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Abstract 

It is now argued that a very close relationship exists between culture and learning, and that learners can learn 
better if the way of their learning corresponds to the cultural features of their society. Taking this argument into 
account, many linguists, teachers and researchers now suggest that language teaching-learning practices in the 
classroom should be based on learners’ culture. They argue that if there is a harmony between the mode of 
teaching-learning activities in the classroom and the cultural features in the broader community outside the 
classroom, learners can behave competently in the classroom and can, therefore, learn effectively. The present 
article has attempted to discuss this relationship between culture and learning in general, and also between 
culture and language learning in particular, with a view to determining a cultural model of classroom instruction 
for ELT in Bangladesh.  
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1. Introduction  

There was a time when culture was not considered to be an important issue for learning. But from the last part of 
the last century it has come to be an important issue not only for learning in general, but also for language 
teaching and learning in particular. Culture is now thought to be closely related to learning, and hence, it is 
suggested that pedagogical principles for teaching-learning activities should be determined by taking the 
culture-issue into account. The knowledge of the close relationship between culture and learning has given rise 
to new thinking about the classroom teaching-learning practices in a particular context. It is now argued that the 
pedagogical principles for the classroom teaching-learning practices in a particular society or in a particular 
context have to be harmonious with the cultural issues of that society or that context. If there is any disharmony 
between the cultural issues of the wider society and the pedagogical principles, the teaching-learning activities 
are bound to suffer. Therefore, to determine the appropriate mode of classroom teaching-learning practices for 
ELT in the context of Bangladesh, it is important to take the cultural features of this context into account. 
Therefore, the present article has dealt with the following questions: 

1. What is the relationship between culture and learning? 

2. What are the implications of this relationship for effective classroom instruction? 

3. What should be the appropriate mode of classroom instruction for ELT in the context of Bangladesh in 
accordance with the cultural features of the country?  

2. Relationship between Culture and Learning 

According to sociologists, we live in a society that is cultural in nature. Every society has its own values, norms, 
ways of life, and systems of education, administration and production. When a child grows up as a member of a 
society, he or she is socialized by his/her parents, older peers and other adult members of that society, and in that 
process of socialization he/she acquires the values, norms and beliefs of that society. The values, norms and 
beliefs which a child acquires through this socialization process as a member of a society ultimately determine 
his/her perceptions and experiences of the world. It is argued that the values, norms and beliefs as well as the 
perceptions and experiences which a child acquires in this process are his/her cultural profiles which have a very 
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close relationship with learning. This claim about the relationship between culture and learning can be better 
explained through a discussion about the relationship of culture with our mental process of learning and also 
with the concepts we develop to interpret this world.  

2.1 Culture and Mental Process 

The sociocultural theory of mind emphasizes the point that culture significantly affects the mental process of 
thinking or functioning. In his attempt to promote this theory, Vygotsky (1978) argues that there is an inherent 
dialectical relationship between culture and mind, and that psychological phenomena should be understood only 
by examining their genesis in a culturally situated activity. He also argues that while dealing with the higher 
mental processes, our brain works through the use of symbolic artifacts which are culturally constructed to be 
modified by each generation. That is, higher mental functions such as logical memory, selective attention, 
reasoning, analysis, meta-cognitive dimension of problem solving and so on which were so far believed to have 
had their origin in the material substance of the brain or in the spiritual substance of the mind have to be 
understood as culture-related activities. Vygotsky (1978) does not agree with the cognitive psychologists that 
mental functions are the result of cognitive predisposition and that they have no relationship with the social and 
cultural conditions under which we live. He claims that these mental functions are generated in goal-directed 
mediated activities. It is because of the significant role that the symbolic artifacts play in the functional system of 
human mind, “the task of psychology, in Vygotsky’s view, is to understand how human social and mental 
activity is organized through culturally constructed artifacts” (Lantolf, 2000).  

