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Abstract
This study was conducted to extract first, the underlying
factors of Home Culture Attachment Scale (HCAS) and
second, to confirm these factors via Structural Equation
Modeling (SEM) analysis. To meet this end, the scale was
distributed to 374 English language learners in private
language institutes in Mashhad, Iran. To determine the
construct validity of the scale, Exploratory Factor Analysis
(EFA) was performed. The results of the analyses
demonstrated that there were five underlying factors of the
scale. Then, Structural Equation Modeling (SEM) analysis
was performed to find a model of interaction among
variables. The SEM results confirmed the existence of five
factors. Finally, statistical results were discussed and
implications were provided in the context of English
language learning.
© 2013 IJSCL. All rights reserved.
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1. Introduction

O

ver the past decades, language and
culture have been considered
inseparable,
interwoven,
and
interrelated entities that have mutual effect on
each other. Accordingly, knowing another
language is influential in knowing another
culture. In other words, learning a foreign
language (FL) may foster interest in a foreign
culture. The spread of English as a lingua
franca has led to escalating the number of
people trying to learn it around the world and
Iran as well. In this regard, English language
learning has created a new learning
environment for learners to improve their own
abilities (Pishghadam & Zabihi, 2012).
According to Pishghadam (2011), English
language classes in which learners become
familiar with a new culture are distinctly
different from the classes of other subjects of
studies at school or university. He indicated
that the dialogue between home culture and
foreign culture in class can help learners to
create or maintain identities. Therefore,
intercultural contact is a highly important
aspect of learning a new language.
Having this feature, an English language class
can play a constructive role in identity
formation of its learners. Learning a foreign
language brings about recreating learners’
cultural identity and may result in developing
a new foreign language identity (Galajda,
2011). Therefore, exploring learners’ cultural
attachment is of vital importance which can
help us gain a better understanding of the
status quo.
The first step for conducting this investigation
is to have a tool for knowing where a learner
stands on the continuum of the cultural
attachment. To the knowledge of the
researchers, there is one study done by
Pishghadam and Kamyabi (2009) in which
they have designed a scale in order to measure
an individual’s attachment to their home
culture. They have employed Rasch

measurement to validate Home Culture
Attachment Scale (HCAS). This scale has
been found to be uni-dimensional, hence
determining its underlying factors can reveal
the influential factors in home culture
attachment. In addition, due to the fact that
this scale has been fruitful in conducting
several studies (e.g., Pishghadam & Sadeghi,
2011a, 2011b; Shahi, 2012), and since any
good scale should offer a substantial amount
of validity, the present study aims to revalidate
this scale by substantiating its construct
validity and determining the underlying factors
of it using Exploratory Factor Analysis (EFA),
and confirming those factors via Structural
Equation Modeling (SEM).

