 
14 18 11 15 2 

Q19: Most of the lecture takes place in English 

 
12 23 12 12 1 

 

Section D: Communicative and Collaborative Learning Approach (CLA) 

 

Q20: Group discussions are beneficial to understand subject content 

 
27 28 4 1 - 

Q21: Interactive classroom can improve my language skills 

 
27 25 4 4 - 

Q22: My EMI teachers help me to improve my writing skills through correcting my 

mistakes 

 

16 24 10 8 2 

Q23: I am encouraged to ask questions in EMI classroom 

 
10 29 10 10 1 
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Section E: Affective Variables 

 

Q24: I feel anxious to speak in English in front of the whole class 

 
12 23 10 13 2 

Q25: I feel stress working in groups 

 
24 23 6 6 1 

Q26: I rarely participate in class discussion out of fear of making mistakes 

 
11 21 9 17 2 

Q27: Teacher motivates me to take part in class discussions 

 
20 23 9 7 1 

Q28: pair and group activities motivate me to engage in EMI classroom 

 
16 32 7 4 1 

Q29: I feel comfortable sitting alone without participation 

 
5 20 6 23 6 

Q30: I am hesitant to give class presentation in English 

 
12 24 5 13 6 

Q31: I feel stress about writing examination in English 

 
7 20 1 20 12 

    
 

 

Q32: What do you think are the reasons for the implementation of EMI in universities? 

Question response scale: 1 = Yes; 2 = No 

 

 1 2 

 Frequency of responses 

To build students’ communicative competence in English 
 

 
38 
 

 
22 

To make students ready for professional career with language proficiency 
 

40 20 

To make students capable to pass CSS examination 
 

19 41 

It is the need of modern time 
 

54 6 

To pass the examination with good marks 
 

15 45 

Students desire to learn the language 
 

24 36 

To help students to understand subject content in English effectively 
 

27 33 

It can make learning easy by using instructional media 
 

9 51 

 

Q33: Have you experienced Communicative and Collaborative Learning Approach (CLA) in your 

classroom? 

 

33a: if the answer is yes, mark how it helped you 

 

It makes students central figure in the classroom 
 

15 45 

It builds communicative competence in student 
 

32 28 

Students get chance to ask questions 
 

29 31 

Students develop language fluency 
 

27 33 

Students like to work in group and pair 
 

23 37 

CLA helps students to understand subject content effectively 
 

13 47 

Others, please specify… 
 

1 59 

 
33b: if the answer is no, mark how it was not effective 

 

I am not familiar with CLA 
 

11 49 

It is time consuming approach to use 
 

11 49 
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Students resist pair or group work activities 
 

13 47 

CLA requires teachers to have language proficiency 
 

5 55 

It cannot improve writing and reading skills 
 

6 54 

Others, please specify 
 

- 60 

 

Q34: which of the following classroom procedures are you currently experiencing in EMI classroom? 

 

Group discussions 
 

49 11 

Pair work 
 

25 35 

Task based activities 
 

36 24 

Feedback on assignments 
 

36 24 

Using instructional media 
 

31 29 

Class presentations 
 

58 2 

 
Q35: which of the following classroom procedures are you currently experiencing in EMI classroom? 

 

lack of vocabulary 
 

52 8 

Pronunciation 
 

26 34 

using online sources 
 

20 40 

making argument 
 

25 35 

asking questions 
 

41 19 

reading aloud 
 

11 49 

writing creative essays 
 

20 40 

classroom presentations 
 

41 19 

 

 

 

C2: Analysis of questionnaire with Government Lahore University (GLU) 

undergraduate students                 

                             Sample size = 60 

                                Section A 
                          Demographic Information                          
 
Age                          
 

     (a) Under 15 years    (b) 16-30 years old   (c) 31-50 years old   (d) 51-70 years old    (e) older than 71                                                               

                                       
Gender 
      

(a) Male  (b) Female 

            
Previous medium of instruction of education     
 

(a) English (b) Urdu  (c) Others, Please specify…………..                 
 



