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ABSTRACT 
 

This study attempts to examine the role of English as a Foreign 
Language (EFL) teachers’ access to social as well as cultural capital in 
their home culture attachment, using Bourdieu’s theories in the sociology 
of education as frames of reference. To this end, two questionnaires were 
administered to a sample of 342 Iranian EFL teachers from more than 25 
private language schools in Mashhad, a city in the northeast of Iran.  The 
results demonstrated that though teachers’ home culture attachment was 
not influenced by their total social/cultural capital, access to two 
components of social/cultural capital, namely social competence and 
social solidarity, played a significant role in teachers’ home culture 
attachment.  Interestingly, cultural competence, another component, 
negatively influenced their home culture attachment. The remaining 
components, literacy and extraversion, did not play any role in their 
home culture attachment. Finally, the statistical results were discussed, 
and implications were provided in the context of English language 
teaching.  

 
      Keywords:  EFL Teachers, Home culture, Identity, Boudieu’s theory 

 

1. INTRODUCTION  
 

Sociolinguistics reveals why when we, as foreign language (FL) educators, teach a 
language, our students learn about the culture of the FL from the beginning whether or not 
we include it overtly in the curriculum   (McLeod, 1976). It is because “there are values, 
presuppositions about the nature of life and what is good and bad in it, to be found in any 
normal use of language” (Brown, 1990, p.13). Considering the fact  that culture is an 
integral part of language teaching and learning (Brown, 2007), and bearing in mind that we 
have so many varieties of Englishes (Kachru, 1985), each of which implying a different 
cultural background,  and also being mindful of the pressure on the shoulders of applied 
linguists and educators to adapt  TEFL/TESL policies  according to governments’ 
ecopolitical decisions (Kramsch, 2005), it is worth stepping back for a moment from 
teaching English to ask ourselves, “ Where will it lead us from here?” Accordingly, 
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MacPherson (1997) raises the insightful question whether we as TESOL educators are 
unwittingly perpetuating Western cultural hegemony, weakening the cultural and linguistic 
resources of people in different parts of the world. This question is frequently debated not 
only in TESOL but also in the broader educational community (Kachru, 1990; Lowenberg, 
1993; Ndebele, 1987; Ngugi wa Thiong’o, 1986; Peirce, 1989; Pennycook, 1994; Phillipson 
& Skutnabb Kangas, 1996; Swales, 1997; Tollefson, 1991; Widdowson, 1994 ).  

Education and schooling are to the benefit of the dominant groups of the society 
through the type of language they employ for education (they employ elaborated code which 
is exclusively used by middle-class families and ignore restricted code which is used by 
working-class families) (Bernstein, 1971) as well as the cultural capital (learners’ 
skill/competence, academic credentials, and cultural goods) and social capital (learners’ 
social links with family members, teachers, school staff, peers) the children bring to school 
as their home background (Weininger & Lareau, 2007). Similarly, in the world’s scale, 
dominant countries take charge of FL education following their own objectives and to their 
own benefits (Kramsch, 2005). Particularly in EFL teaching and testing, they exert a 
political gate-keeping power to admit or reject foreign scholars and to manipulate the 
scholars’ social, cultural, and political identity in order to control their upward mobility. 
Approvingly, Shohamy (2004, p. 75) argued that “tests provide effective tools for carrying 
out assimilative agendas; moreover, tests of language as well as of various school content 
play major roles in the process of maintaining the dominant knowledge.”  

According to Bourdieu (1979/1984), there are different ways that ruling groups 
maintain their dominance e.g. by establishing exclusive lifestyles, dispositions, world views, 
and cultural institutions within a society. One case in point is adult participation sports as a 
type of cultural capital. As Stempel (2005, p. 411) demonstrated “many sports are highly 
class exclusive among adult Americans”, which suggests that even their pastimes should 
serve as a boundary around their social class. Another case in point is that different classes, 
more often unconsciously, express their sources of pride and respect, as well as their 
evaluation system in their language practices. The dominant classes use language - and in 
particular foreign language - in order to distance themselves from others or to gain 
distinction. In other words, foreign language learning can bring about access to cultural 
capital resulting in “distinction” to guarantee “reproduction” (Bourdieu, 1984/1979) – that 
is, to maintain one’s social class and power relationship in one’s society and even reproduce 
them in one’s succeeding generations.                                 

 Individuals’ command of English can serve them as a kind of cultural capital, 
because it will bring about their linguistic competence, which is the “embodied form” of 
cultural capital, inseparable from its holder. It will also enable them to use different cultural 
goods available in the English language (books, journals, internet, seminars, etc), which 
constitute the “objectified form” of cultural capital. The language school where they have 
learned English may further provide them with a credential, which is the “institutionalized 
form” of cultural capital enabling them to get employed and convert their cultural capital to 
economic capital. Moreover, since access to an international language enables them to 
socialize with more people throughout the world, either in person or via chat or mail, they 
will establish more social links and maintain more social capital. 

In a nutshell, on one hand, learning English means access to more social and cultural 
capital, and on the other hand, learning English means crossing the boundaries of one’s 
home culture into a foreign culture – a challenging cross -cultural experience influencing 
one’s home culture attachment. In our study, we attempt to extend the recent conceptual and 
empirical work in this area by testing Boudieu’s theory of language as cultural capital by 
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actually examining the role of EFL teachers’ level of cultural and social capital achievement 
in their home culture attachment in the context of private language schools.  