2.2 Culture and Concepts 

Culture, as it is argued, also plays a very vital role in developing our various concepts which help us to perceive 
everything of the world. We develop these concepts through our experiences as members of a society, and then 
these concepts govern the structures of our perceptions and also every fact of our daily activities including 
learning. According to Keil (1989, 1 cited in Lantolf 1999, 31), the concepts developed through culture can be 
thought of as networks of systematic beliefs about how the world is. Shore (1996, 47 cited in Lantolf 1999, 31), 
following Vygotskyan stance, points out that concepts have their origins in two primary sources, personal mental 
models and cultural models. About cultural models, he says, they are formed and transformed as a consequence 
of the endless negotiation among the members of a particular community as they go about the business of living. 
They are conventionally constructed and shared cognitive resources of a community. About personal mental 
models, Shore says, though they are formed by individuals as a result of their unique experiences of life activity, 
they are dialectically interrelated with cultural models. According to Vosniadou (1991, 286), our mental life is a 
reflection of cultural reality. To understand what goes on inside the head of a man, he says, it is necessary to 
understand the cultural context where the man operates. Every man, he continues, constructs his mental model 
out of his socio-cultural realities. Referring to the findings of recent research, he echoes the views of Vygotsky 
(1978) that we need to recognize the significance of culturally mediated ways of understanding and explaining 
the world to understand the nature of mental process. According to Vygotsky, we use the symbolic tools or 
artifacts which are culturally constructed to establish an indirect and mediated relationship between ourselves 
and the world. In other words, culture should be seen as a mediating device, a filter through which we perceive 
the world and render it intelligible. 

2.3 Limitations of the Behavioural and Cognitive Theories of Learning  

The claim about the relationship between culture and learning has been strengthened as behavioural and 
cognitive psychologists fail to explain the complexities of learning process. Behavioural psychologists explain 
learning as a mechanical process of habit formation in which there is a close relationship between the overt 
behaviour of learners and the forces in the external environment. Quite oppositely, cognitive psychologists 
explain it as a mental process which can be better understood by analyzing what goes inside the minds and brains 
of learners. However, both behavioural and cognitive psychologists try to explain the complexities of learning 
process by some general formulas, which, they claim, are equally applicable to all the tasks of learning as well as 
to all people. But, they fail to find a satisfactory answer as to why children can do some tasks in some contexts, 
but not in others (Donaldson 1978 cited in Vosniadou 1991, 285) or, why people from non-Western cultures can 
show very good skills at some tasks such as logical inferencing, calculating, memorizing when engaged in 
problem-solving activities, but not when asked to perform intelligence test (Gladwin 1970 cited in Vosniadou 
1991, 285). They also fail to provide a satisfactory answer as to why the people who have difficulty with a 
particular laboratory task can show sufficient skills to complete it in the context of some culturally meaningful 
activity (Scribner & Cole 1973 cited in Vosniadou 1991, 286). A large body of research which was conducted on 
learning issues during the last two decades has found it impossible to explain the learning issues without culture. 
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According to Saljo (1991, 180), both behaviourists and cognitivists take a limited view of learning. 
Behaviourists limit it by offering a theory of senseless acquisition of behaviours, on the one hand, and 
cognitivists limit it to the disembodied application of the mythical cognitive process to the world, on the other.  

3. Implications of the Relationship between Culture and Learning for Instructional Process  

Because of the close relationship between culture and learning, many educationists, researchers and experts now 
argue that an instructional process of learning cannot be successful if we do not base it on the cultural traits of 
the learners. For the successful occurrence of learning they suggest cultural model of instruction. Arguing for the 
cultural model of instruction, Pinxten (1991, 220) says that if a society-like situation is created in the classroom, 
learners will feel free from any cultural constraint and behave competently in the classroom. He argues that 
before starting their formal education, learners acquire a body of fairly rich informal knowledge through their 
exposure to culture and participation in activities organized in society. This informal knowledge is very 
important as it serves as a basis for formal learning at school. He, therefore, emphasizes knowing learners’ 
culture because knowledge about it enables us to set up such a situation in the classroom as is similar to the 
broader society outside the classroom. He argues that if this informal knowledge of learners can be utilized 
through instructional process, it makes learning easier and more stable for learners, and enables them to acquire 
the formal education in a meaningful way with intrinsic pleasure of understanding. Like Pinxten, many other 
experts and researchers also believe that there should be a similarity between what goes inside the classroom and 
the cultural pattern outside the classroom. They argue that the mode of instruction in the classroom always 
involves social interaction and artifacts in the form of educational aids and materials which bear cultural values. 
Larger socio-cultural contexts affect what goes on in the classroom both institutionally and formally. According 
to Saljo (1991), what occurs in the microenvironment of the setting of learning is affected by larger contexts. His 
view signifies that the interactions of the learners with the people and artifacts outside the classroom always 
influence the mode of learners’ behaviour in the classroom.  