240 | P a g e  
 

 

Present medium of instruction of education 

 
(a) English (b) Urdu  (c) Others, Please specify…………..                          

 

Name of faculty 
 
(a) Humanities (b) Science            

 
Which university do you attend currently? 

 

(a) Public (b) private     
 
Which medium did you complete your matriculation from? 

 

(a) English medium  (b) Urdu medium           
 

Which school did you complete your matriculation from? 

 

(a) Public school (b) Private school           
 

What type of English language course have you done ever? 

 

(a) Spoken English  (b) English reading/writing/listening  (c) TOEFL/TOESAL  

 

(d) Others, please specify… (e) None  

 
                    Section B 
 
Q1: How do you see your learning experience with EMI?  

 

(a) Interesting (b) Boring  (c) Neutral  

 
 
 
 
 

 

 

Q2: How well can you perform in the following skills? 

Question response scale: 1 = very well; 2 = Well; 3 = Somewhat well; 4 = Not well; 5 = Not applicable 

 

Skills/Activity 
1 

 

2 

 

3 

 

4 

 

5 

 

 Frequency of responses 

Reading English 

 
31 22 7 - - 

Writing English 

 
15 29 14 2 - 

Speaking English 

 
7 17 26 10 - 

Listening English 

 
26 26 7 1 - 

 

Q3: Where do you rate yourself on your abilities in the following tasks in English? 

 

Understanding instructions in English 

 
20 21 19 - - 

Making class presentations in English 

 
9 28 16 7 - 

Taking part in class discussions in English 

 
2 18 31 9 - 
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Expressing myself clearly in English 

 
8 18 24 10 - 

Writing examination in English 

 
24 32 3 1 - 

 

 

Relationship of EMI in public and private degree college with class division 

Question response scale: 1 = Strongly Agree; 2 = Agree; 3 = Neutral; 4 = Disagree; 5 = Strongly Disagree 

 

 

 

1 

 

2 

 

 

3 

 

4 

 

5 

 

 Frequency of responses 

Q4: My family encouraged me to attend this university 

 
24 18 1 16 1 

Q5: Preference for EMI leads me to enrol in this university 

 
7 12 6 32 3 

Q6: To study with EMI will prepare me for better professional career 

 
19 12 4 22 3 

Q7: To study with EMI will improve my social status 

   

17 

 

29 5 7 2 

Q8: To study with EMI can improve my English language skills 

 

28 

 

23 2 4 3 

 

Section C: Students’ difficulties related with language skills and teachers 

 

Q9: It is difficult to understand English lecture 

 
1 19 5 30 5 

Q10: It is difficult to understand the English subject content 

 
2 23 2 22 11 

Q11: It is difficult to interact with students due to my limited speaking skills 

 
2 13 14 25 6 

Q12: I do not answer the questions because of my poor language skills 

 
5 17 2 25 11 

Q13: I learn my subject content in English without translating the meanings in 

other language 

 

3 7 1 40 9 

Q14: I do not understand teachers’ lecture as their English is not good 

 
2 8 2 30 18 

Q15: I do not pay attention to teachers as they only read from text books 

 
3 26 5 17 9 

Q16: I am encouraged to pass the examination through memorising and rote 

learning 

 

3 45 2 7 3 

Q17: Teachers’ focus is only to finish syllabus 

 
12 41 - 4 3 

Q18: Teachers provide meaningful feedback to motivate for improvement 

 
6 24 15 15 - 

Q19: Most of the lecture takes place in English 

 
5 12 2 37 4 

 

Section D: Communicative and Collaborative Learning Approach (CLA) 

 

Q20: Group discussions are beneficial to understand subject content 

 
33 23 2 2 - 

Q21: Interactive classroom can improve my language skills 

 
16 34 8 2 - 

Q22: My EMI teachers help me to improve my writing skills through correcting my 

mistakes 

 

14 30 8 8 - 

Q23: I am encouraged to ask questions in EMI classroom 

 
6 23 18 13 - 

 
Section E: Affective Variables 
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Q24: I feel anxious to speak in English in front of the whole class 