 
2. THEORETICAL FRAMEWORK  

2.1. CULTURE  

Simpson (2009) pointed out that ideology and pedagogy are interwoven and that 
ideologies are made, maintained and expressed in social practices, such as language 
teaching. Lessard-Clouston (1997) asserted that language teaching is actually culture 
teaching, because as Smyth (2002) has mentioned language is not limited to its linguistic 
dimension and its other dimensions should be attended  in EFL teaching as well- 

• The linguistic dimension: the sounds, forms and grammar of the language, 
• The paralinguistic dimension: the tone, pitch, volume and speed used to      

articulate the linguistic dimension, 
• The extralinguistic dimension: the gestures, movements and facial grimaces 

which accompany and give meaning to the linguistic dimension,  
• The sociolinguistic dimension: the style of speech used depends on a range of 

social factors and variables such as the age and gender of the speakers; the 
relationship between the speakers and the purpose of the interaction (p. 2).  

 
The last two dimensions are where the culture of speakers of the target language 

comes into play, and the learners begin to undergo a cross-cultural experience as well as an 
identity conflict while learning a new language. Meaningful language learning does 
necessitate some degree of identity conflict since learners adopt a new identity with their 
new linguistic / intercultural competence (Brown, 2007). 

To explain why Bourdieu has redefined culture as a sort of capital in addition to 
Marxists’ economic version of capital, he asserts that economic obstacles are not the only 
cause of differences in the educational achievement of children from different social classes 
(Bourdieu & Passeron, 1964/1979) and that cultural habits and dispositions (cultural capital) 
inherited from the family are basically important to school success. Culture does have many 
properties in common with economic capital because firstly, cultural habits and dispositions 
make up a resource of profits potentially subject to exclusive ownership (monopolization) by 
people and secondly, they are capable of being passed on to the next generation (Lareau & 
Weininger, 2003).  

According to Bourdieu and Johnson (1993), natural aptitudes alone are not 
responsible for school success; the capitals (e.g. linguistic capital as a type of cultural 
capital) learners from different social classes bring to education can contribute to their 
educational achievement. Similarly, Bernstein (1971), as an educator, was engaged with the 
relatively poor performance of working-class students in language-based topics in spite of 
their scores on mathematical subjects being as high as their middle-class peers; therefore, he 
made a direct correlation between societal class and language in his sociolinguistic theory of 
language codes; that is, the code that a person uses indeed symbolizes their social identity. 
Code is a “set of organizing principles behind the language employed by members of a 
social group” (Littlejohn, 2002, p. 278). As Bernstein (1971) put it, a working class person 
communicates in restricted code as a result of the conditions they were raised in , so does a 
middle class person with the exception that they were also exposed to the elaborate code – 
the only code valued in schools. That is why schools, which are supposed to be as equalizers 
in the society, have ironically changed to sites of perpetuating the social inequality. 
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2.2. DIFFERENT FORMS OF CAPITAL 
 

Bourdieu (1984) has defined two primary types of symbolic capital: economic and 
cultural, both of which are properties that people try to increase in the field. Economic 
capital includes both monetary and property assets meaning exactly the same as the term 
capital in Marxist theories; however, cultural capital is a narrower definition of culture as 
“cultural competence”, which transfers legitimacy like economic capital, and its legitimacy 
is controlled by the educational/artistic institutions within the society not by the government 
(Lawley, 1994). Cultural capital can be changed into economic capital, and vice versa, but 
economic capital is more easily transferable from generation to generation continuing the 
process of reproducing domination over time (Lawley, 1994). Nevertheless, cultural capital 
also determines social class with certificates as the currency in the educational system’s 
market to reproduce cultural capital, maintain its legitimacy, and convert it to economic 
capital (Garnham & Williams, 1990).  

There are three distinct forms of cultural capital: “Embodied form” of cultural 
capital is a “competence/skill” that cannot be separated from the person holding it. 
Therefore, the acquisition of cultural capital necessarily requires certain amount of time 
devoted to learning/training (Bourdieu, 1986). For example, a college student who studies 
English language has gained a competence which is highly valued in some institutional 
settings, and thus becomes an embodied form of cultural capital for him/her. 
“Institutionalized form” of cultural capital exists in societies with a system of formal 
education. When the school certifies individuals’ competencies/skills by issuing credentials, 
it actually gives an objective value to their embodied cultural capital. Since persons with the 
same academic qualifications and degrees, e.g. an MA degree in TEFL, have a roughly 
equivalent worth on the labor market, educational degrees, as a distinct form of cultural 
capital, make individuals interchangeable. As thus, Bourdieu (1986) stated that 
institutionalization in the case of cultural capital functions similarly to money for economic 
capital. Unlike other measures of cultural capital which are largely being provided by 
family, this type of cultural capital is mostly under the influence of the school setting. 
Bourdieu has emphasized on the important role of school as the second source of providing 
and appropriating cultural capital (Bourdieu & Johnson, 1993).  

