
 
 
 
 
 
 
 
 
 
 
 

 
 

This thesis has been submitted in fulfilment of the requirements for a postgraduate degree 

(e.g. PhD, MPhil, DClinPsychol) at the University of Edinburgh. Please note the following 

terms and conditions of use: 

 

This work is protected by copyright and other intellectual property rights, which are 

retained by the thesis author, unless otherwise stated. 

A copy can be downloaded for personal non-commercial research or study, without 

prior permission or charge. 

This thesis cannot be reproduced or quoted extensively from without first obtaining 

permission in writing from the author. 

The content must not be changed in any way or sold commercially in any format or 

medium without the formal permission of the author. 

When referring to this work, full bibliographic details including the author, title, 

awarding institution and date of the thesis must be given. 

 



Jagdeep Gill                                                                                                                            s1476451 

 
 

 

 

 

 

 

  

 

 

 

 

 

 

 

 



Jagdeep Gill                                                                                                                            s1476451 

 

 

 

 

An investigation of the impact of the language used for 

instruction on high school students' identity formation in 

Punjab, India. 

 

 

 

 

 

 

Jagdeep Gill 

 

 

 

 

 

A thesis presented in fulfilment of the requirements for the 

degree of Doctor of Philosophy 

The University of Edinburgh 

September, 2020.



Jagdeep Gill                                                                                                                            s1476451 

 
 

 

 

 

 

 

 

 

I certify that the thesis has been written by me and not previously 

been submitted and approved for any other degree by this or any 

other University. 

 

 

 

 

 

Jagdeep Gill





Jagdeep Gill                                                                                                                            s1476451 

 

i 
 

Abstract 

Existing research suggests that the force and flow of globalisation and the 

consequent use of English as the global lingua franca has a significant impact 

on people’s identity formation. Many postcolonial countries use English as a 

second or foreign language and thus have adopted it as the language for 

instruction in schools. The use of English as the medium of instruction (EMI) 

has been widely studied and it has been found that this has an impact on 

people's identity formation. Although extensive research on EMI and identity 

formation has been conducted, this remains an under-researched area in 

many multilingual contexts, for example, in the Punjab in India. Moreover, 

research that does exist has not focused on high school students’ views and 

experiences.  

To begin to address this gap in the existing published literature, this qualitative 

study set out to investigate whether, and to what extent, the language used as 

the MOI in Punjab in India affects high school students’ perceptions of their 

identity formation. Two schools were involved: one where English was used 

as the medium of instruction, and one where Punjabi was used as the medium 

of instruction.  Data were gathered using documentary analysis; four focus 

group discussions with pupils (two in each of the two schools, involving a total 

of twenty four students); and semi-structured interviews with two 

headteachers, four English language teachers (two from each school) and 

twelve high school students in 9th and 10th grades (six from each school). 

Participants’ views and perceptions concerning the language of instruction and 

its impact on students’ opportunities to access higher education programmes, 

their future careers, and their social positions in Punjabi society were sought.  

The conceptual framing of the study draws on Norton's concept of investment 

(Norton, 1995; Norton, 2016b) which includes ideology, agency and identity.  

In addition, significant concepts such as Bourdieu's (1986) forms of capital and 

Markus and Nurius's (1986) notion of ‘possible selves’ have also been used. 

The data were analysed using Charmaz’s (1995, 2006, 2014) account of 

constructivist grounded theory, and a constant comparative analysis approach 
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was employed to identify similarities and differences in participants’ accounts 

and to locate dominant themes within and across the data sets.  Key findings 

revealed that the use of English as the medium of instruction was seen by each 

participant group to have a significant positive impact on students’ identity 

formation and of their perceptions of their future possible selves; on their 

opportunities to embark on higher education degrees, particularly in areas 

such as medicine and science; on their future employment opportunities; and 

on their social positions in Punjab. This research contributes geographically, 

theoretically, as well as methodologically to the research in the area of EMI 

and identity and may help to raise awareness about learning and teaching in 

different languages and its impact on students’ identity formation. This study 

concludes with a discussion of the implications of findings from the study for 

policymakers in Punjab, for language teachers, for the education and training 

of teachers, for parents, and above all for the students.
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Lay Summary 

This study investigates how differences in the way students educated in 

Punjabi schools learn English affect their perceptions of who they are, i.e. their 

identity, and considers the implications of the research findings for Punjab’s 

young people and for Indian education policy in the future.  

A person's identity or, in other words, their answer to the question, ‘who are 

you?’   is influenced by how a person views him/herself and is viewed by 

others. Although it sounds fairly simple, it is very complex because various 

factors such as age, gender and physical features come into play.  Language 

is one of these factors and is a particularly important influence on the identities 

of people living in areas where several languages are spoken. The state of 

Punjab in India is such a multilingual area. Although Hindi is India’s national 

language, Punjabi is the regional language. English however, is also, as in 

other Indian states and other countries, used in particular contexts. Because 

of its global use, it is one of the most valued languages in the world and has 

come to be associated in India with good higher education, entry to prestigious 

professions and good employment prospects. Consequently, as in many 

countries where English is not the native language, it is used as a language of 

instruction in some but not all schools in Punjab.  

The use of different languages for instruction in schools in multilingual contexts 

like India is particularly problematic because English is used as the medium of 

instruction for all subjects mainly in fee paying private schools but not in state 

funded government schools in Punjab. In these Punjabi is the medium of 

instruction for all subjects including English. The education system therefore 

divides the Punjabi school population into two groups one of which learns in 

English and the other in Punjabi. 

The use of English medium of instruction in some schools and the use of 

regional language medium of instruction in other schools, raises the question 

of whether getting or not getting an opportunity to learn in English, the global 

language, could have an impact on students' identity formation. If so, students 
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learning in the two types of schools where two different languages are used 

for instruction may view themselves differently based on the value their society 

gives to the language in which they are learning.  

My interest in this topic came up because after I had taught in an English 

medium school in Punjab for about five years and I had the chance to interview 

Punjabi parents in Scotland who had their children learning in Scottish schools. 

From interviews with these parents and the parents of children I taught in India, 

I discovered that Punjabi parents in Punjab and in Scotland believe that 

learning in English is important because it opens doors to success for students. 

For this study, I recruited two groups of 9th and 10th grade school students in 

Punjab, one group from a school where learning was in English and the other 

from a school where learning was in Punjabi as research participants. I also 

interviewed the headteachers and English language teachers from both 

schools. 

The interviews with the headteachers and English language teachers, 

discussions with high school student focus groups and interviews with some 

of the focus group students from both schools revealed that all the participants 

believed that learning in English in Punjab is a path that leads to better 

opportunities in higher education and employment than learning in Punjabi, 

and provides a person with higher social status. All the participants perceived 

the lack of opportunity to learn in English as an obstacle to Punjabi medium 

school students being as successful as English medium school students in 

their lives after they leave school. This is because differences in the language 

of learning creates differences between the students which have implications 

for how they see themselves and how they are seen by others i.e. the identities 

they are forming. For example, there was a dominant belief among participants 

that learning in English is necessary to gain the academic qualifications 

required to access higher education courses and professions such as 

medicine and engineering. Punjabi medium school students do not therefore 

see themselves in those highly valued courses in their future.  Punjabi medium 
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school students may therefore feel worthless compared to English medium 

school students in Punjabi society when it comes to their social position, future 

higher education and employment. 