 
10 38 4 7 1 

Q25: I feel stress working in groups 

 
12 29 5 12 2 

Q26: I rarely participate in class discussion out of fear of making mistakes 

 
2 29 5 21 3 

Q27: Teacher motivates me to take part in class discussions 

 
10 26 9 15 - 

Q28: pair and group activities motivate me to engage in EMI classroom 

 
8 33 8 11 - 

Q29: I feel comfortable sitting alone without participation 

 
5 10 9 27 9 

Q30: I am hesitant to give class presentation in English 

 
2 39 2 9 8 

Q31: I feel stress about writing examination in English 

 
1 40 1 8 10 

 

 

Q32: What do you think are the reasons for the implementation of EMI in universities? 

Question response scale: 1 = Yes; 2 = No 

 

 1 2 

 Frequency of responses 

To build students’ communicative competence in English 
 

 
23 
 

37 

To make students ready for professional career with language proficiency 
 

27 33 

To make students capable to pass CSS examination 
 

22 38 

It is the need of modern time 
 

49 11 

To pass the examination with good marks 
 

20 40 

Students desire to learn the language 
 

39 21 

To help students to understand subject content in English effectively 
 

7 53 

It can make learning easy by using instructional media 
 

9 51 

 

Q33: Have you experienced Communicative and Collaborative Learning Approach (CLA) in your 

classroom? 

 

33a: if the answer is yes, mark how it helped you 

 

It makes students central figure in the classroom 
 

13 47 

It builds communicative competence in student 
 

29 31 

Students get chance to ask questions 
 

34 26 

Students develop language fluency 
 

23 37 

Students like to work in group and pair 
 

32 28 

CLA helps students to understand subject content effectively 
 

18 42 

Others, please specify… 
 

- 60 

 
33b: if the answer is no, mark how it was not effective 

 

I am not familiar with CLA 
 

7 53 

It is time consuming approach to use 
 

15 45 

Students resist pair or group work activities 
 

9 51 

CLA requires teachers to have language proficiency 
 

7 53 
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It cannot improve writing and reading skills 
 

14 46 

Others, please specify 
 

- 60 

 

Q34: which of the following classroom procedures are you currently experiencing in EMI classroom? 

 

Group discussions 
 

49 11 

Pair work 
 

19 41 

Task based activities 
 

22 38 

Feedback on assignments 
 

33 27 

Using instructional media 
 

21 39 

Class presentations 
 

54 6 

 
Q35: which of the following classroom procedures are you currently experiencing in EMI classroom? 

 

lack of vocabulary 
 

50 10 

Pronunciation 
 

18 42 

using online sources 
 

23 37 

making argument 
 

10 50 

asking questions 
 

39 21 

reading aloud 
 

21 39 

writing creative essays 
 

18 42 

classroom presentations 
 

47 13 

 

 

 

 

 

 

C3: Analysis of questionnaire with Pearl Private University (PPU) Teachers 

                

                             Sample size = 10 

                                Section A 
                          Demographic Information 
 
Age                          
 

     (a) Under 15 years    (b) 16-30 years old   (c) 31-50 years old   (d) 51-70 years old    (e) older than 71                                                               

                                       
 
Gender 
      

(a) Male  (b) Female 

            
Previous medium of instruction of teaching     
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(a) English (b) Urdu  (c) Others, Please specify…………..                 
 
 

Present medium of instruction of teaching 

 
(a) English (b) Urdu  (c) Others, Please specify…………..                          

 

Name of faculty 
 
(a) Humanities (b) Science            

 
Which university do you attend currently? 

 

(a) Public (b) private     
 
 
Which medium did you complete your matriculation from? 

 

(a) English medium  (b) Urdu medium           
 

 
Which school did you complete your matriculation from? 

 

(a) Public school (b) Private school           
 

What type of English language course have you done ever? 