To particularize language teaching and learning, it can be said that many linguists, language teaching experts and 
researchers including Cole (1991), Holliday (1992, 1994), Philipson (1992), Pennycook (1994), Young (1987), 
Shamim (1996) and LoCastro (1996) now plead for culture sensitive methodology. They argue that pedagogical 
solutions for a language teaching and learning should be sought within the existing educational structures and 
cultural contexts so that they can be feasible within the existing socio-economic realities, on the one hand, and 
can prove culturally appropriate, on the other hand. They oppose any idea of importing a method from one 
society to another society since a method always contains the cultural features of the society of its origin and 
contradicts the culture of the society where it is applied. According to Ellis (1996), there are different meaning 
systems across cultures which inhibit the transferability of particular teaching-learning practices from one 
society to another. If an imported method is to work in a local context, we need to bring about a radical change 
in the cultural behaviours and profiles of learners. But it is quite impossible to bring about such a change 
overnight. Considering this impossibility, the experts suggest either a formulation of the principles of a language 
teaching method on the basis of the local cultural features, or an adaptation to an imported method with these 
features. Samson (1984) categorically says that teaching methods cannot be imported with the notion that they 
are universally appropriate. He argues that teaching methods, like scientific theories, are not value-free, but 
value-laden; and so, if they are imported from one country to another country, there may be a mismatch between 
the values inherent in those methods and the values prevalent in the culture of the importer country.  

4. The Cultural Features of the Contexts of Bangladesh 

What the above discussion signifies is the necessity of a good match between the mode of language 
teaching-learning activities in the classroom and the cultural orientation of the participants of these activities. 
Obviously, to ensure the effective teaching and learning of English as a foreign language in Bangladesh, what is 
required is to determine the mode of classroom instruction on the basis of the cultural profiles of the learners and 
the teachers, specially the learners, of the country. If the instructional system is not harmonious with the cultural 
traits of the learners, they will not be able, as it has been discussed above, to behave competently in the 
classroom and, therefore, will not be able to learn effectively.  

The cultural profiles of the learners of Bangladesh can be explored through a proper analysis of the cultural 
features of the family as well as of the wider society where they live and are socialized into the cultural members 
of their society. To analyze the family culture in Bangladesh, it is found that the society of Bangladesh is a 
hierarchical one where family is a very important institute. A family in Bangladeshi society plays a very vital 
role to initiate children to the established patterns of the norms and behaviours of the society. In the family elders 
and parents command high respect and obedience from children, and take decisions for them on all important 
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matters of their lives including choice of education, choice of career, selection of life partners and so on. The 
children are wanted only to show their obedience to these decisions. Any disobedience or disrespect to these 
decisions on the part of children is very negatively evaluated in family. As a result, children do not grow up by 
sharing ideas or views with their parents or elders on any matter concerning either themselves or any other 
member of their family. They are, in other words, discouraged from giving any independent opinions or making 
any arguments against the views and opinions of their parents and elders, which always makes them depended 
upon their parents and elders for a decision about any matter of their lives.  

As in the family, in the wider society too, children are not considered equal partners in any discussion or 
conversation with those who are senior in age. It is thought that those who are superior to them either in age or in 
experience or in power have the authority to pass their opinions about something, and those who are inferior in 
age or in experience or in power are morally bound to respect those opinions. The cultural situation of the 
society of Bangladesh can be compared with that of the society of Pakistan. Both Bangladesh and Pakistan 
belong to South Asia and do have similar kinds of cultural features. Regarding the cultural features of the society 
in Pakistan, Shamim (1996) says, 

The advice of superiors is interpreted as an order which is binding on those lower in rank or authority. It is 
believed that people younger in age, and consequently lacking in experience, need to be constantly guided 
and advised by those who know ‘better’, i.e. elders, superiors, etc. The development of an independent 
mind, especially in the young, is positively discouraged and interpreted as ‘offensive’ behaviour and a 
threat to parental and other forms of authority.  

Like Pakistan, in Bangladesh as well, it is believed that the younger people are lacking in experience and, 
therefore, need to be constantly guided and advised by the older or the senior. Asking questions to the seniors, or 
showing too much curiosity about any matter of the seniors is rated as impoliteness on the part of children. But, 
paying no respect to the opinions of their fellow mates is not treated as transgression of any good conduct.  