It is hoped that the research findings from this study will influence parents, 

teachers and students but have a particular impact on Indian policymakers 

responsible for the development of the language in school education policy. I 

believe moving to a policy that gives all students in all schools the opportunity 

to learn in the same language would bring all students linguistically to the same 

level.  This would bring huge benefit to everybody and, by giving all school 

students an equal chance to access study and job opportunities after they 

leave school, would help to reduce differences between people in Indian 

society which is already divided into different domains based on caste, religion 

and language.
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Chapter 1: Introduction to the Study 

1.1. Background 

India is a multilingual country where a range of languages including English 

are used as the medium of instruction in schools. This thesis reports on what 

high school students in one state in India, Punjab, believe about how the 

language used for instruction in their schools influences their identity formation 

and compares the impact of English medium and Punjabi (the regional 

language of Punjab) medium teaching on high school students’ identity 

formation. In order to gain an in depth understanding of different school 

contexts, the headteachers and teachers from the two schools selected for this 

research were, along with the high school students, also involved in the current 

study.  

Over the past two decades, identity has been a major area of interest within 

the fields of language and education. A considerable amount of literature has 

been published determining the relationship between language and identity in 

various geographical contexts (Bekerman, 2005; Bondy, 2015; Bucholtz & 

Hall, 2007; Day, 2002; Hall, 1992; Kouhpaeenejad & Gholaminejad, 2014; 

Luscombe & Kazdal, 2014; MacPherson, 2005; Norton, 2000; Norton & De 

Costa, 2018; Sengupta, 2018; Stets & Burke, 2003; Ushioda, 2016). The 

theme of identity formation has been studied by many researchers using 

Norton's  (1995, 2000) concept of ‘investment’ (e.g. Darvin & Norton, 2015b; 

Duff, 2015; Gauthier, 2015; Jeong & Lee, 2014; Norton, 2010b; Toohey, 2007; 

Ushioda, 2016). Investment is also used as one of the key concepts in this 

current study. A more detailed account of investment is given in the literature 

review chapter in Section 3.7. 

Identity formation is currently a popular subject of study in the social sciences. 

Scholars from various disciplines such as psychology, social-psychology and 

sociology have much in common but also have different perspectives on 

identity formation. Psychologists using concepts such as ‘motivation’ 

(Clement, Dörnyei, & Noels, 2006; Dörnyei, 1998; Erickson, 1968; Gardner & 
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Lambert, 1972; Nurra & Oyserman, 2018; Oyserman, Elmore, & Smith, 2012) 

and ‘possible-selves’ (Hoof, 1999; Markus & Nurius, 1986; Rumbaut, 1994; 

Schwartz & Schwartz, 2017; Stevenson & Clegg, 2011), emphasise 

intrapsychic and cognitive elements or, in other words, focus mainly on what 

happens inside individuals.  

Later Social psychologists focus on social identity theory (Tajfel, 1978, 1981) 

and highlight the group membership and roles in society that can have an 

influence on an individual’s identity formation. Sociologists extend this further 

and emphasise the impact of social structures such as social class and religion 

on an individual’s identity (Block, 2015; Gorringe, 2016; Hall, 1997; Lareau, 

1987; Wong, 2016). Poststructuralist accounts do not reject the psychologists’, 

social-psychologists’ and sociologists’ conceptualisation of identity formation 

but extend it further with the result that identity formation, which was once 

viewed as a fixed phenomenon influenced by an individual’s mindset, is now 

viewed as a process which is fluidly shaped by the context in which the person 

lives their life. Identity formation, they argue therefore, is the result of an 

individual’s conception of the self, which is both highly contingent upon and 

inextricably bound up with social contexts such as family, school, community, 

race, ethnicity, power, social class and discourses (Norton, 2016a).  

Language is one of the fundamental elements that contribute to a person’s 

identity formation. Focussing on the significance of language for identity 

formation, Hall, Cheng and Matthew (2006) state that language is the means 

‘by which we bring our worlds into existence, maintain them, and shape them 

for our purposes’ (p. 2). Identity in relation to English as a second or foreign 

language for learning has been the focus of a significant amount of research 

in recent years and it has been emphasised that learning in English can have 

a significant impact on the learner’s identity (Bhattacharya, 2013; Blackledge 

& Pavlenko, 2001; Clement et al., 2006; Cummins, 2001; Duff, 2002; Gardner 

& Lambert, 1972; Moore & Moore, 2017; Nunan, 2003; Pavlenko & Blackledge, 

2006; Ramanathan, 2006a; Skehan, 1991; Taylor, Busse, Gagova, Marsden, 

& Roosken, 2013; Wang, 2019). Globalisation has led to significant spread of 
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the use of English worldwide. As it is widely used as an international language, 

it has been given a prominent position in the educational context in countries 

where English is not the native language (Bekerman, 2005; Hamid & Jahan, 

2015; Lai, 2004). In postcolonial countries, such as Malaysia, Bangladesh and 

India, a great deal of emphasis has been placed on teaching English as a 

second or foreign language in schools. Over the last twenty years English has 

also been extensively used as a medium of instruction (MOI hereafter) in 

schools in countries where English is not the native language (British Council, 

2014). There is now a considerable body of research highlighting the positive 

impact of learning in English on students’ educational achievements and on 

their future employment opportunities (Belhiah, 2016; Bhattacharya, 2013; 

Islam, 2013; Ramanathan, 2016; Roshid & Chowdhury, 2013; Tamim, 2014).  

Globalisation of English has certainly unified people but has also been 

criticised for creating differences among them particularly where students are 

taught in different languages in schools (Belhiah & Elhami, 2014; Duff, 2002; 

Hengsadeekul, Koul, & Kaewkuekool, 2014; Manh, 2012; Mohamed, 2013; 

Rahman, 1997; Ramanathan, 2005a; Sandhu, 2014b; Tamim, 2014). Although 

extensive research has been carried out on the impact the use of English as a 

foreign and second language has on people’s identity, there is a scarcity of 

research concerning the effect of learning in English as opposed to learning in 

a regional language on students’ identity formation. Most studies in this area 

have been conducted outside the Indian context. Surprisingly, the impact of 

learning in English as opposed to the language of the region on high school 

students’ identity formation has not been paid attention to in the Indian context. 

The very few studies conducted in India were in states other than Punjab and 

involved adult participants. The current study, therefore, compares the impact 

of learning in English and Punjabi (the regional language of Punjab) on the 

identity formation of high school students in a sample of schools in Punjab. 

In a multilingual country like India, English MOI is available to only 6 percent 

of society and only to the elite (Annamalai, 2004) who can afford to pay for 

high fee-charging private schools. Studies have revealed that the number of 
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children enrolled in English medium of instruction schools have dramatically 

increased by 27.4 percent between 2003 and 2011 alone (Trines, 2018). The 

limited access to English medium education is however well documented in 

the Indian government’s National Knowledge Commission Report which states 

that English is ‘beyond the reach’ of the masses in India and that access to 

English MOI education is characterised as ‘highly unequal’ (Government of 

India, 2009, p. 27). Moreover, the dominance of English MOI in higher 

education in India (Bhattacharya, 2013; Kaur, 2015) and its association with 

power and prestige, its necessity for good employment and inaccessibility for 

most learners  (Annamalai, 2004; British Council, 2014; Hornberger & Vaish, 

2009; Ramanathan, 2008; Sandhu, 2014b) has further added to differences 

between post-school opportunities for students learning in English medium of 

instruction (henceforth EMI) and those available to the students educated in 

regional language medium schools. Access to EMI education is therefore also 

a significant determinant of life time opportunities and thus power differences 

between EMI students and regional language medium school students. 