2. Theoretical Framework
Following Norton Pierce’s (1995) appeal for
taking a more social perspective in second
language studies, exploring the relationship
between language learning and identity has
turned out to be one of the main areas of
research. All of the corresponding studies have
taken poststructuralist approach to identity
(Block, 2007) in which identity is viewed as
multiple, fluid, and under the influence of
social context. A wealth of research has
investigated the impact of second/foreign
language learning on learners’ identities (e.g.,
Gao, Cheng, Zhao, & Zhou, 2005; Gao, Li, &
Li, 2002; Gu, 2010; Kanno & Norton, 2003;
Norton, 1997; Norton, 2000; Norton &
Toohey, 2001; Norton Pierce, 1995; Pavlenko,
2003).
An important issue which enhances our
understanding of language learning and
identity is the idea of imagined communities.
Drawing upon Anderson’s (1991) notion of
imagined communities, Norton (2001)
introduced it to the field of language learning.
In her study with two adult immigrant
learners, she realized that “the realm of their
community extended beyond the four walls of
the classroom” (p. 165). She also mentioned
that each learner has a different imagined
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community. She referred to the community as
a group of people that are not accessible, but
learners aspire to and connect themselves
through imagination. Consequently, an
imagined community is concomitant with the
existence of an imagined identity (Pavlenko &
Norton, 2007). Even though mostly ESL
contexts support Norton’s idea of “imagined
community”, it is also applicable to EFL
contexts. Risager (2006) proposed that the
strongest motivation of EFL learners is the
“membership of an imagined global
community” (p. 23). Therefore, due to the
association between culture, identity, and
language learning, and the imperialistic
dominance of English in the world, it is fair to
say that English language learning can be a
potential threat to nationalism. For this reason,
exploring English language learners’ identity
including their imagined identity and imagined
community is of special importance in FL
contexts such as Iran.
Since culture is the “locus of identity” (Gao,
2010), investigating learners’ cultural identity
plays a pivotal role in the examination of their
identity. Atkinson (1999) contrasted two
fundamental views of culture in the realm of
second language teaching: received view and
nonstandard view. By received view, he refers
to culture as a distinct entity which is fixed,
homogeneous, and restricted to geographical
boundaries. By contrast, the non-standard view
focuses on the heterogeneous aspect of culture.
To espouse the latter view, some important
concepts such as identity, hybridity,
essentialism, power, difference, agency,
discourse, resistance, and contestation”
(Atkinson, p. 627) have been suggested to
criticize the received view of culture. In the
same vein, Niżegorodcew (2011) claimed that
generally there were two opinions about the
relationship between culture and EFL learning.
The first view considers learning a FL as
undermining the national culture and
weakening local values. However, the second
view considers EFL learning as a tool for
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enrichment of two cultures. It seems that the
second view is in line with Bakhtin’s (1981)
idea of “mutual cultural enrichment” of two
cultures in contact.
In this regard, Pishghadam and Navari (2009)
indicated that Iran’s context of foreign
language learning contradicts Bakhtin’s idea.
They show that in Iran English language
teachers and learners strive hard to follow the
American and British norms as closely as
possible, hence they gradually go through a
state of losing home culture. In other words,
exposure to the English culture may result in
taking distance from one`s own native culture.
In a similar vein, Pishghadam and Kamyabi
(2009) stated that as learners put on more
native-like accent, their attachment to their
home culture decreases. It means that those
learners who try to have a perfect accent may
alienate from their own culture. Moreover,
Pishghadam and Saboori (2011) have shown
that Iranian English language learners have
positive attitudes towards the American
culture. However, research in other contexts,
such as Poland demonstrated that majority of
Polish EFL learners were proud of living in
Poland, and they displayed strong cultural
identity (Otwinowska-Kasztelanic, 2011).
Due to the importance of English language
learning in Iran and its impact on identity
change, investigating the influence of cultural
contact on learners in the process of language
learning can shed more light on the Iranian
context of English language learning. In this
regard, utilizing a valid scale for measuring
culture can be a fruitful endeavor. One of the
scales used in cultural studies is Cultural
Intelligence Scale (CQS). Cultural intelligence
has been introduced by Earley and Ang (2003)
as “a person’s adaptation to new cultural
settings and capability to deal effectively with
other people with whom the person does not
share a common cultural background and
understanding” (p. 12). They considered
culture as an aspect of intelligence. After
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gaining momentum, a scale was developed by
Ang et al. (2007) to measure this construct.
This scale includes 20 items and is composed
of four factors. The first factor is
metacognitive CQ which focuses on higherorder cognition process. The second factor
referred to as cognitive CQ is related to
knowledge of different cultural norms. The
third factor is motivational CQ and it is related
to enjoying interaction with people from other
cultures. Behavioral CQ is the fourth factor
and it deals with non-verbal behavior in a
cross-cultural context. This scale has been
designed to show the cultural intelligence of
the learners. Another questionnaire is
Multicultural
Personality
Questionnaire
(MPQ) (Van der zee & Oudenhoven, 2000,
cited in Galajda, 2011) which has 91 items
with five-point Likert scale investigating five
factors: cultural empathy, open mindedness,
social initiative, emotional stability and
ﬂexibility. According to Galajda (2011), this
scale addresses one’s reaction to multicultural
situations, examining one`s success in
intercultural communication.
In another study, Shahsavandi, Ghonsooly,
and Kamyabi (2010) developed and validated
a scale named Home Culture Attachment of
university students of Foreign Language and
Literature (HCAFLL). It includes 51 items,
consisting of 6 factors. The first factor was
referred to as linguistic-cultural matters and
beliefs. The second factor was labeled foreign
language and field of study. This factor
examines participants’ attitudes towards
foreign language and fields of study. The third
factor was referred to as movies and measures
participants’ hobbies as an aspect of one’s
lifestyle. The fourth one was labeled literature
and literary figures. The items of this factor
are related to literature and literary figures.
The sixth factor was labeled as linguistic and
cultural imperialism which examines the
participants’ awareness of and attitudes
towards linguistic and cultural imperialism.
Customs and cultural heritage was the label for
the last factor which measures one’s attitude

towards their customs and heritage. Although
this scale was designed in the context of
language learning in Iran, it was restricted
only to academic language learning, hence not
convenient for applying in the setting of
private language learning institutes which can
be by far the dominant medium of English
language learning in Iran.
In a study carried out by Pishghadam and
Kamyabi (2009), HCAS was designed in order
to measure the extent to which learners or
teachers are attached to their own home
culture. Rasch measurement was used to
validate this questionnaire. This scale is of
value because it is applicable to a larger scope
of cultural studies including both academic
and private contexts of language learning.
Furthermore, since 2009 this scale proved to
be practical for doing studies related to culture
and language learning. For example,
Pishghadam and Sadeghi (2011a, 2011b) and
Shahi (2012) utilized this scale to examine the
role of cultural attachment in learners’
emotional
intelligence
and
language
proficiency. Thus due to the above-mentioned
reasons, we believe that revalidating HCAS
seems necessary. In addition, since this scale
has been found to be uni-dimensional,
determining its underlying factors can bring
into light the influential factors in home
culture attachment. Bearing this in mind, the
aim of this study is to revalidate this scale via
EFA and SEM.

3. Methodology
3. 1. Participants
The participants of this study comprised 374
English language learners (206 females, 168
males) aging from 18 to 57 (M=25.57, SD=
6.32). The sample were collected from
learners studying at elementary (n= 105),
intermediate (n=142), or advanced (n=127)
levels in private language institutes in
Mashhad, Iran. The participants were high
school graduates (n= 52), students or holders
of BA/BS (n= 267), students or holders of
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MA/MS (n= 45), and students or holders of
PhD (n= 10) in different fields of study.
The reason for selecting private language
institutes for collecting data is that formal
education in teaching English is not effective
in Iran; hence majority of people’s preference
for learning English via going to private
language institutes as the most practical way
of language learning. Unlike public schools
which use governmental textbooks, private
language institutes employ commercial EFL
textbooks. While public schools have rather
homogenous learners, learners of private
language institutes are of different ages and
come from different educational backgrounds.
3. 2. Instrumentation
HCAS was validated by using Rasch
measurement, and the overall analysis
displayed that 6 items have infit and outfit
indices outside the acceptable range suggested
by McNamara (1996, cited in Pishghadam &
Kamyabi, 2009); hence they were removed
from the questionnaire. This questionnaire
includes 36 items with the reliability of 0.85. It
takes about 15 minutes to answer this
questionnaire. This scale consists of 36 items
and is a four-point Likert scale, ranging from
(1) “strongly disagree” to (4) “strongly agree”.
The scoring of some of the items ought to be
reversed due to having both positive and
negative statements.
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analysis, EFA was used to confirm the validity
of HCAS. Initially, the internal consistency of
the whole scale was assessed with the
Cronbach
Alpha
reliability
estimate.
Moreover, using the Cronbach Alpha, the
reliability of each factor constructing the
validated questionnaire was also examined.
Then, Principal Component Analysis (PCA)
extracted the underlying factors by calculating
the eigenvalues of the matrix greater than 1.0.
Then, the Scree test was used in order to
decide about the number of factors to retain
for rotation. For conducting factor rotation,
Varimax (orthogonal rotation) with Kaiser
Criterion was used. The results were a rotated
component matrix and a transformation
matrix. The rotated component matrix
demonstrated the variables loaded on each
factor so that the researchers could come up
with the new factors. SPSS 18 was utilized to
run exploratory factor analysis. The second
data analysis technique used in this study was
a process of SEM via AMOS 16 program.
SEM was used in order to predict the casual
relationship among different factors of this
questionnaire. A theoretical model was
identified, consisting of two sets of variables:
observed variables representing the collected
data, and latent variables representing the
hypothetical constructs assumed to be related
to other factors.