As to the educational culture in Bangladesh, it is noticed that the educational culture in the country is the 
microcosm of the common culture prevailing in the wider society of the country and is also little different from 
those of the other countries in Asia. Depicting the educational culture of Bangladesh, Islam (2000) says that 
teachers here are like guardians and “asking too many questions to and entering into a debate or argument with 
the teachers is a sign of disrespect and teachers hardly appreciate it.” In Bangladesh “knowledge is seen as a 
monolithic entity, a finite, inflexible ‘object’, to be accepted whole and to be memorized and regurgitated” 
(Rahman 1999). That is, knowledge is regarded here as something that needs to be transmitted to learners by 
teachers, and to be received and memorized by learners. It is not something that needs to be created through 
logical analysis as is done in the Western culture. Books are regarded here as an embodiment of knowledge, truth 
and sacredness that cannot be questioned. Learners believe in the ultimate authority of textbooks as the 
syllabuses on which they are based are content-driven. Referring to the authority which textbooks enjoy in 
Bangladesh, Rahman (1999) says, “As in many educational cultures, textbooks carry a unique authority and are 
understood as the legitimate version of the society’s sound knowledge.” Learning is thought to be difficult, 
text-based, content-focused and exam-oriented that should be pursued in a systematic and disciplined way. 
“Intensive reading” here means, as is found in Chinese culture as mentioned by Maley (1983), pursuing a text 
word by word, phrase by phrase, explaining points of vocabulary, syntax, style and context throughout the 
process. Learners are expected to be hardworking and respectful to their teachers, and teachers, in their turn, are 
expected to be strict, formal, omniscient and caring. Like Japanese students as mentioned by McHugh (1989), 
the students of Bangladesh too expect that their teachers will teach them seriously and will behave with them in a 
dignified manner in the classroom, avoiding making any kind of informal and casual gestures or putting on 
casual dresses.  

5. The Culturally Appropriate Mode of Instruction for ELT in Bangladesh  

Based on the above picture of the cultural realities in Bangladesh, it can be said that the cultural pattern through 
which the learners of the country go in their socialization in the educational institutes, in the family and in the 
wider community outside the family injects into their characters the values of obedience, allegiance, acceptance 
and dependence. That is, the very socialization process in the culture of Bangladesh makes them dependent on 
their seniors and superiors, instead of making them self-dependent, self-reliant and confident. Again, the same 
cultural pattern of the country makes them disrespectful to their fellow mates or peers. These cultural traits of the 
learners of Bangladesh signify that the mode of classroom instruction that would be appropriate for them must be 
teacher-dominated or teacher-fronted. That is, learners will learn better if they can learn under the control, 
guidance and directions of teachers. The culture sensitiveness of this proposition can be verified by investigating 
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the beliefs and expectations that both the teachers and the learners of the country hold about their roles in the 
classrooms. It can be mentioned that the beliefs and expectations of the teachers and learners of Bangladesh are 
deeply rooted in the cultural phenomena of the country. Shahidullah (1997, 124, 185, & 200), in an empirical 
study on the teaching-learning culture of Bangladesh, has found that the learners of Bangladesh want to learn 
under the guidance of their teachers. Not only that, even the teachers of the country believe that learners learn 
best when they learn under their control. The same kinds of results are found by Wasiuzzaman (2012) in his 
study done on 20 teachers and 30 students of some secondary schools and colleges of the country to know their 
beliefs about what should be their roles in the classroom in learning English. Wasiuzzaman finds that teachers 
here refuse to accept the view that language learning is students’ responsibility. They think that it is mainly 
teachers’ responsibility to ensure students’ learning, because “if the students are left on their own, they will 
hardly understand what is useful and what is useless for them.” Students, on their part, believe that teachers are 
“experienced people” and “a rich source of knowledge”; therefore, they (teachers) should “enlighten” them 
(students) with their knowledge. Wasiuzzaman mentions that regarding the question whether they should take the 
responsibilities for their learning on their own shoulders, most of the students say, “We cannot help depending on 
them whether we like it or not; if students are given all the main responsibilities for ensuring learning, its results 
will not be good.” Mentioning the expectations of Bangladeshi students, Islam (2000) says, “In most cases 
students in Bangladesh expect that their teacher will explain everything without being asked. They also expect 
that all initiatives in matters of teaching and learning should come from the teacher’s side.” 