Consequently,  users of other (local) languages struggle to maintain their 

identities in social and cultural domains in India where English is perceived as 

superior to other local languages (Bhattacharya, 2013; Mohanty, 2010; 

Sandhu, 2014; Singh, 2015; Vulli, 2014). The language of instruction has 

therefore been identified as a significant influence on students’ identity 

formation in India (Ladousa, 2016; Ramanathan, 1999)1. 

It is important to note in this context that higher education in India is generally 

delivered in English and remains dominated by English (Azam, Chin, & 

Prakash, 2013; Mohanty, 2006) despite India’s national education policy of 

encouraging the use of Hindi or other regional languages as the MOI in higher 

education (Ministry of Human Resource Development (MHRD), 1992, p. 40). 

Government schools in most Indian states teach in the medium of regional 

 

 

1 studies conducted in states other than Punjab. 
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languages.  Students who cannot afford the high fees required for private 

schools are therefore denied access to opportunities provided to their 

counterparts studying in English medium schools (Belhiah, 2016; Manh, 2012). 

The prestigious position and limited availability because of high fees of EMI 

education in India has led scholars to identify EMI as the cause of further 

linguistic, social and economic division within an already intensely segregated 

Indian society (Mohanty, 2010; Ramanathan, 2005; Vulli, 2014). EMI arguably 

promotes and perpetuates inequality by impacting differently than Punjabi 

medium education on students’ identity formation.  

This study, therefore, aims to explore whether and to what extent the language 

used as the MOI affects the students’ perceptions of their identity formation. 

1.2. My interest in this study 

My interest in the topic being studied came about naturally as I was educated 

in an English MOI (henceforth EM) school in Punjab state in India and, from 

2004 to 2009, had the opportunity to work as a teacher in an EM school in 

Punjab. During the period of my employment, I met several parents to discuss 

their children’s progress in school. These discussions gave me an insight into 

the fact that parents consider English as a valuable language and had 

therefore chosen EMI for their children because of its association with higher 

social status (Singh & Sarkar, 2015) and good academic and career prospects 

in India (British Council, 2014). 

My decision to explore the topic of this thesis was influenced by interviews I 

conducted with Sikh parents in Scotland during my master’s research. In that 

small-scale study, I investigated these parents’ involvement with the Scottish 

primary schools their children were attending. The participants (parents) in the 

research for my Masters dissertation were from Punjab and had had their 

education either in English or in Punjabi. Most of them had learned in EM 

schools but a few had had a Punjabi medium school educational background. 

From that small-scale research, I gained an understanding that most of the 

parents who had experienced their learning in English were more involved in 
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their children’s school in Scotland. In contrast, the parents who were educated 

in Punjabi medium schools were not very involved in their children's school 

primarily because of their hesitation to speak in English. Therefore, from the 

experiences reported by the parents, I concluded that people who have had 

an opportunity to learn in English in Punjab consider themselves to be better 

placed to obtain future opportunities in comparison to those who had learned 

in Punjabi. Thus, the opinions of Punjabi parents concerning the significance 

of English, whether in Punjab or Scotland, made me curious to know more 

about the relationship between English MOI and an individual's identity 

formation, focussing mainly on how this influenced their future goals and social 

life. Therefore, I decided to pursue a PhD study that would focus on high school 

students, a cohort that has received scant attention in the research to date, 

their identity formation and the relationship between this and the language 

used for learning in their school. 

With regard to my role as an insider, having been educated and worked in 

Punjab, I was myself part of the social context and the phenomenon under 

investigation.  As an insider, I had the advantage of being able more easily to 

access the research field and to build a rapport with research participants. 

This, however, had some potential disadvantages. There was a risk that my 

closeness to the research context and the participants might have impacted 

my interpretation of the data gathered and thus the research results. However, 

to ensure that my findings were truly the mutual construction of the researcher 

and the participants, I reflected throughout the research on two questions: who 

am I? And, how might my position as an insider and an outsider influence my 

research? The reflexive approach I took to minimise the risk of my position 

both as an insider and an outsider having an impact on the research findings 

is discussed more fully in Chapter 4, Section 4.10. 

1.3. The significance of this study 

The division of India into units called states was done largely on the basis of 

the main language spoken in a region. In fact, the majority language spoken 

in an area has been at the core of most of the movements in which people 
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demanded separate states in India. The formation of three states (Jharkhand, 

Uttarakhand, and Chhattisgarh) in the year 2000 is a prominent example of 

this. However, even though regional languages were central to the creation of 

states; English ‘occupies the highest position in the language ladder in India’ 

(Sengupta, 2018, p. 9). This fact needs to be acknowledged when considering 

language and identity in the Indian context. 

Internationally, there is a plethora of research which has focussed on English 

and its relation to an individual’s identity formation (Abraham, 2014; Belhiah & 

Elhami, 2014; Bhatt, 2008; Bucholtz & Hall, 2007; Chan, 2010; Creese & 

Blackledge, 2015; Darvin & Norton, 2015; Duff & Uchida, 1997; Hall, 1997; 

Norton, 2010a, 2016a; Toohey, 2000; Vignoles, 2011). However, only a few 

studies have been conducted in India (Ladousa, 2016; MacPherson, 2005; 

Ramanathan, 2005a; Sandhu, 2010). These studies have been reviewed in 

detail in Section 3.11 of the literature review chapter. As none of the studies of 

the relationship between learning in a particular language and students’ 

identity formation carried out in India were conducted in the multilingual setting 

of the state of Punjab with a population of  27.7 million people (Government of 

India, 2011), there is a significant gap in the literature which the current study 

is intended to fill.  

Moreover, most of the studies that were carried out in other states in India 

involved adults as the participants. Some had university or college students as 

the participants but, to my knowledge, no study conducted in India involved 

high school students. As adolescence is considered to be the stage of human 

life when an individual begins to understand his/her future possibilities and 

their identity formation begins  (Erikson, 1968; Kerpelman & Pittman, 2001; 

Marcia, 1980; Schwartz et al., 2009; Tikkanen, 2016; A.S. Waterman, 1982), 

it seems important to investigate the identity formation of young people. The 

participants in this study are therefore high school students aged 14 to 16 

nearing the point of transition from high school to further studies in college. 

This study, therefore, adds to knowledge and aims to fill a gap in the literature 

not only by adding a new geographical context but also by focussing on a new 
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cohort consisting of high school students to explore the issue of how MOI 

influences identity formation. 

The data obtained from high school students is intended to provide valuable 

insight into the dynamics of identity formation in relation to the languages used 

for learning in school. It is hoped that this contribution to the research literature 

in the area of language and identity may help a range of educational 

stakeholders formulate policies on MOI and raise educators’ awareness about 

the complexities of learning and teaching in different languages with a view to 

developing teaching methods and materials to suit the needs of students 

learning in different languages. This study will draw language policymakers’ 

attention to the very serious issue of how the language used as the MOI can 

develop a linguistically embedded sense of identity among students learning 

in different languages in India and in other geographical contexts worldwide. 

1.4. Summary of the study 

Considering the possible strengths and weaknesses of various research 

designs and bearing in mind the exploratory nature of the current study, I 

decided to adopt a qualitative research design using a constructivist grounded 

theory (CGT) approach (Charmaz, 2006a) to co-construct knowledge with the 

participants for an extensive investigation of the topic under study. This 

approach was chosen because Charmaz provides flexible guidelines rather 

than rigid methodological rules and requirements for interacting with the 

participants to facilitate an in-depth understanding of the participants’ 

assumptions.  