“Objectified form” of cultural capital is  the objects or cultural goods/products 
(Bourdieu, 1986) such as works of art, literature, music, films, etc, the use of which 
presupposes a certain amount of embodied cultural capital, e.g. an English text in medicine 
is an “objectified” form of cultural capital since it requires prior training in that field to be 
understood. Goulding (2008, p. 236) suggested that libraries “possess large reserves of 
cultural capital in the resources which they hold and make available for public use.  

Bourdieu (1986) defined social capital as “the aggregate of the actual or potential 
resources which are linked to possession of a durable network of more or less 
institutionalized relationships of mutual acquaintance and recognition” providing each  
member of the group with the “backing of the collectively-owned capital” (p. 248). Portes 
(1998) has explained that these relationships are neither innately-owned nor resulted just by 
being in the society but deliberately produced, reproduced, and maintained through social 
institutions, organizations, and groups (resources for social capital) for instrumental 
purposes, that is to benefit its social, cultural, and economic outcomes. Individuals’ 
relationships with parents, siblings, spouses, children, colleagues, and peers either face-to-
face or by mail/chat are instances of social links they produce, possess and try to maintain. 
The interesting feature of social capital is that people will lose it if they do not use it 
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(contrary to economic capital), that is, people should intentionally try to keep mutual 
acquaintance and exchanges in order to maintain and strengthen their social links. According 
to Dika and Singh (2002), social capital indicators might include:  number of close friends, 
presence of the two parents at home, number of siblings, extracurricular activities, 
participation in religious activities, church/mosque attendance, parent knowledge of 
children’s friends, parents’ employment, parent monitoring and involvement in children’s 
education, etc, which comprise our second questionnaire’s items (Pishghadam, Noghani, & 
Zabihi , in press). 
 
2.4.  LANGUAGE LEARNING AND IDENTITY CONSTRUCTION 

 
Brown (2007) stated that second language learning “involves the acquisition of a 

second  identity” which is “at the heart of culture learning, or…acculturation” in which the 
learner’s “worldview, self-identity, and systems of thinking, acting, feeling, and 
communicating” can be disorganized by a new culture contact (p. 194). Though in foreign 
language learning the identity conflict is not that severe, it gives learners a chance to 
critically examine the taken-for-granted things in their home culture. As Osler and Starkey 
(2000) have noted “language learning is increasingly recognized as a reflexive process 
which aims to help students to gain new perspective on their own society” and look at 
different aspects of their home culture with fresh eyes and helps them critically discover 
what was previously taken for granted as good or bad, interesting or boring in their society. 
This is the point where individuals’ different social and cultural experiences as their home 
background affect the strength of their home culture dependency. They may appreciate or 
depreciate their own cultural values after such cultural contact and reconsideration.  

From the perspective of critical approaches to second language teaching, language is 
a communicative practice which has mutual constructive impressions on language learners’ 
understanding of selves, their present social surroundings, their past experiences, their future 
possibilities, and thus, their identities are engaged in the language they learn (Norton & 
Toohey, 2004). Norton (1997) has asserted that in order to answer the question ‘Who am I?’ 
(one’s identity), one must first find the answer to the question ‘What can I do?’(one’s 
actual/potential abilities or possibilities). She has agreed with West (1992) that one’s 
identity relates to one’s desires for recognition, affiliation, security, and safety and that these 
desires depend on one’s access to material resources and consequently to power and 
privilege in one’s society, which will determine one’s possibilities for the future. In other 
words, West (1992) pointed out that changing social and economic relations can change a 
person’s identity just as Bourdieu (1977) mentioned that there is a relationship between 
identity and symbolic power  and that an “expanded definition of competence” should 
include the “right to speak” or “the power to impose reception” (p. 75), which is exactly the 
point language learners are not comfortable at, because they have simultaneously been 
taught English language and  about their inferior position as an English speaker, though 
often implicitly. This is where we can address the question concerning language, identity, 
and ownership of English, “Who owns English internationally?” If learners of English 
cannot claim ownership of a language, they might never consider themselves as legitimate 
speakers of that language (Bourdieu, 1977). They might always confront “with processes of 
Othering , … feel like  an ‘imposter’, an illegitimate speaker of English, mainly because of 
their local ‘accent’- their voice not being heard as an ‘authentic English voice’” (Bourdieu, 
1991, cited in Lin, Wang, Akamatsu, & Riazi, 2002, p. 310).  
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Norton (1997) has used the term “investment” to refer to the social/historical 
relationship of learners to the target language (TL). Instead of asking about learners’ 
motivations or personality type, Norton (1997) has questioned what the learner’s investment 
in the TL is and how the learner’s relationship to the TL is socially and historically 
constructed in order to determine their desire to learn and practice the TL, because 
investment in the TL is also an investment in a learner’s own social identity changing across 
time and space. We as English teachers who have once been EFL learners have witnessed 
our changing investment in English in line with our changing investment in our social 
identity; thus, it is high time we stopped the subordination caused by Othering processes in 
the field. In their article, Lin, Wang, Akamatsu, and Riazi (2002) have proposed a paradigm 
shift from doing TESOL (Teaching English to Speakers of Other Languages) to doing 
TEGCOM (Teaching English for Glocalized Communication) since the name TESOL itself 
implies discriminatory status of speakers assigning the dichotic terms Self-Other to native 
Anglo teacher and non-native learner respectively, and so do the other dichotic terms like 
mainstream-minority and first world-third world. After all, “the world is not owned by 
English; English is owned by the world (Chan Yuen-ying, Wang, 2001, p.23; original in 
Chinese, cited in Lin, Wang, Akamatsu, & Riazi, 2002). 