4. Results

3. 3. Procedures

4. 1. Reliability of the Questionnaire

The questionnaire was distributed among
elementary, intermediate, and advanced
learners of English in several private language
institutes in Mashhad. In the first part of data

The Cronbach Alpha estimated the reliability
of all the items as 0.87. None of the items
were removed, after examining the outcome of
the factor rotation.

Table 1
Reliability of Each Factor
Factors
Factor 1
Factor 2
Factor 3
Factor 4
Factor 5

Cronbach’s Alpha
.858
.766
.647
.573
.496

9 of Items
7
11
6
7
5

41

42

Specifying the Underlying Constructs of the Home Culture Attachment Scale

4. 2. Construct Validity
Kaiser-Meyer-Olkin
test
of
Sampling
Adequacy (KMO) and Bartlett’s Test of

Sphericity were utilized to measure the
factorability of the inter-correlation matrix.
The results of these tests showed that the
factor model was appropriate.

Table 2
KMO and Bartlett’s Test
KMO and Bartlett's Test
Kaiser-Meyer-Olkin Measure of Sampling Adequacy
Approx. Chi-Square
Bartlett's Test of Sphericity
Df
Sig.

The construct validity of the questionnaire was
examined through EFA. PCA extracted 11
factors with eigenvalues greater than 1.0. The
results obtained from the Scree test indicated

.794
2.437E3
630
.000

that a five factor solution might provide a
more suitable grouping of the items in the
questionnaire.

Figure1
The Scree Test for Identifying the umber of Factors

Then the orthogonal rotation was inspected.
The result of Varimax with Kaiser
Normalization, shown in Table 3, was a

rotated component matrix. The results
indicated that factors 1, 2, 3, 4, and 5 consisted
of 7, 11, 6, 7, and 5 items, respectively.
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Table 3
Rotated Components Obtained via Principal Component Analysis and their Loadings
Component 1
Component 2
Component 3
Component 4
31= .80
33= .71
29= .71
36= .66
35= .73
1= .61
19= .67
11= .64
18= .72
27= .61
5= .52
6= .64
14= .71
25= .57
32= .48
34= .53
21= .70
12= .56
8= .42
16= .53
28= .70
22= .42
13= .40
3= .37
7= .56
30= .32
9= .32
20= .31
23= .30
26= .37
4= .37
Rotation Method: Varimax with Kaiser Normalization

Finally, the items comprising each factor were
analyzed; the five factors were named as
Religious attachment, Western attachment,

Table 4
Five Factors of the Scale
# areas
1. Religious attachment
2. Western attachment
3. Iranian attachment
4. Cultural attachment
5. Artistic attachment

Initially, a model of interaction among five
underlying factors of the questionnaire was
proposed (Figure 2). Then, the goodness of fit
measures in AMOS was used to examine the
viability of the hypothesized model. Chisquare/degree of freedom (χ2/df), Goodnessof-Fit Index (GFI), Comparative Fit Index
(CFI), and Root Mean-Square Error of

Component 5
17= .86
10= .69
15= .62
24= .52
2= .33

Iranian attachment, Cultural attachment, and
Artistic attachment. Items representing each
factor are displayed in Table 4.

Statements
7, 14, 18, 21, 28, 31, 35
1, 4, 12, 20, 22, 23, 25, 26, 27, 30, 33
5, 8, 13, 19, 29, 32
3, 6, 9, 11, 16, 34, 36
2, 10, 15, 17, 24
Total

4. 3. SEM

ISSN 2322-4762

9 of items
7
11
6
7
5
36

Percentage
20
30
16
20
14
100

Approximation (RMSEA) which are the
commonly used procedures were utilized in
this study. Schreiber, Stage, King, Nora, and
Barlow (2006) suggest the general rule for
acceptable fit: χ2/df should be less than 2 or 3,
GFI and CFI should be equal or more than .95,
and RMSEA should be equal or less than .06.
Here, the results of the study showed good fit
to the data (see Table 5).
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.21
.46

e1

Religious

Religious identity

.75
.98

e6

e2

Western
-.87

.46

Non-western identity
.68

e3

Artistic

.19

.23

Cultural

e4

.47

National identity
.57
.75

e5

Iranian

Figure 2
Final model of Interaction among Underlying Factors

Results showed that both religious identity and
national identity affect non-western identity

which consisted of western attachment and
artistic attachment factors (see Figure 1).