 

(a) Spoken English  (b) English reading/writing/listening  (c) TOEFL/TOESAL  

 

(d) Others, please specify… (e) None  

 
                    Section B 
 
Q1: How do you see your learning experience with EMI?  

 

(a) Interesting (b) Boring  (c) Neutral  

 

 

 

 

Q2: How well can you perform in the following skills? 

Question response scale: 1 = very well; 2 = Well; 3 = Somewhat well; 4 = Not well; 5 = Not applicable 

 

Skills/Activity 
1 

 

2 

 

3 

 

4 

 

5 

 

 Frequency of responses 

Reading English 

 
8 2 - - - 

Writing English 

 
3 5 2 - - 

Speaking English 

 
5 2 3 - - 

Listening English 

 
8 2 - - - 

 

Q3: Where do you rate yourself on your abilities in the following tasks in English? 

 

Providing instructions in English 

 
4 6 - - - 
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Conducting class discussions in English 

 
3 6 1 - - 

Reading English textbooks to students 6 3 1 - - 

Expressing myself clearly in English 

 
5 4 1 - - 

Explaining subject-content effectively to students 

 
5 2 3 - - 

 

 

Relationship of EMI in public and private degree college with class division 

Question response scale: 1 = Strongly Agree; 2 = Agree; 3 = Neutral; 4 = Disagree; 5 = Strongly Disagree 

 

 

 

1 

 

2 

 

 

3 

 

4 

 

5 

 

 Frequency of responses 

Q4: Money is a factor to get a job in this university 

 
- 5 - 5 - 

Q5: Preference for EMI lead me to teach in this university 

 
- 5 1 4 - 

Q6: There are opportunities to increase job status in this university 

 
- 8 1 - 1 

Q7: To teach with EMI will improve my social status 
 

- 
7 - 3 - 

Q8: EMI is necessary to develop language competence to get high paid jobs 

 
- 2 - 4 4 

Q9: EMI teaching makes me different in social circle 

 
6 4 - - - 

 

Section C: Students’ difficulties related with language skills and teachers 

 

Q10: Students have difficulty understanding English lecture 

 
1 8 - 1 - 

Q11: Students have difficulty understanding the English subject content 

 
1 7 - 2 - 

Q12: Students find it difficult to interact with peers due to their limited speaking 

skills 

 

- 8 - 2 - 

Q13: Students do not answer the questions due to their poor language skills 

 
- 8 - 2 - 

Q14: Students learn subject content in English without translating the meanings in 

other language 

 

- 4 - 6 - 

Q15: I promote memorisation and rote-learning to pass the examination 

 
- 3 - 5 2 

Q16: My focus is to finish the syllabus 

 
- 4 - 5 1 

Q17: I provide meaningful feedback to motivate students for improvement 

 
2 8 - - - 

Q18: Most of the lecture takes place in English 

 
- 5 - 5 - 

 

Section D: Communicative and Collaborative Learning Approach (CLA) 

 

Q19: I use EMI to conduct classroom activities 

 
- 8 - 2 - 

Q20: Group discussions are beneficial to explain subject content 

 
- 10 - - - 

Q21: Task based activities can improve students’ language skills 

 
1 9 - - - 

Q22: I help my students to improve their writing skills through correction of 

mistakes 

 

2 8 - - - 

Q23: I encourage students to ask questions in EMI classroom 

 
2 7 - 1 - 
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Section E: Affective Variables 

 

Q24: I feel anxious to speak in English in front of the whole class 

 
- 3 - 6 1 

Q25: I feel stress of conducting group activities 

 
- - - 9 1 

Q26: I motivates students to take part in class discussions 

 
4 6 - - - 

Q27: Students feel stress writing examination in English 

 
- 9 - 1 - 

Q28: I feel comfortable in lecture-centred classroom 

 
1 8 - 1 - 

 

 

Q29: What do you think are the reasons for the implementation of EMI in universities? 