 
3. METHOD AND MATERIALS 

 
3.1   OBJECTIVE OF THE STUDY 

 
Knowing English as much as that of a holder of an English proficiency certificate or 

a university degree in English or even as much as that of a mere bilingual is considered as 
different levels of access to types of cultural capital: embodied capital (the English language 
competence which enables you to communicate in English), institutionalized capital (the 
credential which certifies you to get employed) and objectified capital (whatever helpful 
objects such as different machines/instruments, computer, books, journals, etc.). The more 
access people have to an international language such as English, the more access they 
maintain to instances of cultural capital, such as: internet sites, films, books, journals, and 
conferences which are in the field they are specialized in. Subsequently, the more contacts 
they have with people of different ethnic and cultural groups (either in person at work or on 
trips within the country or abroad in seminars/conferences or through the internet), the more 
social capital they sustain; that is, they will make more social links with people who can 
help them acquire and maintain social power, and, in turn, increase their cultural capital, too. 
On the other hand, the very familiarity with foreign languages and their cultures will bring 
about new likes and dislikes – that is, what Bourdieu (1979/1984) called a new “taste”, 
which further results in “distinction” from one’s fellow countrymen who are not bilingual. It 
may even alienate them from their home culture. 

Therefore, in the light of sociocultural approach of Bourdieu, a survey has been 
conducted among EFL teachers in private language schools. The main purpose of this study 
is to investigate the strength of home culture attachment of EFL teachers who have had 
access to different levels of cultural and social capital since their school days, the time they 
were learners themselves. This study we attempt to answer the following two questions: 

Q1:  Does access to more cultural capital play any role in home culture attachment 
among EFL teachers? 

Q2: Does access to more social capital play any role in home culture attachment 
among EFL teachers? 
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3.2   SAMPLING AND SELECTION OF SUBJECTS 

This study was conducted on 342 EFL teachers: 231 females, and 111 males, aged 
between 19 and 58, their length of being bilingual ranging from 2 to 46 years, 164 
married/174 single/4 missing, family number ranging between 1 and 10, having different 
lengths of teaching experience (ranging from 3 months to 32 years), and teaching English to 
students of different levels of proficiency in private language schools in Mashhad, a city in 
the northeast of Iran. The participants’ average teaching hours ranged from 3 to 72 hours a 
week (including their private teaching). Most teachers held degrees in English but there were 
a few who had degrees and/or other jobs irrelevant to teaching English, e.g. engineering, 
dentistry, theology, French, even a retired pilot. The participants held degrees ranging from 
High School Diploma to PhD: High School Diploma (12 teachers); Associate Degree or 
BA/BS student (21); BA/BS Degree (216); MA/MS student (23); MA/MS Degree (61); 
Above MA/MS: PhD student/PhD Degree/MD (4); missing (5). 

Almost half of the participants (173) knew at least one Asian or European language 
in addition to Farsi and English, 155 participants knew no other languages, 6 participants 
knew an Iranian minority language as their mother tongue (e.g. Turkish, Arabic), 5 
participants knew both an Iranian minority language and an Asian or a European language in 
addition to Farsi and English, and 3 participants had missing information.  

Private language schools were preferred as our context of study for several reasons: 
Firstly, in Iran, much EFL teaching goes on outside the government school sector in private 
language schools. Secondly, they can provide an informal setting on which the government 
does not exert strict monitoring  regarding their teacher recruitment, course books, teaching 
methodology, class time and arrangements, and so forth. Thirdly, teachers have to work 
under competitive conditions due to the fact that none of them are permanently employed. 
Fourthly, they teach the commercial EFL textbooks available in the global market without 
any modification, except for 2 or 3 language schools in our study, which either had some 
sort of eclectically chosen materials or some sort of censorship or omission of a few lessons 
or pictures. Finally, private language schools are in constant competition with each other for 
attracting more English learners. As such, private language schools’ teachers would teach 
according to more up-to-date EFL teaching methodology and also would/could reveal their 
cultural or social achievements/biases more openly than those in public schools.  

 
 3.3   INSTRUMENTATION  

 Two questionnaires were administered simultaneously. The first questionnaire 
(Pishghadam & Kamyabi, 2009) consists of 36 items concerning “home culture 
attachment/dependency”. The participants were required to answer it in about 15 minutes 
according to a four-point Likert scale ranging from “strongly agree” to “strongly disagree”,  
assigning 4 points for the choice showing “strong home culture attachment”, 3 points for 
“moderate home culture attachment”, 2 points for “moderate foreign culture attachment”, 
and 1 point for “strong foreign culture attachment”. The questionnaire consists of both 
positive and negative phrasing to make sure the participants pay close attention while 
answering. The scale has been validated through Rasch measurement and its reliability has 
been reported to be 0.85 utilizing Cronbach alpha. While in our study, Home Culture 
Attachment Questionnaire’s reliability is 0.87.  