Table 5
Goodness of Fit Indices
Fit Index
Model

χ2
df

1.97

GFI

IFI

TLI

CFI

RMSEA

0.96

0.91

0.95

0.96

0.01
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5. Discussion
The two goals put forward in this study were,
in the first phase, to examine the reliability and
validity of the HCAS and extract its
underlying factors, and, in the second phase, to
confirm those factors and to find interaction
among them.
With regard to the first goal, the results of the
analysis were used to name each factor. The
reasons for selecting the names are clarified
here. Religious attachment is the label for the
first factor which consists of items 7, 14, 18,
21, 28, 31, and 35. These items are associated
with common perceptions of being religious,
including: keeping fast, going to the mosque,
making a pilgrimage to Mecca, paying money
to the poor in accordance with specific
religious instructions, making pilgrimage to
sacred shrines, taking part in religious
ceremonies and wearing black clothes in
religious mourning ceremonies. The items
check whether individuals believe in holding
religious rites or not.
Western attachment is the label for the second
factor which consists of 11 items. Items 12,
27, and 33 measure an individual’s inclination
towards western type of clothing or
appearance. While item 30 checks the
rejection of Iranian traditional marriage by
participants, item 26 measures whether they
appreciate a marriage with an English or
American or not. Other items in this factor
measure learners’ orientation towards different
aspects of western culture including western
music, food, language, and names. Moreover,
item 23 directly measures the superiority of
western culture.
Factor 3, known as Iranian attachment,
comprises 6 items. Items 5 and 19 measure
learners’ appreciation for the historical
heritage of Iran. Items 8 and 32 refer to
learner’s tendency towards Iranian customs
and national tradition, namely the New Year.
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Items 13 and 29 measure their appreciation of
classical Iranian poets and Persian literature.
The fourth factor, labeled as cultural
attachment, comprises 7 items. Items 3, 6, 11,
16, 34, and 36 measure learners’ attachment to
different dimensions of traditional culture
including traditional architecture, music,
restaurants, dialects, customs, and costumes.
Moreover, their familiarity with Persian
literature as an important part of culture is
checked through asking about Iranian and
Western writers in item 9.
The last factor of the questionnaire is referred
to as artistic attachment. Items 10, 15, 17, and
24 examine to what extent western films are
attractive and meaningful to learners, and item
2 measures their preference for reading
western stories to the Persian ones.
The purpose of the second phase of the study
was to examine the interaction among the
factors using SEM. To meet this end, a
hypothetical model was proposed in which
three unobserved variables were found,
namely religious identity, non-western
identity, and national identity. In other words,
the nature of each factor was clarified by these
new variables.
All in all, the results of the SEM analysis
confirmed all of the 5 factors determined via
EFA, namely, Religious attachment, Western
attachment, Iranian attachment, Cultural
attachment, and Artistic attachment. Collected
data of each factor were specified as an
observed variable, i.e. they were represented
as a rectangular shape in the model.
Furthermore, in this model, three unobserved
variables were found to be related to the five
factors. Religious identity is the predictor of
Religious attachment (β=.46, p<.001). The
second unobserved variable was chosen as
non-western identity, due to the fact that “We
not only produce our identity through the
practice we engage in, but also define
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ourselves through the practice we do not
engage in. Our identities are constrained not
only by what we are but also by what we are
not” (Wenger, 1998, p. 164, cited in Norton,
2001, p. 159). Non-western identity is the
predictor of Western attachment and Artistic
attachment. However, this variable was a
stronger predictor of Western attachment
(β=-.87, p<.001) than Artistic attachment
(β=.68, p<.001). In other words, the negative
direction suggests that people whose practice
and ideas are far from western culture have a
lower level of western attachment. The third
unobserved variable was national identity
which was found to be the predictor of
Cultural attachment and Iranian attachment.
In other words, the extent to which an
individual feels solidarity with his country
impacts the level of his Cultural and Iranian
attachment. However, national identity is a
stronger predictor of Iranian attachment
(β=.75, p<.001) than Cultural attachment
(β=.47, p<.001). This result is in line with
what Woodward (2000) mentioned about
national identity. He considered “images,
stories, flags, styles of dress, uniforms, and all
the different components of a community’s
culture” (p. 134) related to the national
identity.
From the model it can also be seen that
religious identity and national identity were
found to have significant causal relationship
with non-western identity, albeit religious
identity is a much stronger predictor for nonwestern identity (β=.98, p<.001). This result
shows that in Iran, the more religious a person
is, the more he moves away from the western
culture. In other words, religious persons in
Iran despise the western culture, having
negative feelings towards it. On the other
hand, the weak causal relationship (β=.19,
p<.001) between national identity and nonwestern identity suggests that nationalism is
not somehow incongruent with a positive
attitude towards the western culture.

Moreover, the outcomes of this study imply
that in Iran religious identity and national
identity are not directly related to each other;
that is, attachment to religion does not
determine national identity. It contradicts
Cottam’s (1964) idea that existence of a
common religion is a great source for
producing national identity. However, this
implication of the model corroborates one of
the elements of Casanova’s (1994)
secularization theory that entails the
privatization of religion.
Due to the significance of the validity of any
good scale, the value of this study lies in
substantiating and confirming the validity of
HCAS. To this end, the HCAS was validated
through EFA and 5 factors were extracted.
Then, the factors were confirmed using the
SEM analysis technique. This study shed more
light on the nature of culture in Iran. Since this
study revalidated the HCAS, displaying its
underlying observed and unobserved factors,
researchers can employ it in their studies. In
fact, researchers are recommended to examine
objectively the relationship between the HCAS
scale and other related variables such as:
language teaching, language proficiency, age,
gender, marital status, or academic degree.
These variables seem to be related to home
culture attachment.
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Appendices