This study therefore relies on the following qualitative research methods: 

documentary analysis, focus groups and individual semi-structured interviews. 

A sample of 2 headteachers, 4 language teachers teaching English to 9th and 

10th grade students and 24 high school students learning in 9th and 10th grades 

was recruited to obtain data to co-construct knowledge regarding the impact 

of learning in English or Punjabi language on students’ identity formation. Four 

focus groups (two in each school) were conducted with twenty-four students 
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with six student participants in each focus group. Twelve of the students who 

participated in focus groups were further selected for individual semi-

structured interviews. The headteachers and English language teachers were 

interviewed in order to gain knowledge about different school contexts to 

support the main aim of the study. The exploration of the head teachers and 

teachers' ideas gave me insights into how teaching professionals make 

assumptions or construct their beliefs about those learning in EM and PM 

schools in Punjab. For the data analysis, initial coding and memo writing were 

carried out from the initial stage of data collection. The whole research process 

together with the research findings are detailed in relevant chapters of the 

thesis. 

1.5. Structure of the thesis 

Following this introduction, the contextualisation of the research is presented 

in Chapter 2. That chapter outlines in some detail the Indian educational 

context and describes the language policy in education2 and the structure of 

the Indian education system. The purpose of this is to provide the reader with 

a detailed picture of the educational context in India within which the current 

study took place. 

Chapter 3, the literature review, is divided into two parts: the first part provides 

the theoretical framework against which the current study is placed and which 

is subsequently used to analyse the data that were gathered; and the second 

part provides an analysis of the empirical studies on language and identity 

formation which have been conducted and are reported in the academic 

literature. The chapter foregrounds the perspectives of scholars from different 

disciplines: psychology, social-psychology and sociology and, following on 

 

 

2 The language in education policy is the National language policy for languages to be taught 
in schools in India not the policy on the languages to be used as MOI in schools. 
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from this, the views about identity formation from a poststructuralist 

perspective are discussed.  

Chapter 4 describes and justifies the methodology adopted for this research 

and includes an account of decisions made concerning the research design 

and methodological procedures employed in this study. The chapter 

addresses issues of trustworthiness, reflexivity and ethical considerations. In 

particular, the decisions and approaches taken to address the issues 

associated with my position as an insider are discussed. Following that, the 

processes of analysis and decisions made concerning the reporting of the 

findings are discussed in detail.  

Chapters 5 and 6 report the findings of the study. Chapter 5 provides an 

account of the head teachers’ and teachers’ perceptions about the language 

used as a MOI and identity formation together with details of the different 

school contexts. Chapter 6 presents, in an integrated way, an analysis of the 

student focus groups and individual interviews. A comparison is drawn 

between the data from the focus groups and the subsequent interviews in order 

to identify and report on similarities and dissimilarities in the students’ opinions. 

Chapter 7 discusses the study’s findings and considers the relationship 

between these findings and those of empirical studies that had been 

conducted previously. Following this, a critical appraisal of the research 

discusses its strengths and limitations. The chapter concludes with 

suggestions for future research and how the findings may influence future 

language planning and practice in schools in Punjab.  
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Chapter 2: Contextualisation 

2.1. Introduction 

In this chapter, a brief history of English in India is presented. This describes 

the journey of English from its initial introduction in colonial and post-colonial 

India to the current position it holds in Indian education and society. 

Summarising this history allows me to highlight the reasons behind the 

introduction of English into the Indian education system and to demonstrate 

how the dominance of English, which has prevailed in India since colonial 

times, is still impacting on and shaping education in India. This knowledge is 

vital background information for this study because it provides an overview of 

the significance of English in India and facilitates a clear understanding of the 

Indian educational context and, in particular, of the languages used in learning 

in schools.  

The chapter goes on to describe how The Three Language Formula (1968), 

the current language policy in Indian education, was formulated and to present 

facts about the types of schools in India and the school governing bodies.  

2.2. A brief history of English in India 

Recognising the significance of the English language in the historical and 

sociolinguistic profiles of various countries, Kachru (1976) divided nations into 

three circles. The inner circle comprises of countries with English as a native 

language. The outer ring includes countries with English as a second language 

used at the institutional level. An expanding circle beyond that contains 

countries where English has not been designated an official status but is taught 

as a foreign language. In most of the countries contained in the outer and 

expanding circles the use of English has resulted from immigration, territorial 

conquests, and colonialism,  the ‘accidental processes’ by which different 

nations have reached the situation of linguistic diversity (Mahapatra, 1990). 

Linguistic diversity however, is inherited by some nations and India is one 

example.  
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India’s linguistic diversity ranks fourth in the world (Skutnabb‐Kangas, 2000). 

Of the 121 languages, 270 mother tongues and a much higher number of 

dialects listed in India’s national Census of 2011, 22 of the languages have 

been specified in the Eighth Schedule of the Indian constitution to be used for 

administrative tasks and as the MOI in schools in different states (Government 

of India, 2011). The fact that only those 22 languages have constitutional 

recognition as official languages excludes users of indigenous languages from 

the domains of power in India (Mohanty, Panda, & Pal, 2010). Linguistic 

inequalities in India appear therefore to be deeply rooted in the political 

practices of governance. That India is a multilingual country is therefore one of 

the reasons that language policy in education in India has been a difficult issue 

since colonial times. 

India is the seventh largest country in the world comprising 29 states and 7 

union territories spread over an area of 32,87,2631 Sq. Km3. Every state is 

further divided into districts and blocks. Each state has its language and thus 

its own ‘linguistic identity’ (Iyer & Ramachandran, 2019). A uniform education 

structure prevails across India with slight variations between states because 

school education is largely the responsibility of the state government and thus 

is shaped by the ideologies of the administrators (Al-Yagon et al., 2013). 

According to the National Council of Educational Research and Training 

(NCERT) report prepared by Dutta and Bala (2012), the 2001 Census revealed 

that English was the primary language of 2.3 lakh (i.e. 230 hundred thousand) 

people, the second language of 86 million, and the third language of another 

39 million Indians. Although no exact number of English speakers is given in 

the 2011 census, it is likely, considering the people’s growing aspiration to 

learn English in India, that the number of English speakers has increased 

during these ten years (Annamalai, 2004; Berry, 2013; Tully, 1997). 

 

 

3Source: National portal of India: https://www.india.gov.in/india-glance/profile (Accessed on 
20/09/2019) 

https://www.india.gov.in/india-glance/profile
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In the past, the incentive to learn English in India was a desire to learn science 

and technology in the name of modernisation. However, due to globalisation, 

learning English nowadays seems to be viewed as a means to access 

opportunities and a ladder to success (Rao, 2014).  

In order to understand the current position of English in India and its use in the 

Indian educational context it is therefore necessary to provide an overview of 

the journey of English in colonial and postcolonial India till today. 

2.2.1. English in colonial India 

English was first introduced in India in the 17th century, but did not have much 

impact on the general lives of people until much later. In 1813 the British 

parliament made it mandatory for the British government to undertake the 

responsibility for education in India (Krishnaswamy & Burde, 1998). Although 

the local demand for teaching and learning in English in schools in India had 

begun to grow (Pennycook, 1998b) in the eighteenth century and the British 

gave a little encouragement to introduce English into education in India, for the 

most part, the education offered to Indian children at the beginning of the 

nineteenth century was mostly in local languages. 