The second one, the Social and Cultural Capital Questionnaire (Pishghadam, 
Noghani, & Zabihi, in press) consists of 42 items concerning “social/cultural capital 
accessibility”. The participants were required to respond to them in about 20 minutes 
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according to a five-point Likert scale ranging from “strongly agree” to “strongly disagree” 
assigning 5 points for SA (Strongly Agree), 4 points for A (Agree), 3 points for U 
(Undecided), 2 points for D (Disagree), 1 point for SD (Strongly Disagree). The construct 
validity of the questionnaire has been substantiated through Exploratory Factor Analysis 
(EFA). Although the results of EFA have identified 5 separate factors, the underlying 
subscales measured in this questionnaire are Social Capital (consisting of social competence, 
social solidarity, and extraversion) and Cultural Capital (consisting of literacy and cultural 
competence).  Cronbach Alpha has estimated the reliability of the whole items as 0.88. All 
of the five factors have yielded good reliability estimates ranging from 0.51 to 0.89. In our 
study Total Social/Cultural Capital Questionnaire’s reliability is 0.88 too. Table 1 presents a 
comparison between the reliability of the five factors when designed and validated as well as 
when examined with EFL teachers in our study: 

 
              Table 1: Reliability of Each Factor 

Factors Cronbach’s 
Alpha 

Cronbach’s 
Alpha (our 
study)  

Factor 
1/Social 
Competence 

0.895 0.87 

Factor 
2/Social 
Solidarity 

0.751 0.74 

Factor 
3/Literacy 

0.689 0.72 

Factor 
4/Cultural 
Competence 

0.656 0.61 

Factor 
5/Extraversion 

0.518 0.4 

 

3.4    DATA ANALYSIS 

To detect home culture attachment in terms of social and cultural capital scores, two 
questionnaires were simultaneously administered to EFL teachers in October, November, 
and December of 2010. Some answered them in the break between their classes and some in 
their free time at home spending about 30 minutes on both. Despite the overt openness in 
private language schools, we faced some “red band” during data collection, e.g., there were 
the directors of four private language schools who prohibited distribution of our 
questionnaires among their teachers as well as several teachers (more often the older ones as 
breadwinners of their families) who themselves avoided participating in our study accusing 
our questionnaires to investigate into their private lives, actually being afraid of the probable 
political or social consequences, although participants were not asked to reveal their names. 

After collecting the data, they were entered into and processed with SPSS 16 
program.  The correlation between the results of the two questionnaires was calculated using 
regression. One-way ANOVA was also used to further analyze the data. To use ANOVA, 
the 342 participants were first divided into three groups of 114 teachers as high, mid and low 
groups based on their scores sorted descendingly in total social/cultural capital questionnaire 
and each of its five components. Scheffe Post Hoc Test was finally used to pinpoint the 
locations of differences. 
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3.5   RESULTS 

As Table 2 shows although no significant correlation is found between Home 
Culture Attachment and the Total Social/ Cultural Capital, three components of 
Social/Cultural Capital are associated with Home Culture Attachment: Social Competence 
(r=.149, p< .05), Social Solidarity (r=.147, p<.05), and Cultural Competence (r= -.135, 
p<.05). No significant correlation is found between Home Culture Attachment and Literacy 
(r= -.023, p>.05). Neither is it found between Home Culture Attachment and Extraversion 
(r= -.049, p>.05). 

The findings reveal that the more social competence EFL teachers retain, the more 
home culture attachment they maintain. Moreover, EFL teachers who enjoy more social 
solidarity are more strongly attached to their home culture. However, the more cultural 
competence they possess, the less home culture attachment they preserve. 

 

Table 2: Results of Correlation between Home Culture Attachment & Total Social/Cultural 
Capital in addition to its Components  

  Total 
Social/Cultural 
Capital  Social Competence  Social Solidarity  

Home 
Culture 
Attachment 
(cq) 

Pearson Correlation 
0.087        .149** 

       
.147** 

Sig. (2-tailed) 0.108 0.006 0.006 
         N 342 342 342 

**Significant at 0.01 (2 tailed)   *Significant at 0.05 (2 tailed) 

Since the correlation was not so high, ANOVA was utilized to further analyze the 
data. Table 3A indicates a significant difference among 3 groups regarding the Social 
Competence (F = 6.080, P < .05). According to Table 3B which shows the results of Scheffe 
test, high group (mean: 102.79) was rated as the highest in Social Competence. Mid group 
(mean: 97.95) received the second lowest ranking and the low group (mean: 96.65) received 
the lowest ranking, though there is not much difference between mid and low groups’ 
means.       
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Table 3B: Results of Scheffe Post Hoc Test for Social Competence 

 

Table 4A presents a significant difference among 3 groups regarding Social 
Solidarity (F = 4.797, P < .05). Also, according to Table 4.b which shows the results of 
Scheffe test, mid group (mean: 101.09) was rated as the highest in Social Solidarity. High 
group (mean: 100.48) received the second lowest ranking and the low group (mean: 95.82) 
received the lowest ranking in Social Solidarity, though there is not much difference 
between mid and high groups’ means. 

                                        
 
Table 4A: Results of One-way ANOVA for Social Solidarity 

  
Sum of 
Squares     Df 

Mean 
Square      F 

      
Sig. 