Appendix 1
Home Culture Attachment Scale
O ﻣﺘﺎﻫﻞ

O ﻣﺠﺮد:وﺿﻌﻴﺖ ﺗﺎﻫﻞ

........................ :رﺷﺘﻪ ي ﺗﺤﺼﻴﻠﻲ

O  ﻣﺮدO  زن: ﺟﻨﺴﻴﺖ...........: ﺳﻦ
.......................................... :ﻣﺪرك ﺗﺤﺼﻴﻠﻲ

............................ :ﺗﻌﺪاد ﺗﺮم ﻫﺎي ﮔﺬراﻧﺪه ﺷﺪه زﺑﺎن اﻧﮕﻠﻴﺴﻲ
.................: ﻧﻤﺮه ﻓﺎﻳﻨﺎل ﺗﺮم ﮔﺬﺷﺘﻪ.............................. :زﺑﺎﻧﻬﺎﻳﻲ ﻛﻪ ﺑﻪ ﺟﺰ اﻧﮕﻠﻴﺴﻲ ﻣﻲ داﻧﻴﺪ
O  ﺑﺴﻴﺎر ﺿﻌﻴﻒO  ﺿﻌﻴﻒO  ﻣﺘﻮﺳﻂO  ﺧﻮبO  ﺑﺴﻴﺎرﺧﻮبO  ﻋﺎﻟﻲ:داﻧﺶ زﺑﺎن اﻧﮕﻠﻴﺴﻲ
elementary O