The formal introduction of English learning in schools in India, dates however 

from 1835 when Lord Macaulay introduced the Minute of Indian Education 

(1835), the purpose of which was to teach English to Indians in order to create 

‘a class of persons Indian in blood and colour, but English in tastes, in opinions, 

in morals and in intellect’  (Agnihotri & Khanna, 1997b, p. 23). By teaching 

Indians through English MOI, Lord Macaulay’s intention was to create a group 

who could be interpreters between the rulers and ruled  (Agnihotri & Khanna, 

1997b). The introduction of Macaulay’s Minute however upset national leaders 

and parents continued to educate their children in their mother tongue (Rao, 

2014).  

Interestingly, this situation is in contrast to present-day India where there is 

now a strong preference for English Medium schools over regional language 

schools. Parents nowadays regard English as a source of upward mobility for 
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their children (NCERT, 2006b) and are seen protesting against the 

government’s reluctance to introduce English as a MOI in government schools. 

An incident in Goa, where parents blocked roads and stoned buses is an 

example of the transformation of people’s attitude towards learning in English 

(NDTV, 2015). Parents’ choice of language as the MOI for their children, 

however, is highly influenced by the ‘hierarchical pecking order of language’ in 

India (Mohanty, 2006, p.269). For example, English as a foreign language was 

accepted in most of the states in India because of its power and the emphasis 

on the cultural capital it embodies (see table: 3). English, therefore, appears to 

have become a language through which people in India articulate their 

identities (Mahapatra & Mishra, 2019).These parents cannot of course be 

condemned for desiring a good future for their children.  However, the negative 

aspect of this is that the elevated position of English, the dominant language, 

relative to the regional language, in this case Punjabi, may make Punjabi 

medium school children identify themselves as lower in status or marginalised 

in comparison to the children learning in English medium schools. 

Moving back to Macaulay’s Minute, at the time of its introduction and later, 

Macaulay’s 1835 Minute of Indian education was criticised by the Orientalists4 

who wanted to preserve local languages such as Persian, Sanskrit and Arabic. 

Phillipson (1992) states that Macaulay had an instrumental role in the 

formulation of the Minute of Indian education. According to Phillipson, it ended 

the long-running dispute between the Orientalists and Anglicists5, the former 

opposed to, the latter in favour of the introduction of English language learning 

and, in particular, of English as the MOI in India. Macaulay supported the 

Anglicist group and declared in his Minute that educational funding would be 

provided only to schools delivering education in English. Phillipson (1992) 

called such schools ‘British model’ schools and condemned this policy stating 

 

 

4 Orientalists were those who were in favour of traditional Indian languages such as Sanskrit. 
5 Anglicists were the supporters of the English language. 
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that Macaulay’s decision had ‘firmly slammed the door on indigenous tradition 

of learning’ (p. 110) and made it clear that ‘the job of education was to produce 

people with mastery of English’ (p. 111). 

Macaulay’s Minute of 1835 and the British government’s policy of education in 

English was also heavily criticised by influential leaders like Mahatma Gandhi 

during the twentieth century freedom struggle (Agnihotri & Khanna, 1997b; 

Dua, 1994). One possible reason for this disapproval could be that English was 

perceived as a symbol of British colonialism and, therefore, as an obstruction 

and threat to the development of Indian cultural and national identity as was 

well documented in the autobiography of Mahatma Gandhi, the national leader 

of post-colonial India: 

Parents who train their children to think and talk in English from their 

infancy betray their children and their country. They deprive them of 

the spiritual and social heritage of the nation, and render them to that 

extent unfit for the service of the country. 

                                                                                              (Gandhi, 1983, p. 

276). 

Gandhi wrote about his ‘heated discussion’ on this topic with an English couple 

Henry and Millie Polak who argued that ‘if children were to learn a universal 

language like English from their infancy they would easily gain a considerable 

advantage over others in the race of life’ (Gandhi, 1983, p. 277). However, by 

that time, the significance of English education was not only the belief of the 

English couple mentioned above but had become a notion of many other 

influential people in Indian society.  For example, in a written debate with 

Mahatma Gandhi, Rabindranath Tagore, a well-known leader, a literary figure 

(poet) and above all the proponent of the opposite school of thought argued in 

a poetic manner that ‘Indians could glory in the illumination of lamps lit in 

languages and cultures other than their own’ whereas Mahatma Gandhi 

condemned English for its influence on Indians’ mindset that could result in 

deprivation of their traditional values and culture (Guha, 2011).  
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Before long however, the significance of English as a means of modernisation 

and the technical development of India was acknowledged by some other 

political and social leaders. Social reformers like Raja Ram Mohan Roy 

promoted the learning of English considering that it had economic and social 

benefits such as being able to communicate with the British rulers and to obtain 

white collar jobs (Khubchandani, 1978). This resulted in the opening of locally 

funded government supported institutes to provide English education to 

children in post-colonial India. 

In summary therefore, to some extent, because of Macaulay’s Minute on 

Education but also due to the efforts of the social reformers and political 

leaders, learning in English began to be established in India, especially, in the 

elite sections of society (Mohanty, 2010). This led to Christian Missionaries 

opening English medium schools for children from elite segments of society 

(Sandhu, 2010).  This two tier system still continues in India and divides people 

into two groups based on the language in which they are learning (Petrovic & 

Majumdar, 2010). English has therefore become a language through which 

people in India articulate their identities (Mahapatra & Mishra, 2019).The 

impact of learning in a particular language and to be considered as belonging 

to one of the groups, elites or non-elites, is very relevant to exploring students’ 

identity formation. 

In order to fully understand how decisions on the language offered as the MOI 

in schools in the current education system were made however, it is necessary 

to explain how post-colonial developments influenced educational policy.  

2.2.2. English in post-colonial India 

After India became independent in 1947, the 1956 State Reorganization Act 

was passed and Indian states were organised along linguistic lines with each 

state having a dominant regional language. Jawaharlal Nehru, the first prime 

minister of independent India had promoted the use of English as a link 

language for the Southern non-Hindi speaking states (Sonntag, 2009). 

Following debates on the issue of introducing or not introducing English in India 

and after serious consideration by educational advisory bodies, social 
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reformers, and politicians such as Jawaharlal Nehru representing national and 

regional academic interests, English was identified as a means of 

modernisation and technical development in India (Sandhu, 2010).  

Despite Mahatma Gandhi’s (the national leader) emphasis on promoting local 

languages immediately following independence, English was introduced as a 

compulsory language to be taught in schools and to be used as the associate 

official language along with Hindi the national language (Rao, 2014). However, 

according to the Article 343 of the Indian Constitution, the associate official 

language status of English was limited to a period of 15 years after which it 

was to be replaced by Hindi (The Government of India, 1950). But when the 

time came to remove English as the associate official language the non-Hindi 

speaking states’, anxiety about the imposition of Hindi language on them led 

to large-scale riots in the country (Agnihotri & Khanna, 1997b). It was therefore 

decided that the use of English as an official language parallel to Hindi should 

be continued until a consensus was reached on Hindi or any other regional 

language as a replacement for English (Shin, 2013). As a consequence, the 

Central Indian Government passed the Official Language Act 1963 which was 

amended in 1967, whereby English was to continue to be the associate official 

language of India for an indeterminate period together with Hindi as the official 

language (Official Languages Act., 1963). Consequently, although some 

southern states – Tamil Nadu and Andhra Pradesh - preferred English over 

Hindi, the English language was formally adopted as an associate official 

language in post-independent India and continues to occupy this position to 

date.  