Between 
Groups 1897.62 2 948.81 4.797 0.009 
  Within 
Groups 

67054.71
9 339 197.802 

    

      Total 68952.33
9 341 

      
 

 

Table 4B: Results of Scheffe Post Hoc Test for Social Solidarity 

        N 

                Subset 
for alpha = 0.05 
1 2 

 Low 114 95.82   
 High 

114            
100.4
8 

 Mid 
114 

  101.0
9 

 Sig.   1 0.949 
 

 Table 5A illustrates a significant difference among 3 groups regarding Cultural 
Competence (F = 3.613, P < .05). Also, according to Table 5B which shows the results of 
Scheffe test, low group (mean: 101.77) was rated as the highest in Cultural Competence. 
Mid group (mean: 98.84) received the second lowest ranking and the high group (mean: 
96.77) received the lowest ranking in Cultural Competence. This is in agreement with the 

      Mid/High>Low  
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negative Pearson correlation (r= -.135) between Home Culture Attachment and Cultural 
Competence/Factor Four as shown in Table 1. This means that EFL teachers lower in 
cultural competence are more strongly attached to their home culture. 

 Table 5A: Results of One-way ANOVA for Cultural Competence 

  
Sum of 
Squares Df 

Mean 
Square F Sig. 

Between 
Groups 

1439.04
1 2 719.52 

3.6
13 

0.02
8 

Within 
Groups 

67513.2
98 339 199.154 

    

Total 68952.3
39 341 

      
 

 

Table 5B: Results of Scheffe Post Hoc Test for Cultural Competence 

      N 

Subset for alpha = 
0.05 
1 2 

 High 114 96.77   
  Mid 114 98.84 98.84 
 Low 114   101.77 
  Sig.   0.542 0.294 

 

Results of One-way ANOVA for Total Social/Cultural Capital, Literacy, and 
Extraversion did not show any significant differences among the three groups of high, mid, 
and low: As the results of Table 6 show, there is no significant difference (F = 1.085, P > 
.05) among three groups with regard to Total Social/Cultural Capital. 

Table 6: Results of One-way ANOVA for Total Social/Cultural Capital Scores 

  
Sum of 
Squares 

    
Df 

Mean 
Square 

       
F 

     
Sig. 

Between 
Groups 438.55 2 219.275 1.085 0.339 
Within 
Groups 68513.789 339 202.106 

    

Total 68952.339 341       

 
 Table 7 suggests there is not any significant difference (F = 1.448, P > .05) among three groups 
with regard to Literacy. 
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 Table 8 shows there is no significant difference (F = .304, P > .05) among three groups with 
regard to Extraversion either.  

 

 

 

 

 

 
 

 
4. DISCUSSIONS 

 
The two goals put forward by this study were, in the first place, to verify the 

association between teachers’ cultural capital and their home culture attachment, and in the 
second place, to investigate the relationship between their social capital and their home 
culture attachment.  

With regard to the first goal, cultural capital consists of two components: cultural 
competence and literacy. Our findings reveal that EFL teachers who possess more cultural 
competence preserve less home culture attachment, but literacy has no significant 
relationship with home culture attachment. “Cultural competence” is the label for the factor 
measuring to what extent individuals enjoy listening to classical music, their self-image 
whether they think they are cultural or not, their knowledge about famous music composers, 
the frequency of their visiting museums, theaters, or attending at concerts, their tendency to 
attend symphony concerts, whether they used to take art classes outside of school in the past, 
and their ability in using language (Pishghadam, Noghani, & Zabihi, in press).  

Our results suggest that “cultural competence” is a good predictor of foreign culture 
attachment. This means that those who more frequently attend music classes, theatres, and 
concerts are less attached to their home culture since most of these cultural recourses and 
activities are not rooted in Iranian cultural beliefs and practices. The modern theaters and 
concerts are tokens of western culture in Iran, which are not much appreciated by the public.  
Even in big cities there are neither many theaters available nor many people willing to go 
there frequently. Moreover, music is avoided partially by the majority of religious Iranian 
people even totally by a minority. Among those who listen to music, EFL teachers might 

Table 7. Results of One-way ANOVA for Literacy Scores 

  
 Sum of 
Squares 

     
Df 

 Mean 
Square       F 

     
Sig. 

Between 
Groups 584.111 2 292.056 1.448 0.239 
Within 
Groups 68368.228 339 201.676 

    

       
Total 68952.339 341 

      

Table 8. Results of One-way ANOVA for Extraversion Scores 

  
Sum of 
Squares 

    
Df 

Mean 
Square       F 

      
Sig. 

 
Between   
Groups 123.55 2 61.775 0.304 0.738 
Within 
Groups 68828.789 339 203.035 

    

        
Total 68952.339 341 

      



African Journals of Social Sciences, Volume 1 Number 3 (2011); pp. 56-65 
 

59 

also enjoy listening to western music due to the fact that they can understand the meaning of 
the lyrics. Most people listen to music on tapes or CD’s and just a few have the opportunity 
to attend live concerts when available. 