pre-intermediate O

intermediate O upper-intermediateO

advancedO:ﺳﻄﺢ داﻧﺶ زﺑﺎن اﻧﮕﻠﻴﺴﻲ

49

ISSN 2322-4762

R. Pishghadam, et al./ Iranian Journal of Society, Culture & Language, 1(1), 2013

ﻛﺪام ﭘﺎﺳﺦ ﺑﻪ ﺷﻜﻞ ﺑﻬﺘﺮي ﺑﻴﺎﻧﮕﺮ ﻧﻈﺮات ﺷﻤﺎ ﻣﻲ ﺑﺎﺷﺪ؟

ﻛﺎﻣﻼ
ﻣﻮاﻓﻘﻢ

 .1ﻣﻮﺳﻴﻘﻲ ﻏﺮﺑﻲ )اﻧﮕﻠﻴﺴﻲ /آﻣﺮﻳﻜﺎﻳﻲ( را ﺑﻴﺸﺘﺮ از ﻣﻮﺳﻴﻘﻲ اﻳﺮاﻧﻲ دوﺳﺖ دارم.
 .2ﺧﻮاﻧﺪن ﻛﺘﺎب ﻫﺎي داﺳﺘﺎﻧﻲ ﻏﺮﺑﻲ را ﺑﻪ ﻛﺘﺎﺑﻬﺎي داﺳﺘﺎﻧﻲ ﻓﺎرﺳﻲ ﺗﺮﺟﻴﺢ ﻣﻲ دﻫﻢ.
 .3ﺑﻪ ﻧﻈﺮ ﻣﻦ ﺳﺒﻚ ﻣﻌﻤﺎري اﻳﺮاﻧﻲ زﻳﺒﺎﺗﺮ از ﺳﺒﻚ ﻣﻌﻤﺎري ﻫﺎي ﻏﺮﺑﻲ ﻣﻲ ﺑﺎﺷﺪ.
 .4ﺑﻴﺸﺘﺮ ﺗﺮﺟﻴﺢ ﻣﻲ دﻫﻢ اﺳﺎﻣﻲ ﻓﺮزﻧﺪاﻧﻢ اﺳﺎﻣﻲ ﻏﺮﺑﻲ ﺑﺎﺷﻨﺪ ﺗﺎ اﺳﺎﻣﻲ اﺻﻴﻞ اﻳﺮاﻧﻲ.
 .5ﺑﻪ ﻧﻈﺮ ﻣﻦ ﻓﺮﻫﻨﮓ و ﺗﻤﺪن اﻳﺮاﻧﻲ ﻳﻜﻲ از ﺑﺰرﮔﺘﺮﻳﻦ ﺗﻤﺪن ﻫﺎي دﻧﻴﺎ ﻣﻲ ﺑﺎﺷﺪ.
 .6ﻓﻀﺎي رﺳﺘﻮران ﻫﺎي ﺳﻨﺘﻲ را ﺑﻪ رﺳﺘﻮران ﻫﺎي ﻣﺪرن ﺗﺮﺟﻴﺢ ﻣﻲ دﻫﻢ.
 .7ﭘﻮﺷﻴﺪن ﻟﺒﺎس ﻣﺸﻜﻲ را ﺑﺮاي ﻣﺮاﺳﻢ ﺳﻮﮔﻮاري ﻣﺬﻫﺒﻲ ﺿﺮوري ﻣﻲ داﻧﻢ.
 .8ﺑﻪ ﻧﻈﺮ ﻣﻦ ﻧﻮروز ﻳﻜﻲ از ﺑﺰرﮔﺘﺮﻳﻦ ﻣﺮاﺳﻢ ﺳﻨﺘﻲ -ﻣﻠﻲ در دﻧﻴﺎ ﻣﻲ ﺑﺎﺷﺪ.
 .9ﻧﻮﻳﺴﻨﺪﮔﺎن اﻳﺮاﻧﻲ را ﺑﻬﺘﺮ از ﻧﻮﻳﺴﻨﺪﮔﺎن ﻏﺮﺑﻲ ﻣﻲ ﺷﻨﺎﺳﻢ.
 .10ﺑﻴﺸﺘﺮ ﺗﺮﺟﻴﺢ ﻣﻲ دﻫﻢ ﻓﻴﻠﻢ ﻫﺎي ﻏﺮﺑﻲ ﺑﺒﻴﻨﻢ ﺗﺎ ﻓﻴﻠﻢ ﻫﺎي اﻳﺮاﻧﻲ.
 .11از ﺷﻨﻴﺪن ﻟﻬﺠﻪ ﻫﺎي ﻣﺤﻠﻲ اﻳﺮاﻧﻲ ﺑﺴﻴﺎر ﻟﺬت ﻣﻲ ﺑﺮم.
 .12از ﻛﺮاوات /ﭘﺎﭘﻴﻮن ﺧﻮﺷﻢ ﻣﻲ آﻳﺪ.
 .13ﻓﻜﺮ ﻣﻲ ﻛﻨﻢ ادﺑﻴﺎت ﻓﺎرﺳﻲ ﺑﺴﻴﺎر ﻏﻨﻲ ﺗﺮ از ادﺑﻴﺎت ﻏﺮﺑﻲ اﺳﺖ.
 .14ﺳﻔﺮ ﺑﻪ ﻣﻜﻪ را ﺑﻪ ﺳﻔﺮ ﺑﻪ اروﭘﺎ ﺗﺮﺟﻴﺢ ﻣﻲ دﻫﻢ.
 .15ﻓﻴﻠﻢ ﻫﺎي ﻏﺮﺑﻲ ﭘﺮ ﻣﺤﺘﻮا ﺗﺮ از ﻓﻴﻠﻢ ﻫﺎي اﻳﺮاﻧﻲ ﻫﺴﺘﻨﺪ.
 .16ﺑﻪ ﻧﻈﺮ ﻣﻦ ﻣﻮﺳﻴﻘﻲ اﺻﻴﻞ اﻳﺮاﻧﻲ ﺑﻬﺘﺮﻳﻦ ﻧﻮع ﻣﻮﺳﻴﻘﻲ اﺳﺖ.
 .17ﻓﻴﻠﻢ ﻫﺎي اﻳﺮاﻧﻲ ﺑﺮاﻳﻢ ﻛﺴﻞ ﻛﻨﻨﺪه اﺳﺖ.
 .18ﺑﻪ ﮔﺮﻓﺘﻦ روزه اﻋﺘﻘﺎد دارم.
 .19اﻓﺘﺨﺎر ﻣﻲ ﻛﻨﻢ ﺗﺨﺖ ﺟﻤﺸﻴﺪ در اﻳﺮان ﻗﺮار دارد.
.20ﺑﻴﺸﺘﺮ ﻏﺬاﻫﺎي ﻏﺮﺑﻲ ﺧﻮﺷﻤﺰه ﺗﺮ از ﻏﺬاﻫﺎي ﺳﻨﺘﻲ اﻳﺮاﻧﻲ ﻫﺴﺘﻨﺪ.
 .21دادن زﻛﺎت را ﻻزم ﻣﻲ داﻧﻢ.
 .22ﺑﻪ ﻧﻈﺮ ﻣﻦ زﺑﺎن اﻧﮕﻠﻴﺴﻲ از زﺑﺎن ﻓﺎرﺳﻲ زﻳﺒﺎﺗﺮ و ﺷﻴﺮﻳﻦ ﺗﺮ اﺳﺖ.
 .23ﻓﻜﺮ ﻣﻲ ﻛﻨﻢ ﻓﺮﻫﻨﮓ ﻏﺮﺑﻲ ﻏﻨﻲ ﺗﺮ از ﻓﺮﻫﻨﮓ اﻳﺮاﻧﻲ اﺳﺖ.
 .24ﻓﻴﻠﻢ ﻫﺎي اﻳﺮاﻧﻲ آﻣﻮزﻧﺪه ﺗﺮ از ﻓﻴﻠﻢ ﻫﺎي ﻏﺮﺑﻲ ﻫﺴﺘﻨﺪ.
 .25ﺧﺮﻳﺪ از ﻣﻐﺎزه ﻫﺎﻳﻲ ﺑﺎ اﺳﺎﻣﻲ ﻏﺮﺑﻲ ﺑﺮاﻳﻢ ﺧﻮﺷﺎﻳﻨﺪ ﺗﺮ اﺳﺖ.
 .26ازدواج ﺑﺎ ﻳﻚ آﻣﺮﻳﻜﺎﻳﻲ /اﻧﮕﻠﻴﺴﻲ را ازدواﺟﻲ ﻣﻨﺎﺳﺐ ﻣﻲ داﻧﻢ.
 .27آراﻳﺶ ﻣﻮي ﻏﺮﺑﻲ را ﻣﻲ ﭘﺴﻨﺪم.
28رﻓﺘﻦ ﺑﻪ ﻣﺴﺠﺪ را ﻣﻔﻴﺪ ﻧﻤﻲ داﻧﻢ.
 .29ﺑﻪ ﻓﺮدوﺳﻲ،ﺧﻴﺎم ،ﺳﻌﺪي و ....اﻓﺘﺨﺎر ﻣﻲ ﻛﻨﻢ.
 .30ﻣﺮاﺳﻢ ﺳﻨﺘﻲ ازدواج اﻳﺮاﻧﻲ را دوﺳﺖ ﻧﺪارم.