Consequently, special attention was given to the study of English in the 

National Policy on Education (1968) which stated, under the title ‘development 

of languages’, that: 

 Special emphasis needs to be laid on the study of English and other 

international languages. World knowledge is growing at a tremendous 

pace, especially in science and technology. India must not only keep 

up this growth but should also make her own significant contribution 
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to it. For this purpose, the study of English deserves to be specially 

strengthened. 

                                                                                       (Government of India, 

1968a) 

The enthusiasm among social reformers and other well-known political leaders 

in colonial and postcolonial India for the introduction of English language 

learning and English as a MOI in school gives an impression that Macaulay’s 

role in the elevation of English in education in India has been exaggerated. 

With regard to this, Frykenberg (1988) argued that looking at the position of 

English in modern India, where English is viewed as a ladder to success, ‘the 

historiography of modern India should be freed from the misleading myth of 

English as a colonialist imposition on a defenceless and hapless India’ (p. 305). 

The elevated position of English language learning and, in particular, the 

importance of learning in English in comparison to the regional languages in 

India, as documented in many studies (Berry, 2013; Canagarajah, 2016; Das, 

2007; Kaushik, 2011; Sindkhedkar, 2012; Singh, 2015; Smith & Joshi, 2016), 

rises a question whether English truly is a colonial language in India. Thus, 

looking at the present position of English in India it is not unreasonable to say 

that English in India is not a foreign language anymore. 

The discussion about the position of English in colonial and postcolonial India 

highlights the fact that English has become an essential part of not only 

academia but also enjoys a prestigious position in many other areas such as 

good employment, media and business, to name a few (Banerjee, 2016; 

Omidvar & Ravindranath, 2017). This superiority of English is surely rendering 

the regional languages powerless and the relationship between the regional 

languages and English has been labelled as ‘lingualism’ in India (Devi, 2017). 

Phillipson (2003) defines lingualism as ‘the structural and cultural inequalities 

that ensure the continued allocation of more material resources to English than 

to other languages and benefit those who are proficient in English (p. 47). In 

this context it can be imagined how access to and lack of access to English 

can have an impact on one’s identity especially in the Indian context where the 
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imbalance of the use of English as a MOI in schools has channelled linguistic 

capital, English, unevenly towards the English medium (EM) and Punjabi 

medium (PM) school students. The root cause of this stratification appears to 

be the language policy used in the Indian Education system, which unequally 

distributes English, the most aspired language, between the two types of 

schools.  I believe this needs to be changed to meet the demands of the time 

in a globalised world.  

2.3. Languages taught in schools in different states in India 

English and Hindi are the most frequently offered languages in schools in all 

29 states and 7 union territories in India (Ramanujam, 2011).  However, all 

states in India vary in terms of the grades in which the teaching of English as 

a Second Language (ESL) is introduced in schools. For example, 23 states at 

the primary level, 27 states offer ESL at the upper primary level, and 21 states 

at the secondary level of school (Ramanujam, 2011). Before moving on to 

provide a detailed account of India’s Language in Education Policy, the Three 

Language Formula (Government of India, 1968), it is important to give a brief 

demographic overview of the Punjab state concerning the use of English as a 

second language and EMI in education. 

2.4. Punjab state’s educational demography and the position of English 

in education 

Punjab is a modest size state on the north western border of the country with 

a population of 27.7 million (Government of India, 2011). It is also the most 

prosperous and developed state with the lowest poverty rate (The World Bank, 

2004). 
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Figure 1 The map of Punjab (adapted from The World Bank 2004) 

 

 

With 76.7 percent total literacy, Punjab ranks 21st among the states of India 

(Government of India, 2011). In ‘22,924 government schools, 27.05 hundred 

thousand students are enrolled. In 24,127 Private schools, 28.44 hundred 

thousand students are enrolled. In 47051 total schools (government and 

private) of Punjab, 55.49 hundred thousand students are enrolled.’ (Singh, 

2015, p. 3). This data shows that the number of private schools and enrolment 

in these schools in Punjab is more than the government schools. Research 

also highlights the weak performance of government school students at all 

levels as compared to their counterparts in private schools in Punjab. For 

example, a significant difference was found in the English speaking and writing 

performance of students from English medium and Punjabi medium schools in 

three different districts in Punjab (Rani & Thakar, 2015).Various factors such 

as poor quality of education and a high pupil-teacher ratio add to this situation 

in the government schools (Punjabi medium) in Punjab. For this reason, a 

great number of Punjabis prefer their children to learn in English medium 

private schools (Singh, 2006). 
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In the linguistic context of Punjab, every literate Punjabi becomes trilingual 

because he/she learns Punjabi as mother language, Hindi as national 

language and English as foreign language. As has been discussed above, 

English has attained a significant position in the educational and social life of 

people in India and this is no different for the people of the state of Punjab. 

People in Punjab hold a positive attitude towards English because of its 

instrumental (for purposes like attaining a good occupation) and integrative (for 

integration with people who speak in English) value particularly in the work 

place (Rani & Thakar, 2014). There is no doubt that Punjabis like to relate 

themselves to their culture and language but at the same time they do not want 

to be left behind when it comes to learning English which can endow them with 

socioeconomic advantages.  

The education system in Punjab follows the national education structure 

(discussed in detail in Section 2.6) which comprises of 10 years of school 

education, 2 years of college and 3 years of education in university. After 10th 

grade some students join Industrial Training Institutes (ITI’s) or Polytechnics 

for two-year diploma level courses which are equivalent to 10+2 (12th grade). 

In Punjab, English is taught as a subject in government schools from 1st grade 

onwards (it used to be taught from 6th grade) and is the MOI in most of the 

private schools (Chakraborty & Kapur, 2016). At present, English in Punjab is 

offered as a second language at all the levels of school education: primary, 

elementary and secondary school (Ramanujam, 2011). 

There are mainly three types of school which provide access to education to 

citizens of the state, i.e. Government, Government aided and private schools 

(Singh, 2015). However, access to English which is obtained mainly through 

formal school education is unequally distributed in different types of schools: 

in some schools English is taught as a foreign language subject and in others 

it is the MOI. This becomes a matter of concern and adds to the problems of 

those who cannot access English medium schools for various reasons. Some 

of the factors that influence students’ access to English MOI schools revealed 

in the research conducted in Punjab are: the area of residence (most of the 
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English medium schools are located in and around urban areas); parents’ 

income and English language skills (English medium schools charge high fee); 

and people’s attitude towards English which can have an impact on their 

motivation to learn English (Gill, 2017; Singh, 2015; Singh, 2006). English in 

Punjab is considered as a language of science and technology and therefore, 

parallel to many other states English has become the most preferred language 

in Punjab in higher education. This attitude of the people in Punjab is evident 

in the research conducted by Singh (2006). He revealed that the participants 

of his study (university students) wanted to graduate in English because it was 

the language of opportunities and above all ‘it was liked in the society’ (p. 34). 

Having discussed the position that the English language has held for more 

than two centuries in India and the importance it has been given in the 

education in India and in society in Punjab, attention now turns to language 

policy in education in India. 