The factor “Literacy” measures their amount of reading/knowing about literature, 
their general attitudes towards reading, their having/buying/borrowing books, and their 
parents’ degree of encouragement with regard to their reading behavior during school days 
(Pishghadam, Noghani, & Zabihi, in press). Some people would like to buy books and 
arrange them in a private library, while others prefer to take advantage of public libraries 
which have large reserves of cultural capital (objectified form) in their resources made 
available for public use. Sullivan (2001) describes how young people’s book borrowing 
from the public library is a “key indicator in the acquisition of linguistic skill and cultural 
knowledge (embodied form)” leading to “acquisition of qualifications (institutionalized 
form)”; thus, libraries can be considered as “sites for the production, dissemination and 
appropriation of cultural capital” (p. 236). Not surprisingly, no significant relationship has 
been found between individuals’ literacy and their home culture attachment. This might be 
due to the fact that this scale only values the amount of information accumulated by the 
individual’s reinforced habit of reading books through years following the motto that each 
book is worth reading once, no matter whether the information thus gathered is potentially 
supporting or threatening their home culture as if the materials read are from abstractly 
scientific textbooks free from any cultural orientation. 

With regard to the second goal, social capital consists of three components: social 
competence, social solidarity, and extraversion. Our findings reveal that EFL teachers 
enjoying more social competence and more social solidarity are more strongly attached to 
their home culture, but extraversion has no significant relationship with home culture 
attachment. 

“Social competence” is the label for the factor which measures individuals’ level of 
parental involvement with their studies when they were learners themselves: their 
fathers’/mothers’ engagement with their activities, their own participation in school 
activities/extracurricular activities, and their feeling with regard to their ability to get help 
from others for performing their activities (Pishghadam, Noghani, & Zabihi, in press). As 
findings indicate the more social competence EFL teachers have, the more home culture 
attachment they maintain. Those who have had more social links with family members, 
school friends/teachers/authorities, peers, etc. are not easily stripped away from their 
collective beliefs and values called their home culture. 

The factor “Social Solidarity” refers to the ties in a society/social relations binding 
people to one another, which measures the amount of talk that goes on between individuals 
and their families (their parents if single / their spouses if married)  or  other adults regarding 
issues like job and education, individuals’ tendency to get involved in activities designed for 
their peers, the quality of the individuals’ peers, the quality of their past educational setting, 
the strength of their ties with their parents, the community, and their peers, the strength of  
their parents’ ties with each other, and the total intimacy inherent in the family environment 
(Pishghadam, Noghani, & Zabihi, in press). Our study shows those who establish more 
strong ties with other people in the society are more strongly held within home culture. This 
finding is in line with the one in case of social competence. Social capital may have a 
profound influence upon whether and how any individual can maintain one’s cultural 
background, that is why deculturation (as one type of adaptive, acculturative response to 
changes in one’s sociocultural environment) usually happens when one is separated from 
one’s existing family, community, or cultural group and not given sufficient transition 
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assistance into the new surroundings (Collier, 2008). Peirce (1995) has considered social 
identity as distinct from cultural identity (though both indicate types of links with other 
people in the society): Social identity refers to the relationship between the individual and 
the larger social world,  through institutions such as families, schools, workplaces, social 
services, and law courts, to some extent with reference to a person’s race, gender, class, or 
ethnicity, while cultural identity refers to the relationship between individuals in a group 
sharing a common history, a common language, and similar ways of understanding the 
world.  When individuals with certain social and cultural identities are able to expand their 
social links by means of the foreign language they have learned, they come to contact with a 
new culture, and there will be a dialogue in progress, in which the mutual differences would 
naturally cause exchanges.  

“The mutuality of differences” in dialogue, Bakhtin’s master concept, is evident in 
“exchanges at all levels – between words in language, people in society, organisms in 
ecosystems, and even between processes in the natural world… dialogue is carried on at 
each level by different means” one of which is natural language, though other means are 
also similar to natural language and work similarly (Holoquist, 2002, p.41). Thus, the 
language learners simultaneously become aware of the unfamiliar aspects of the foreign 
culture and also cognizant of the familiar aspects of their home culture which now look 
somehow different when looked at with fresh eyes in the course of the very dialogue 
between the two cultures. It will come as no surprise that, they may come to appreciate 
aspects of their home culture previously ignored or depreciated, a case of productive 
bilingualism where the command of the target language benefits and enhances that of the 
native language and deeper understanding and appreciation of the target culture 
accompanies those of the native culture, and vice versa. 