Question response scale: 1 = Yes; 2 = No 

 

 1 2 

 Frequency of responses 

To develop students’ communicative competence in English 
 

 
7 
 

           3 

To make students ready for professional career with language proficiency 
 

9 1 

To make students capable to pass CSS examination 
 

1 9 

It is the need of modern time 
 

8 2 

To help students to understand subject content in English effectively 
 

6 4 

To increase students’ success rate in English subject-content 
 

5 5 

 

Q30: Have you implemented Communicative and Collaborative Learning Approach (CLA) in your 

classroom? 

 

30a: if the answer is yes, mark how it helped you 

 

It makes students central figure in the classroom 
 

4 6 

It builds communicative competence in student 
 

5 5 

Students get chance to ask questions 
 

7 3 

Students develop language fluency 
 

3 7 

Students like to work in group and pair activities 
 

5 5 

CLA helps students to understand subject content effectively 
 

7 3 

Others, please specify… 
 

- - 

 
30b: if the answer is no, mark how it was not effective 

 

I am not familiar with CLA 
 

2 8 

It is time consuming approach to use 
 

3 7 

Students resist pair or group work activities 
 

1 9 

I have difficulty conducting activities due to my limited language proficiency 
 

1 9 

It cannot improve writing and reading skills 
 

2 8 

I do not have enough resources 
 

1 9 

Others, please specify 
 

- - 
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Q31: which of the following classroom procedures are you currently experiencing in EMI classroom? 

 

Group discussions 
 

9 1 

Pair work 
 

5 5 

Task based activities 
 

8 2 

Feedback on assignments 
 

9 1 

Use of guidebooks 
 

6 4 

Using instructional media 
 

5 5 

Class presentations 
 

5 5 

 
Q32: which of the following classroom procedures are you currently experiencing in EMI classroom? 

 

lack of vocabulary 
 

8 2 

Pronunciation 
 

6 4 

using online sources 
 

2 8 

making argument 
 

4 6 

asking questions 
 

5 5 

reading aloud 
 

4 6 

writing creative essays 
 

5 5 

classroom presentations 
 

9 1 

 

 

 

 

 

C4: Analysis of questionnaire with Government Lahore University (GLU) 

Teachers                

                             Sample size = 10 

                                Section A 
                          Demographic Information 
 
Age                          
 

     (a) Under 15 years    (b) 16-30 years old   (c) 31-50 years old   (d) 51-70 years old    (e) older than 71                                                               

                                       
 
Gender 
      

(a) Male  (b) Female 

            
Previous medium of instruction of teaching     
 

(a) English (b) Urdu  (c) Others, Please specify…………..                 
 
 

Present medium of instruction of teaching 
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(a) English (b) Urdu  (c) Others, Please specify…………..                          

 

Name of faculty 
 
(a) Humanities (b) Science            

 
Which university do you attend currently? 

 

(a) Public (b) private     
 
 
Which medium did you complete your matriculation from? 

 

(a) English medium  (b) Urdu medium           
 

 
Which school did you complete your matriculation from? 

 

(a) Public school (b) Private school           
 

What type of English language course have you done ever? 

 

(a) Spoken English  (b) English reading/writing/listening  (c) TOEFL/TOESAL  

 

(d) Others, please specify… (e) None  

 
                    Section B 
 
Q1: How do you see your learning experience with EMI?  

 

(a) Interesting (b) Boring  (c) Neutral  

 

 

 

 

Q2: How well can you perform in the following skills? 

Question response scale: 1 = very well; 2 = Well; 3 = Somewhat well; 4 = Not well; 5 = Not applicable 

 

Skills/Activity 
1 

 

2 

 

3 

 

4 

 

5 

 

 Frequency of responses 

Reading English 

 
9 - 1 - - 

Writing English 

 
4 6 - - - 

Speaking English 

 
7 2 1 - - 

Listening English 

 
9 1 - - - 

 

Q3: Where do you rate yourself on your abilities in the following tasks in English? 