2.5. Three Language Formula (TLF) and its implementation in India 

From a policy perspective, too many languages can be a burden for language 

planning and education (Mohanty, 2010). This seems to be true in the case of 

the multilingual Indian context. The great significance of English, the foreign 

language, and a wide range of local languages in independent India has 

increased difficulties in accomplishment of the challenging task of framing a 

language policy in education (Chakraborty & Kapur, 2016; Evans, 2002; Groff, 

2016; Mohanty, 2010; Ramanujam, 2011). The language in education policy 

in India, Three Language Formula (Government of India, 1968b) did not 

happen overnight but was the result of many debates in colonial and post-

colonial India between two groups, the Orientalists and Anglicists. According 

to Spolsky (2009), language policy construction is one of the most significant 

approaches through which societal ideologies regarding a particular language 

turn into practice. Similarly, scholars such as Lo Bianco (1990) and Lambert 

(1999) emphasised that no language could simply attain a prominent status of 

being chosen as a language for education or MOI but is often the result of 

conscious decision and intervention on the societal level. This notion is 
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evidenced in the formation of Three Language Formula (TLF) policy in India. 

Although English language teaching in colonial India was deeply interwoven 

with the discourses of colonialism (Pennycook, 1998a) used by social 

reformers and the political leaders, the significance of English as a global 

language was not overlooked after independence,. 

After serious discussions and the debates on languages to be included in the 

national language policy, Three Language Formula (TLF henceforth) was 

devised by the Central Advisory Board of Education (CABE) 1957, approved 

by chief ministers of all states at a conference held in 1961 and was 

incorporated into the National Policy on Education in 1968 (Hornberger & 

Vaish, 2009). TLF, as the name suggests, aimed at three languages being 

used in schools. Under it, pupils must learn the mother tongue AND/OR 

state/regional language; the official language, Hindi; and the associate official 

language, English (Government of India, 1968b).Language education in most 

of the states in India is based on the principle of the Three Language Formula.  

Tollefson (1991) defines language policy as a ‘mechanism by which dominant 

groups establish hegemony in language use’ (p.16). All 29 states and 7 union 

territories in India have authority over their education policy. Therefore, 

influenced by the hegemonic regional and political ideologies of the state 

administrators and the beliefs of local people of the state, all the states in India 

interpret and implement TLF in different ways (Chakraborty & Kapur, 2016). In 

practice, TLF language policy has been adopted by the school administrators 

in two different ways: most of the government schools teach English as a 

foreign language subject and the majority of the private schools have adopted 

English as the MOI. Additionally, the grade at which English is taught as a 

foreign language in schools varies across states and schools (Chakraborty & 

Kapur, 2016).  

2.5.1. Impracticability of the Three Language Formula 

As discussed earlier in Section 2.2.2., according to the Article 343 of the Indian 

Constitution, the English language in education was to be replaced with Hindi 

after 15 years of its implementation (The Government of India, 1950). 
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However, the provision for the development of languages using the TLF, which 

includes the English language, was found by the Indian government to be so 

effective that after more than 15 years of its implementation, no changes were 

made to it (Government of India, 1986, p. 27). The TLF, however, did not 

escape controversy perhaps because of multilingualism in India. Adding to this 

problem is the trend of English, the global language, being considered as a 

language of power in India. Some Indian scholars criticised TLF by describing 

it not as an official language policy but as a strategy used across India to 

support Indians in becoming multilingual to socialise and communicate at three 

different levels: regional, national and international (Devi, 2017; Pattanayak, 

1990). Furthermore, Rao (2014) criticized the TLF by saying that it was 

introduced at the time when, along with several other vernacular languages, 

the ‘systematic decline of the classical languages of the day: Sanskrit and 

Arabic’ commenced (p. 65). 

With regard to the introduction of the TLF policy in India, NCERT6 (2000) 

pointed out that ‘even about four decades after the formulation of ‘Three 

Language Formula’, it is yet to be effectively implemented in true spirit’ (p. 31). 

This is due to the fact that, since the TLF is viewed as a strategy not an official 

policy, every state has interpreted it differently to meet their social, cultural and 

political needs (Devi, 2017). The TLF, therefore, is not evenly implemented in 

all Indian states. There are some states where mother tongue is different to 

the regional language of the state. Therefore, the students there have to learn 

their mother tongue as well as the state language when this is other than Hindi, 

the national language and English, the foreign language. Thus, in those states, 

the TLF becomes a four- language formula while in some other states such as 

Tamil Nadu (a non-Hindi speaking state) only two languages are taught: the 

state language and English the foreign language.  

 

 

6An organisation to assist the government in matters associated with school education. 
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Additionally, individual states in India are authorised to decide at what stage of 

school English language will be introduced (Ministry of Education, 1957). Thus, 

variations in terms of the grades or age when students get to learn English 

exist both at the state level and school level in every state (Tickoo, 1996). More 

recently, most states have introduced English as a foreign language from 1st 

grade onwards, i.e. in the earliest year of schooling (Dutta & Bala, 2012). Thus, 

in schools in those states, students get a much longer period of exposure to 

English in comparison to the students in schools in some other states where 

English is taught from 6th grade onwards. Furthermore, influenced by local 

people’s and political leaders’ ideologies in some states in India, English is 

used as a medium of instruction in government schools, for example in Jammu 

and Kashmir and Nagaland (Modi, 2015). In many other states, however, EMI 

is accessible only in private schools (Asadullah & Yalonetzky, 2012). The TLF 

thus seems to exist only in policy documents but not completely in practice. 

With regard to English teaching as a foreign language or English as MOI in 

Punjab, the Punjab government has recently introduced English teaching from 

1st grade in government schools which had previously introduced it from 6th 

grade onwards and EMI predominates in private schools. It is important to note 

that the government high school student participants in this study started 

learning English from 6th grade. 

Furthermore, Mallikarjun (2001) states that the TLF requirement for English to 

be taught as a foreign language seems to be honoured as an ‘ideal but its 

implementation is always half-hearted’ (Mallikarjun, 2001, p. 5). Stressing the 

significance of EMI, Mallikarjun (2001) questions whether mother tongue or 

state language, in which most of the school education is delivered, is the best 

medium of instruction. Mallikarjun (2001, p.6) calls the use of mother tongue 

or state language as a medium of instruction as the ‘parroting’ of this (the use 

of mother tongues as MOI) notion, which, according to him, does not reflect 

the aspirations of people but the ideologies of the politicians. Emphasising the 

use of EMI, Mallikarjun (2001) asserts that for students to acquire competence 

in English, the language most aspired to by people in India, English must be 
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used as a language of instruction. Reporting the parents’ perception, he states 

that ‘English sells’ because of its market value as the global language. This is 

why, according to Mallikarjun (2001) most adults  and especially parents want 

children to get their education from English medium schools. This seems to be 

relevant, considering that English, the language which was initially accepted 

to be used as MOI in higher education, has made its way into the Indian 

sociocultural context as it is widely spoken there and looked on as the lingua 

franca in multilingual India (Ramanathan, 2008).  

Further detailed information about the structure of the education system in 

India is given in the section below. 

2.6. Structure of the education system in India (public/private) 

NCERT (2006a) has segmented the Indian school education system on three 

different levels: 

1. by means of level of education. School education is organised into 

three stages: primary (1st to 5th grade); elementary/upper primary (6th 

to 8th grade); and secondary/high (9th to 10th grade);  

2. by means of ownership of schools. Schools are owned by the 

government or are privately-owned; and  

3.  by means of education board’s7 affiliation. Schools are governed and 

organised by different boards, for example, Central boards: ICSE 

(Indian Certificate of School Education) and CBSE (Central Board of 

Secondary Education). Further to that, every state has its own 

education board, for example, PSEB (Punjab School Education Board) 

in Punjab. This is discussed in detail in the following paragraphs. Figure 

2 below illustrates the education structure in India. 