The factor “Extraversion” refers to a tendency to enjoy human interactions and 
activities involving large social gatherings, that is, whether they visit their siblings, 
grandparents, and friends weekly (Pishghadam, Noghani, & Zabihi, in press). Surprisingly, 
the results suggest no significant relationship between extraversion and home culture 
attachment. This might be due to the fact that in our study , we counted just on the frequency 
of visits ignoring their conditions, for instance, some participants whose family lived in 
another city (e.g. single university students living in dorms, or married participants living 
with their spouses away from their hometown) were deprived of visiting their parents, 
siblings, and grandparents. Some other participants commented that their grandparents or 
even parents had passed away, and that although they missed them most of the time and felt 
like visiting them, they were not available anyhow. On the other hand, the younger single 
participants who still lived with their parents could naturally see their parents and siblings 
every day indicating no intentional visits on the part of the individuals. As thus, the authors 
may conclude that this factor measuring “frequency of visits” could be neither a good 
indicator of individuals’ internal tendency or desire for visiting close family members and 
friends nor their intentional involvement with large social gatherings, that is, although 
“extraversion” in the sense of “a tendency to enjoy human interaction” does exist,  
associating with one’s family members (when unavailable) might be inevitably substituted 
by associating only with one’s peers accounted for by the factor “social solidarity”. Putnam 
(2000) noted that joining an organization cuts in half an individual’s chance of dying the 
next year, which emphasizes on the benefits of social solidarity even on our health and 
happiness. Similarly, according to Iranians’ cultural beliefs, visiting relatives lengthens 
one’s life, which emphasizes on benefits of extraversion. 
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The most important result of this study is bringing about awareness for EFL 
teachers, EFL learners, EFL syllabus designers, and teacher educators of the fact that 
cultural dimension of language learning is an important dimension of foreign language 
studies, where teaching the culture of the language should be an integral part of the 
curriculum. Based on the results of our study, some implications are presented. First, 
language teachers should become cognizant of cultural studies. They should know the 
conditions under which individuals acquire or lose social and historical identities (their 
home culture) through the use of various symbolic systems, including language. It should be 
first investigated whether EFL teachers have been changed to passive slaves of 
cultural/linguistic imperialism by following their “teacher-proof textbooks” – as Richards 
(1993) called them – in which the imperialist decisions are dictated to them.   

EFL teachers may already be victims of Western cultural hegemony – fascinated by 
a certain version of the English language as a more dominant or more prestigious one – and 
may convey this impression consciously/unconsciously to their EFL learners. Under these 
conditions, teaching the econoculturally/ecopolitically-oriented contents of the imported 
EFL textbooks without any supervision and localization is a case of adding insult to injury! 
EFL teachers should be aware of the importance of the cultural goods they choose to help 
them in their profession. Richards & Schmidt (2002) pointed out the significance of attitudes 
towards a language in FL/SL learning, language teaching, and language planning: 
“…Expression of positive or negative feelings towards a language may reflect impressions 
of linguistic difficulty or simplicity, ease or difficulty of learning, degree of importance, 
elegance, social STATUS, … what people feel about the speakers of that language” (P. 286). 
If EFL teachers themselves are culturally victimized, they will be able to victimize their 
students as well, simply because students follow their teachers’ language attitudes. In their 
study, Pishghadam and Kamyabi (2009) found a negative relationship between Iranian EFL 
learners’ English accent mimicry and their home culture attachment and concluded that 
demanding teachers who force their learners to strictly mimic the native speakers’ accent 
can sustain the hegemony of English ideology and culture. 

 Second, since learners can be and need to be taught the skills of higher-level 
thinking, and “thinking takes place in a cultural context, the culture of the learning 
environment must reflect the value placed on thinking skills” (Jarvis, 2005, p. 100), that is, 
questioning and challenge should be encouraged in teaching and learning process in our 
classrooms especially in EFL classes which involve introduction of a new language together 
with a new culture (a new identity). In addition to individual learners, teachers and 
institutions can also benefit from improvements in their thinking skills. EFL learners  should 
develop a “critical cultural literacy” (Kramsch, 1993, cited in Siegal, 1996, p. 377) so that 
they can  use their target  language (TL) knowledge including  both  an understanding of  
their position in the TL society and that of how language can be used in interactions to “co-
create individuals’ subjectivity”. Non-native-speakers can and should gain sociolinguistic 
competency in formal language classrooms by means of discussing the TL usage in an 
overlapping of language, culture, and society. Language learners should learn all that 
manifests power relations (such as nationality, race, gender, social class, age, etc.), history, 
and the learner's position in the TL society (Siegal, 1996). They should be warned not to 
gain intercultural competence at the cost of their own cultural identity. 

Third, in developing curriculum and instructional practices, the authors of foreign 
language materials or the syllabus designers should acknowledge the beliefs, norms, and 
values of learners in relation to content and concepts being taught, i.e. parallel aspects of 
their home culture should be included, discussed, compared, and never ignored.  This insight 
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may influence the syllabus designers’ choice of content, examples, modes of presentation, 
grouping structures, learning strategies, etc. in order to promote better understanding and 
learning through culturally relevant curriculum and instruction. Simpson (2009) argued that 
the challenging job is to offer language learners materials that are related to them culturally 
and linguistically, with a concern for local context and related to learners’ lives, which 
global books, regardless of how high quality and contemporary they might be, cannot 
address. 

And last but not least, as Norton (1997) has stated we can conclude if we accept that 
English belongs to all people who speak it, regardless of being native or nonnative, its global 
expansion could be beneficial; nevertheless, the results of this study make clear that 
introducing the foreign culture to FL learners to acquire intercultural competence should not 
be at the cost of their home culture.   

In the end, a longitudinal study design among EFL learners is recommended to 
investigate their home culture attachment at different stages of their bilingualism 
qualitatively and quantitatively. It is also recommended that the relationship between social 
and cultural capital and critical thinking among EFL learners be examined to investigate 
how EFL learners’ critical cultural literacy and critical media literacy are practically 
achievable, whether to begin from early childhood at home or at school in order for the 
holders of cultural and social capitals not to irresistibly be persuaded /dissuaded into doing 
something or believing in something they actually have no verification for. The replication 
of our study in the context of another Iranian city or another country and comparison of their 
results with ours may further scrutinize the role of social/cultural capital in home culture 
attachment. 
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