 

Providing instructions in English 

 
8 2 - - - 

Conducting class discussions in English 

 
7 3 - - - 

Reading English textbooks to students 8 2 - - - 

Expressing myself clearly in English 

 
7 3 - - - 
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Explaining subject-content effectively to students 

 
6 4 - - - 

 

        
 

Relationship of EMI in public and private degree college with class division 

Question response scale: 1 = Strongly Agree; 2 = Agree; 3 = Neutral; 4 = Disagree; 5 = Strongly Disagree 

 

 

 

1 

 

2 

 

 

3 

 

4 

 

5 

 

 Frequency of responses 

Q4: Money is a factor to get a job in this university 

 
1 4 - 4 1 

Q5: Preference for EMI lead me to teach in this university 

 
2 7 - - 1 

Q6: There are opportunities to increase job status in this university 

 
2 8 - - - 

Q7: To teach with EMI will improve my social status 
  2 

 
8 - - - 

Q8: EMI is necessary to develop language competence to get high paid jobs 

 
- 5 - 1 4 

Q9: EMI teaching makes me different in social circle 

 
- 8 - 2 - 

 

Section C: Students’ difficulties related with language skills and teachers 

 

Q10: Students have difficulty understanding English lecture 

 
- 7 - 3 - 

Q11: Students have difficulty understanding the English subject content 

 
- 8 - 2 - 

Q12: Students find it difficult to interact with peers due to their limited speaking 

skills 

 

1 8 - 1 - 

Q13: Students do not answer the questions due to their poor language skills 

 
2 6 - 2 - 

Q14: Students learn subject content in English without translating the meanings in 

other language 

 

- 6 - 3 1 

Q15: I promote memorisation and rote-learning to pass the examination 

 
- 5 - 3 2 

Q16: My focus is to finish the syllabus 

 
- 5 - 3 2 

Q17: I provide meaningful feedback to motivate students for improvement 

 
4 6 - - - 

Q18: Most of the lecture takes place in English 

 
4 5 - 1 - 

 

Section D: Communicative and Collaborative Learning Approach (CLA) 

 

Q19: I use EMI to conduct classroom activities 

 
3 6 1 - - 

Q20: Group discussions are beneficial to explain subject content 

 
4 6 - - - 

Q21: Task based activities can improve students’ language skills 

 
3 7 - - - 

Q22: I help my students to improve their writing skills through correction of 

mistakes 

 

5 4 - 1 - 

Q23: I encourage students to ask questions in EMI classroom 

 
5 5 - - - 

 
Section E: Affective Variables 

 

Q24: I feel anxious to speak in English in front of the whole class 

 
3 - - 4 3 

Q25: I feel stress of conducting group activities 

 
- 2 - 4 4 
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Q26: I motivates students to take part in class discussions 

 
7 3 - - - 

Q27: Students feel stress writing examination in English 

 
1 9 - - - 

Q28: I feel comfortable in lecture-centred classroom 

 
4 6 - - - 

 

 

Q29: What do you think are the reasons for the implementation of EMI in universities? 

Question response scale: 1 = Yes; 2 = No 

 

 1 2 

 Frequency of responses 

To develop students’ communicative competence in English 
 

 
5 
 

5 

To make students ready for professional career with language proficiency 
 

6 4 

To make students capable to pass CSS examination 
 

2 8 

It is the need of modern time 
 

9 1 

To help students to understand subject content in English effectively 
 

4 6 

To increase students’ success rate in English subject-content 
 

6 4 

 

Q30: Have you implemented Communicative and Collaborative Learning Approach (CLA) in your 

classroom? 

 

30a: if the answer is yes, mark how it helped you 

 

It makes students central figure in the classroom 
 

- 10 

It builds communicative competence in student 
 

3 7 

Students get chance to ask questions 
 

8 2 

Students develop language fluency 
 

2 8 

Students like to work in group and pair activities 
 

2 8 

CLA helps students to understand subject content effectively 
 

7 3 

Others, please specify… 
 

- - 

 
30b: if the answer is no, mark how it was not effective 

 

I am not familiar with CLA 
 

2 8 

It is time consuming approach to use 
 

6 4 

Students resist pair or group work activities 
 

2 8 

I have difficulty conducting activities due to my limited language proficiency 
 

1 9 

It cannot improve writing and reading skills 
 

3 7 

I do not have enough resources 
 

4 6 

Others, please specify 
 

- - 

 

Q31: which of the following classroom procedures are you currently experiencing in EMI classroom? 