Therefore, in the cultural model of instruction in Bangladesh teachers should remain at the centre of all 
classroom activities, determining the pace, directions and process of learning. They should take the responsibility 
of identifying learners’ needs and choosing the course contents accordingly. In addition to these, they should also 
select the methods and techniques of learning that will be suitable for learners, monitor the progress of learners, 
evaluate their achievement and keep the learning activities on right tracks. To impart language skills to learners, 
they should involve them (learners) in the practice of using English as much as possible through different types 
of tasks and activities suitable for the teacher-fronted classrooms. That is, teachers should also take the 
responsibility of engaging students in various kinds of activities, along with delivering lectures. The tasks and 
activities that will be suitable for this mode of classroom instruction are varied kinds of individual tasks and 
activities, teacher-student interactions, the whole class interactions and so on. Relevantly, it should be mentioned 
that only delivering lecture or transmitting knowledge about English language as is done in the case of teaching 
many other subjects like history, political science, sociology, etc., in the educational culture of Bangladesh will 
not suffice for the purpose of English language teaching and learning. When language is a skill-based subject, 
these are content-based. Therefore, there should be an attempt on the part of the teachers, and the syllabus and 
materials designers to involve the learners in the practice of using English through classroom interactions and 
other suitable tasks and activities within the purview of teacher-centredness so that they can acquire required 
skills in it.  

The cultural traits of the learners of Bangladesh do not match with the progressive modes of language teaching 
and learning that have originated from English speaking countries. The progressive modes like “learner 
autonomy”, “individualized instruction” or “learner-centred language teaching”, and so on, suggest some 
specific pedagogical principles, keeping harmony with the cultural features of the Western societies. For example, 
“learner autonomy” recommends that learners should learn a language autonomously, taking the responsibility of 
their own learning. According to Holec (1977, 9), “autonomy” means the ability to take charge of one’s own 
learning. Stanchina (1975), to point out the major features of learner autonomy, says that in this concept the 
learner determines his mode of learning, the materials he will use and the pace of the intake of materials. 
Similarly, the concept of ‘individualized instruction’ also demands taking a lot of responsibilities on the part of 
individual learner for his/her own learning. The concept of “learner-centred language teaching” that has emerged 
with the advent of the Communicative Language Teaching (Nunan 1988, 24) also requires learners to play the 
central role in the classroom. In this concept, they are expected to select materials, to choose their styles and 
techniques of learning, to monitor their own activities, to learn through mutual co-operation with their fellow 
learners, to make self-correction, to promote peer-correction, etc. In short, learners, according to this concept, are 
required to be at the centre of all the classroom activities, deciding and controlling what they will learn and how 
they will learn. In this regard, Brindley ( 1984, 15 cited in Nunan 1988, 23) says,  

…instructional programmes should be centered around learners’ needs and that learners themselves should 
exercise their own responsibility in the choice of learning objectives, content and methods as well as in 
determining the means used to assess their performance.  

All these classroom practices of self-monitoring, self-correction, peer-correction, taking responsibility for what 
and how to learn, co-operative learning, group work, pair work and so on of the progressive modes of language 
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teaching and learning do not appear to be culturally appropriate for the learners of Bangladesh. All these 
activities demand high confidence, boldness, individuality, independence of mind, respect to fellow learners and 
so on, but the learners here significantly lack these traits in their characters owing to their cultural factors. 
Therefore, if they are involved in doing such activities, they will feel uncomfortable and, hence, will not learn 
effectively, especially at the lower level of the main stream education of Bangladesh where they are not mature 
enough in age. According to Rahman (1999), “the culture of learner-centred, discovery-oriented tasks in the 
progressivist tradition, much favoured in communicative ELT circles today, apparently does not appear to suit 
the educational and socio-psychological ethos of learning in Bangladesh today.” Actually, in the context of the 
current educational ideology of Bangladesh exhibiting a classical humanistic orientation, the ideology of 
progressivism is bound to bring about mismatches. In his empirical study on 95 students of the department of 
English of Rajshahi University, Islam (2000) finds that they do not like the ideology of learner autonomy 
because they are not willing to take the responsibilities involved in this ideology.  