ﻣﻮاﻓﻘﻢ

ﻣﺨﺎﻟﻔﻢ

ﻛﺎﻣﻼ
ﻣﺨﺎﻟﻔﻢ
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 .31ﺑﻪ ﻧﻈﺮ ﻣﻦ ﺷﺮﻛﺖ در ﻣﺮاﺳﻢ ﻣﺬﻫﺒﻲ ﺿﺮوري اﺳﺖ.
 .32ﺑﺮﮔﺰاري ﻣﻬﻤﺎﻧﻲ ﻫﺎي ﺧﺎﻧﻮادﮔﻲ اﻳﺮاﻧﻲ را ﻣﻲ ﭘﺴﻨﺪم.
 .33ﭘﻮﺷﻴﺪن ﻟﺒﺎﺳﻬﺎي ﺑﺎ ﻣﺎرك ﻏﺮﺑﻲ ﺑﺮاﻳﻢ ﺧﻮﺷﺎﻳﻨﺪ ﺗﺮ اﺳﺖ.
 .34ﻓﻴﻠﻢ ﻫﺎي ﻣﺴﺘﻨﺪ ﺳﻨﺖ ﻫﺎي اﻳﺮاﻧﻲ را دوﺳﺖ دارم.
 .35زﻳﺎرت اﻣﺎﻛﻦ ﻣﺘﺒﺮﻛﻪ را ﻣﻮﺟﺐ ﺗﺴﻜﻴﻦ روح ﻣﻲ داﻧﻢ.
 .36از ﻟﺒﺎﺳﻬﺎي ﻣﺤﻠﻲ اﻳﺮاﻧﻲ ﺧﻮﺷﻢ ﻣﻲ آﻳﺪ.

Appendix 2
The Underlying Factors of HCAS
Factor 1. Religious attachment
ﺑﻪ ﻧﻈﺮ ﻣﻦ ﺷﺮﻛﺖ در ﻣﺮاﺳﻢ ﻣﺬﻫﺒﻲ ﺿﺮوري اﺳﺖ.
زﻳﺎرت اﻣﺎﻛﻦ ﻣﺘﺒﺮﻛﻪ را ﻣﻮﺟﺐ ﺗﺴﻜﻴﻦ روح ﻣﻲ داﻧﻢ.
ﺑﻪ ﮔﺮﻓﺘﻦ روزه اﻋﺘﻘﺎد دارم
ﺳﻔﺮ ﺑﻪ ﻣﻜﻪ را ﺑﻪ ﺳﻔﺮ ﺑﻪ اروﭘﺎ ﺗﺮﺟﻴﺢ ﻣﻲ دﻫﻢ.
ﭘﻮﺷﻴﺪن ﻟﺒﺎس ﻣﺸﻜﻲ را ﺑﺮاي ﻣﺮاﺳﻢ ﺳﻮﮔﻮاري ﻣﺬﻫﺒﻲ ﺿﺮوري ﻣﻲ داﻧﻢ.
رﻓﺘﻦ ﺑﻪ ﻣﺴﺠﺪ را ﻣﻔﻴﺪ ﻧﻤﻲ داﻧﻢ.
دادن زﻛﺎت را ﻻزم ﻣﻲ داﻧﻢ.
Factor 2. Western attachment
ﭘﻮﺷﻴﺪن ﻟﺒﺎﺳﻬﺎي ﺑﺎ ﻣﺎرك ﻏﺮﺑﻲ ﺑﺮاﻳﻢ ﺧﻮﺷﺎﻳﻨﺪ ﺗﺮ اﺳﺖ.
ﻣﻮﺳﻴﻘﻲ ﻏﺮﺑﻲ )اﻧﮕﻠﻴﺴﻲ /آﻣﺮﻳﻜﺎﻳﻲ( را ﺑﻴﺸﺘﺮ از ﻣﻮﺳﻴﻘﻲ اﻳﺮاﻧﻲ دوﺳﺖ دارم.
آراﻳﺶ ﻣﻮي ﻏﺮﺑﻲ را ﻣﻲ ﭘﺴﻨﺪم.
ﺧﺮﻳﺪ از ﻣﻐﺎزه ﻫﺎﻳﻲ ﺑﺎ اﺳﺎﻣﻲ ﻏﺮﺑﻲ ﺑﺮاﻳﻢ ﺧﻮﺷﺎﻳﻨﺪ ﺗﺮ اﺳﺖ.
از ﻛﺮاوات /ﭘﺎﭘﻴﻮن ﺧﻮﺷﻢ ﻣﻲ آﻳﺪ.
ﺑﻪ ﻧﻈﺮ ﻣﻦ زﺑﺎن اﻧﮕﻠﻴﺴﻲ از زﺑﺎن ﻓﺎرﺳﻲ زﻳﺒﺎﺗﺮ و ﺷﻴﺮﻳﻦ ﺗﺮ اﺳﺖ.
ﻣﺮاﺳﻢ ﺳﻨﺘﻲ ازدواج اﻳﺮاﻧﻲ را دوﺳﺖ ﻧﺪارم.
ﺑﻴﺸﺘﺮ ﻏﺬاﻫﺎي ﻏﺮﺑﻲ ﺧﻮﺷﻤﺰه ﺗﺮ از ﻏﺬاﻫﺎي ﺳﻨﺘﻲ اﻳﺮاﻧﻲ ﻫﺴﺘﻨﺪ.
ﻓﻜﺮ ﻣﻲ ﻛﻨﻢ ﻓﺮﻫﻨﮓ ﻏﺮﺑﻲ ﻏﻨﻲ ﺗﺮ از ﻓﺮﻫﻨﮓ اﻳﺮاﻧﻲ اﺳﺖ.