 

Group discussions 
 

9 1 

Pair work 
 

4 6 

Task based activities - 10 
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Feedback on assignments 
 

10 - 

Use of guidebooks 
 

5 5 

Using instructional media 
 

4 6 

Class presentations 
 

7 3 

 
Q32: which of the following classroom procedures are you currently experiencing in EMI classroom? 

 

lack of vocabulary 
 

10 - 

Pronunciation 
 

5 5 

using online sources 
 

5 5 

making argument 
 

1 9 

asking questions 
 

5 5 

reading aloud 
 

5 5 

writing creative essays 
 

6 4 

classroom presentations 
 

10 - 
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9.4 Appendix D. Classroom observation checklist 

Classroom observation No……………………… 

Date…………..      Time/Duration…………  Place……………… 

Faculty………..…. Department…………..…  Number of students…………..  

Degree college: Public…………   Private………….. 

Teacher:      Male………     Female………….. 

Topic of lecture:……………………. 

                    Section A: Descriptive information 

 

   Teacher action   Student behaviour Further comments 

• Lecturing 

• Asking questions 

• Responding to questions 

• Explaining information 

• Explaining vocabulary 

• Explaining scientific 
concepts 

• Correcting language 

• Assigning tasks 

• Others 

• Listening 

• asking questions 

• asking clarification 

• responding individually 

• responding collectively 

• taking notes 

• reading textbooks 

• pair/group work 

• others 

 

 

 
Delivery/organization of the lesson: 

 

Question response scale: 1 = Always; 2 = Frequently; 3 = Sometimes; 4 = Seldom; 5 = Never 

 

 Frequency of responses 

 1 
    

2 3 4 5 

The voice was used well to explain subject content 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 
Good use of notes 

     

 
Use of textbook 

     

 
Contact with students was strong 

     

 
Teacher keep checking students if they are following 

     

 

Teacher speaks with fluency 
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Clear pronunciation 
     

 

Lecture was organized and prepared 
     

 

Teacher used simple English to explain concepts 
     

 

Students were excited to speak in English 
     

 

Teacher correct them in a friendly way 
     

 

Reading and writing activities were conducted 
     

 

Teacher used direct/Grammar Translation method 
     

                              Interaction between teachers and students 

 

Teacher divided the class into groups/pairs 
     

 

Teacher divided the class into groups/pairs 
     

 

Teacher explained content successfully 
     

 

Teacher made sure to engage every student 
     

 

All students participated to respond to the questions 
     

 

The whole lecture was teacher-centred/student-centred 
     

 

Affective variables 

 

 

Teacher encouraged students to ask questions 
     

 

Teacher is confident while using EMI 
     

 

Teacher lacks knowledge on language 
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Students have fear of making mistakes 
     

 

Students and teacher have good cooperation 
     

Mutual interaction is very much encouraged in class 
     

 

               Section B: Reflective information  

Field notes 

1: Focus is on (academic competency, individual needs, group needs) 

__________________________________________________________________ 

2: Grammar competence 

_________________________________________________________________ 

3: Language skills 

__________________________________________________________________ 

4: Explaining concepts from subject content 

__________________________________________________________________ 

5: Voice pitch of teachers and students 

__________________________________________________________________ 

6: Teachers’ movement in the classroom 

___________________________________________________________________ 

7: Class organisation 

___________________________________________________________________ 

8: Use of textbook 

___________________________________________________________________ 

9: Use of audio visual aids 

__________________________________________________________________ 

Atmosphere (comfortable, sitting arrangement, lights,) 

_______________________________________________________________ 

Personal reflection 

_________________________________________________________________  
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9.5 Appendix E. Interview sheets  

E1. Students’ interview sheet 

                       Section A 
 
Duration:                 Date:                Pseudonym:  
 
                     Demographic Information                          
 
Age                          
 

     (a) Under 15 years    (b) 16-30 years old   (c) 31-50 years old   (d) 51-70 years old    (e) older than 71                                                                                                  
 
Gender 
      

(a) Male  (b) Female 

            
Previous medium of instruction of education     
 

(a) English (b) Urdu  (c) Others, Please specify…………..                 
 