To cite the present scenario of ELT in Bangladesh, it should be mentioned that the Communicative Approach or 
the CLT that is now being followed, after its introduction in the late 90s of the last century into the country, for 
teaching English as a foreign language does not match with the teacher-centered classroom. Consequently, the 
task of the teaching of English is not being properly done in the country, which leads to the poor outcome of 
English education. The classroom activities like the pair work, group work, role-play that the CLT suggests and 
the learner autonomy that it recommends are rarely seen being practised here. Though the textbooks that have 
been newly written for each class at the primary, secondary and higher secondary levels of education in 
accordance with the principles of the CLT after its introduction into the country contain a lot of these kinds of 
tasks and activities, neither the teachers nor the students are found showing any eagerness for them. “But, the 
fact is that ELT teachers bypass these activities and attribute this avoidance to various social, cultural and logistic 
constraints” (Chowdhury 2012, 6). Citing Afroze & Rahman (2008) and Rahman (2011), Haider & Chowdhury 
(2012) in an empirical study “to identify ways of adjusting the features of CLT to Bangladeshi classroom 
realities” state that after more than a decade of introducing the CLT in Bangladesh, students of secondary schools 
are still struggling to achieve desired level of proficiency in English. For the failure to achieve the desired goal in 
ELT, Haider and Chowdhury hold the non-implementation of the principles of the CLT responsible. They 
comment, “... the implementation of the methodological underpinning of the communicative approach is being 
impeded by many constraints that exist in the present teaching-learning context.” Interestingly, by “constraints” 
they have indicated only those contextual problems that are overt, such as, lack of teachers’ training, lack of 
teachers’ guide, shortage of supplementary and bridging materials, faulty examination system, etc., but they have 
mentioned nothing about other contextual problems that are cultural and hidden. Though in their study they have 
found that ‘the learners feel shy and reluctant to speak out’ and that they ( the learners) believe that “their teacher 
is responsible for doing everything”, they have not regarded their “feelings” and “beliefs” as “constraints” in 
their study. That is, they have ignored the fundamental problems which are deeply rooted in the culture of 
Bangladesh in case of implementing the principles of the CLT. Actually, how far the CLT is adoptable in a 
context should be determined/considered first of all in terms of the cultural profiles of the teachers and learners 
of that context because when in adopting the principles of CLT other problems can be solved with the help of 
money, men and materials, the culture-related problems are not solvable unless culture itself is changed.  

Obviously, for ELT in Bangladesh the wholesale application of the CLT will not be appropriate. Instead, only 
those very principles or elements of it that are useful for acquiring language skills as well as adaptable to the 
teacher-fronted classroom should be adopted. That is, for ELT in the country a new method has to be formulated, 
taking the necessary elements from the progressive modes of language teaching, on the one hand, and also 
recognizing/accommodating the socio-cultural realities of Bangladesh, on the other hand. After analyzing 
various aspects of the social and educational culture of Bangladesh, Rahman (1999) remarks that for ELT 
innovation in Bangladesh a “synthesis” model embracing different models as deemed appropriate can be 
formulated. According to her, the model of classroom instruction that would be appropriate for ELT in 
Bangladesh will be the blending of both the global or progressive elements and the local or contextual elements. 
Considering the cultural realities as well as the necessity of imparting language skills to the learners so that they 
can meet their global needs, Sahahidullah (2000) suggests that “a teacher-centred, but task-based, 
activity-oriented and skills-focused ELT pedagogy will prove appropriate for Bangladesh.” In another study to 
explore an appropriate methodology for ELT in Bangladesh, he (1999) states that under teachers’ control the 
individual tasks, not the tasks in groups and pairs, will prove more useful in Bangladesh. Besides, interactions 
with texts, free discussion in whole class sessions, seminar and tutorial discussion, etc., can also be utilized more 
meaningfully and effectively in the country. 
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6. Conclusion 

The claim that there is a close relationship between culture and learning is now well established. Besides, the 
failure of the behavioural and cognitive psychology to provide explanations for some issues of learning has 
strengthened the argument in favour of this close relationship. Based on this relationship it is now very strongly 
argued that learners can learn in a meaningful way if they find a harmony between the classroom 
teaching-learning practices and the cultural features of the society of which they are the members. Therefore, it is 
very important to know the cultural profiles of the learners and the teachers which they acquire through their 
socialization in the culture of the wider society, and to determine the mode of classroom instruction accordingly. 
An analysis of the cultural profiles of the learners and the teachers of Bangladesh signifies that teacher-centred 
classroom would be culturally appropriate for ELT in the country. Learner-centred classroom or the progressive 
modes of language teaching and learning will make a mismatch with the cultural orientation of the learners and 
the teachers, and will create obstacles for them to behave competently in the classroom. In the classroom the 
teachers should be the central figures, controlling and monitoring all the activities about learning so that the 
learners can learn under the guidance and supervision of their teachers comfortably and effectively. Obviously, 
the CLT that fosters leaner-centredness and that is now being followed for teaching English as a foreign language 
in Bangladesh fails to yield the desired results owing to the mismatch between the principles of the CLT and the 
cultural features of the learners and the teachers of the country. Under such circumstances, a new method needs 
to be developed, taking the suitable elements from the progressive modes or the CLT and placing the teachers at 
the central point in the classroom. 
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