ازدواج ﺑﺎ ﻳﻚ آﻣﺮﻳﻜﺎﻳﻲ /اﻧﮕﻠﻴﺴﻲ را ازدواﺟﻲ ﻣﻨﺎﺳﺐ ﻣﻲ داﻧﻢ.
ﺑﻴﺸﺘﺮ ﺗﺮﺟﻴﺢ ﻣﻲ دﻫﻢ اﺳﺎﻣﻲ ﻓﺮزﻧﺪاﻧﻢ اﺳﺎﻣﻲ ﻏﺮﺑﻲ ﺑﺎﺷﻨﺪ ﺗﺎ اﺳﺎﻣﻲ اﺻﻴﻞ اﻳﺮاﻧﻲ.
Factor 3. Iranian attachment
ﺑﻪ ﻓﺮدوﺳﻲ،ﺧﻴﺎم ،ﺳﻌﺪي و ....اﻓﺘﺨﺎر ﻣﻲ ﻛﻨﻢ.
اﻓﺘﺨﺎر ﻣﻲ ﻛﻨﻢ ﺗﺨﺖ ﺟﻤﺸﻴﺪ در اﻳﺮان ﻗﺮار دارد.
ﺑﻪ ﻧﻈﺮ ﻣﻦ ﻓﺮﻫﻨﮓ و ﺗﻤﺪن اﻳﺮاﻧﻲ ﻳﻜﻲ از ﺑﺰرﮔﺘﺮﻳﻦ ﺗﻤﺪن ﻫﺎي دﻧﻴﺎ ﻣﻲ ﺑﺎﺷﺪ.
ﺑﺮﮔﺰاري ﻣﻬﻤﺎﻧﻲ ﻫﺎي ﺧﺎﻧﻮادﮔﻲ اﻳﺮاﻧﻲ را ﻣﻲ ﭘﺴﻨﺪم.
ﺑﻪ ﻧﻈﺮ ﻣﻦ ﻧﻮروز ﻳﻜﻲ از ﺑﺰرﮔﺘﺮﻳﻦ ﻣﺮاﺳﻢ ﺳﻨﺘﻲ -ﻣﻠﻲ در دﻧﻴﺎ ﻣﻲ ﺑﺎﺷﺪ.
ﻓﻜﺮ ﻣﻲ ﻛﻨﻢ ادﺑﻴﺎت ﻓﺎرﺳﻲ ﺑﺴﻴﺎر ﻏﻨﻲ ﺗﺮ از ادﺑﻴﺎت ﻏﺮﺑﻲ اﺳﺖ.
Factor 4. Cultural attachment
از ﻟﺒﺎﺳﻬﺎي ﻣﺤﻠﻲ اﻳﺮاﻧﻲ ﺧﻮﺷﻢ ﻣﻲ آﻳﺪ.
از ﺷﻨﻴﺪن ﻟﻬﺠﻪ ﻫﺎي ﻣﺤﻠﻲ اﻳﺮاﻧﻲ ﺑﺴﻴﺎر ﻟﺬت ﻣﻲ ﺑﺮم.
ﻓﻀﺎي رﺳﺘﻮران ﻫﺎي ﺳﻨﺘﻲ را ﺑﻪ رﺳﺘﻮران ﻫﺎي ﻣﺪرن ﺗﺮﺟﻴﺢ ﻣﻲ دﻫﻢ.
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ﻓﻴﻠﻢ ﻫﺎي ﻣﺴﺘﻨﺪ ﺳﻨﺖ ﻫﺎي اﻳﺮاﻧﻲ را دوﺳﺖ دارم.
ﺑﻪ ﻧﻈﺮ ﻣﻦ ﻣﻮﺳﻴﻘﻲ اﺻﻴﻞ اﻳﺮاﻧﻲ ﺑﻬﺘﺮﻳﻦ ﻧﻮع ﻣﻮﺳﻴﻘﻲ اﺳﺖ.
ﺑﻪ ﻧﻈﺮ ﻣﻦ ﺳﺒﻚ ﻣﻌﻤﺎري اﻳﺮاﻧﻲ زﻳﺒﺎﺗﺮ از ﺳﺒﻚ ﻣﻌﻤﺎري ﻫﺎي ﻏﺮﺑﻲ ﻣﻲ ﺑﺎﺷﺪ.
ﻧﻮﻳﺴﻨﺪﮔﺎن اﻳﺮاﻧﻲ را ﺑﻬﺘﺮ از ﻧﻮﻳﺴﻨﺪﮔﺎن ﻏﺮﺑﻲ ﻣﻲ ﺷﻨﺎﺳﻢ.
Factor 5. Artistic attachment
ﺧﻮاﻧﺪن ﻛﺘﺎب ﻫﺎي داﺳﺘﺎﻧﻲ ﻏﺮﺑﻲ را ﺑﻪ ﻛﺘﺎﺑﻬﺎي داﺳﺘﺎﻧﻲ ﻓﺎرﺳﻲ ﺗﺮﺟﻴﺢ ﻣﻲ دﻫﻢ
ﻓﻴﻠﻢ ﻫﺎي اﻳﺮاﻧﻲ ﺑﺮاﻳﻢ ﻛﺴﻞ ﻛﻨﻨﺪه اﺳﺖ.
ﺑﻴﺸﺘﺮ ﺗﺮﺟﻴﺢ ﻣﻲ دﻫﻢ ﻓﻴﻠﻢ ﻫﺎي ﻏﺮﺑﻲ ﺑﺒﻴﻨﻢ ﺗﺎ ﻓﻴﻠﻢ ﻫﺎي اﻳﺮاﻧﻲ.
ﻓﻴﻠﻢ ﻫﺎي ﻏﺮﺑﻲ ﭘﺮ ﻣﺤﺘﻮا ﺗﺮ از ﻓﻴﻠﻢ ﻫﺎي اﻳﺮاﻧﻲ ﻫﺴﺘﻨﺪ.
ﻓﻴﻠﻢ ﻫﺎي اﻳﺮاﻧﻲ آﻣﻮزﻧﺪه ﺗﺮ از ﻓﻴﻠﻢ ﻫﺎي ﻏﺮﺑﻲ ﻫﺴﺘﻨﺪ.