 

Present medium of instruction of education 

 
(a) English (b) Urdu  (c) Others, Please specify…………..                          

 

Name of faculty 
 
(a) Humanities (b) Science            

 
 
Which university do you attend currently? 

 

(a) Public (b) private     
 
 
Which medium did you complete your matriculation from? 

 

(a) English medium  (b) Urdu medium           
 

 
Which school did you complete your matriculation from? 

 

(a) Public school (b) Private school           
 

What type of English language course have you done ever? 

 

(a) Spoken English  (b) English reading/writing/listening  (c) TOEFL/TOESAL  

 

(d) Others, please specify… (e) None  

 

                         Section B 

 

1: Why do you prefer this university to get your current degree? 

2: What learning advantages have you experienced during your time with EMI in this college? 
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2A: Are they helpful in your current academic life? 

2B: Will they be helpful in future professional field?  

3: In the questionnaire, most of the teachers agreed that students do not understand the subject 

content and they lack class participation due to poor language skills. Do you agree? 

4: What comes to your mind when you hear about collaborative and communicative learning 

approach in EMI classroom in higher education. 

4A: Have you experienced any? 

5: In the questionnaire findings call mom most of the teachers agreed that students feel stressed to 

write examination. Do you agree with teachers responses?  

 

E2: Teachers’ interview sheet 

 

                        Section A 
 
Duration:                 Date:                Pseudonym:  
 
Demographic Information                          
 

Age                          
 

     (a) Under 15 years    (b) 16-30 years old   (c) 31-50 years old   (d) 51-70 years old    (e) older than 71                                                               

                                       
Gender 
      

(a) Male  (b) Female 

            
Previous medium of instruction of teaching     
 

(a) English (b) Urdu  (c) Others, Please specify…………..                 
 
 

Present medium of instruction of teaching 

 
(a) English (b) Urdu  (c) Others, Please specify…………..                          

 

Name of faculty 
 
(a) Humanities (b) Science            

 
Which university do you attend currently? 

 

(a) Public (b) private     
 
Which medium did you complete your matriculation from? 

 

(a) English medium  (b) Urdu medium           
 
Which school did you complete your matriculation from? 

 

(a) Public school (b) Private school           
 

What type of English language course have you done ever? 



257 | P a g e  
 

 

(a) Spoken English  (b) English reading/writing/listening  (c) TOEFL/TOESAL  

(d) Others, please specify… (e) None 

 

                        Section B 

1: How do you think public and private colleges are different from each other? 

2: Does your university offer any pre service or in courts training on teaching methodology particularly 

in the context of using English medium of instruction in classrooms?  

2A: Have you attended any? 

3: What is your current teaching method regarding medium of instruction are you satisfied video 

teaching practises in classroom? Explain. 

3A: During classroom observation I observed that you were using EMI/Urdu medium of 

instruction/bilingual teaching method, are you satisfied with this teaching methodology? 

4: Most of the students agreed that they are anxious to speak in front of the class and feel stress to 

make presentations in English. Have you felt such scenario in your classroom? 

5: What comes to your mind when you hear about collaborative and communicative learning and 

teaching approach in English medium of instruction classroom in universities. 

6: Do you think English medium of instruction can play any role to improve the passing percentage of 

students in subject content that is in English. 
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9.6 Appendix F: SPSS images of questionnaire data analysis  
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9.7 Appendix G: Atlas.ti images for qualitative interviews data analysis  
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9.8 Appendix H: Turnitin report on the final thesis for examination  
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