 

 

 

7 School governing bodies. 
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Figure 2: Educational structure in India (adapted from Status of Education in 

India National Report, Government of India 2008) 

 

In order to strengthen the Indian education system, the Indian government 

adopted an education policy in 1986 which marked a significant step in the 

history of education in post-independence India (Cheney et al., 2005). It 

involved the reconstruction of the education system and an expansion of 

educational facilities to provide all levels of education to urban and rural parts 

of the country.  The acceptance of a common structure of education throughout 

the country and the introduction of a 10+2+3 system in all states were perhaps 

the most notable developments in the educational context (Government of 

India, 1992). The numbers 10, 2 and 3 denote the number of years at different 

stages in education. In the first stage, 10 years is the minimum number of years 

required to complete general school education. These 10 years are broken up 

into 5 years of primary school, 3 years of elementary/upper primary school and 

2 years of high/secondary school. At the end of 10 years a child takes a 
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secondary school certificate examination (Vyas, 2012). In the second stage, 2 

more years are completed to get a Senior Secondary Certificate from 

school/college. The third stage involves 3 years of undergraduate university 

courses to obtain a degree (Vyas, 2012).The higher education system consists 

of Central Universities, State Universities and Open Universities established 

by the State Legislature.  

With regard to the 10+2+3 structure of education, Vyas (2005) affirms that for 

the first-time a uniform pattern of education as set out in Figure 3 below was 

introduced nationally, instead of different states following different systems. It 

is important to note however that, although the same pattern of education is 

followed by all states, the quality of instruction varies widely from school to 

school and state to state, depending on the language used as a MOI and also 

whether the school is the government school or a fee-based private school 

(Cheney et al., 2005). 

 

Figure 3: Segmentation of Indian school system by means of level of education 

(adapted from British Council 2014). 
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2.7. Types of schools in India 

Schools in India are categorised into four main groups based on the ownership 

and administrative bodies of schools: government, local body, private aided 

and private unaided schools as follows: 

A Government School is one which is run by the State Government or 

Central Government or Public Sector Undertaking or an Autonomous 

Organisation completely financed by the Government. 

A Local Body School is one which is run by a Panchayati Raj and a 

local body institution such as Zilla Parishad, Municipal Corporation, 

Municipal Committee, Notified Area Committee or a Cantonment 

Board. 

A Private Aided School is one which is run by an individual or a private 

organisation and receives a grant from the government or a local 

body. 

A Private Unaided School is one which is managed by an individual 

or a private organisation and does not receive any grant either from 

the government or a local body. 

                                                                                             (NCERT, 

2006a). 

All the government schools are officially recognised by either the state 

government or central government and all the other three types of school are 

not required to be recognised by any such official body. These schools vary 

not only in respect to whether they are officially recognised by the government 

but also in terms of the type of school management, the language used as a 

medium of instruction, the quality of education and their affiliation to the 

education boards.  
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2.8. General differences between government and private schools 

Having different education boards8operating with diverse systems of 

education, which vary from state to state and school to school in terms of 

language teaching and learning, has given rise to a complex education system 

in India comprising regional language medium (government) and English 

medium (private) schools, (Mohanty, 2010). As English is used as a medium 

of instruction in private schools, in comparison to government schools, these 

schools offer more instruction in English. Based on the difference in the 

distribution of English language: English taught as a subject in government 

school and English used for instruction in private school, people tend to make 

assumptions about the quality of education children receive in both types of 

schools.With regard to the differences between private and government 

schools Summiya Yasmeen, a reporter for India Together cited in Cheney, 

Ruzzi and Muralidharan (2005), calls the English medium private schools ‘five 

star’ schools and the government schools ‘shabby’ and ‘poorly managed’ 

schools providing dubious quality language education to the majority of 

children from poorer socio-economic classes.  

There is also a huge difference between the tuition fees charged by different 

types of schools. High fees are charged by private schools and in the 

government schools the tuition fees are either low or not required at all 

(Mohanty 2006). The privileged social class therefore educates its children in 

private schools while the financially disadvantaged people opt for government 

schools, as is the case in similar post-colonial contexts (McKay, 2002). In this 

way, English medium private schools are certainly associated with cultural and 

linguistic capital in Bourdieu’s terms (1977, 1991), and are valued much more 

than the state-run regional language medium schools. Further, the positive 

attitude and home-based support for English has given the English-medium 

 

 

8 school governing bodies. 
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students added advantages that perpetuate the class-based bias of being an 

English-medium school student (Dua, 1994). The existing social inequality 

which is embedded in the Indian context has consequently been widened by 

the unequal access to English. 

2.9. Problematising English and EMI in India 

Recognising the significance of English as a global language, it has been given 

a privileged position in the Indian education language policy, TLF, (discussed 

earlier), and is therefore taught as a foreign language in most of the 

government schools in different states in India. Moreover, it is noteworthy that 

in the National Policy on Education English was given a privileged position 

over regional languages and it was recommended that English should be used 

as a compulsory language and as a medium of instruction at university stage: 

English will continue to enjoy a high status so long as it remains the 

principal medium of education at the university stage, and the 

language of administration at the Central Government and in many of 

the states. Even after the regional languages become media of higher 

education in the universities, a working knowledge of English will be 

a valuable asset for all students and a reasonable proficiency in the 

language will be necessary for those who proceed to the university.   

                                                                             (Government of 

India, 1986) 

Notwithstanding the Ministry of Education’s expectation that regional 

languages would take the place of English in higher education, English has 

become well established in the Indian education system to the extent that it is 

undermining the position of Hindi, the national language and other regional 

languages (Mohanty, 2010), and it continues to occupy this position (Berry, 

2013; Das, 2007; Faust & Nagar, 2001; Kaur & Bhangu, 2015; Sindkhedkar, 

2012). The evidence of hegemonic ideologies about the significance of English 

can be found in the Dravidian movement in Tamil Nadu, a non-Hindi state, as 

they strongly opposed the imposition of Hindi language in the state (Vulli, 
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2014). Therefore, this particular state and Andhra Pradesh, another state in 

India, did not adopt the TLF and only two languages, the state language and 

English, are taught in schools. Thus, to deny Hindi, the national language, 

which should be the natural choice, and to accept English, the foreign 

language indicates the self-imposed hegemony of English in some states in 

India. With regard to this, Agnihotri & Khanna (1997b) emphasised that 

‘English was more acceptable anywhere in India than Hindi’ (p. 118) because 

of its significance as a language of wider opportunities rather than its 

association with the colonial rule. 

In postcolonial India in the 1970s, English was closely associated with prestige 

together with its instrumental value as it was thought to be the key not only to 

better jobs and social mobility but also to power and prestige in society 

(Agnihotri & Khanna, 1997b, p. 118). One possible reason for this could be 

that English was the language of the rulers (British) even after they left India, 

so their language was linked to their power as rulers and thus considered to 

be superior. However, it is important to note that English nowadays is not 

viewed as a language of power because it is the colonial legacy in India. 

Rather, English is viewed as an influential language in comparison to other 

languages in India and even more than Hindi the national language because 

English is a global language and is valued for its ability to extend 

communicative power (Crystal, 2005). This insight is based on the fact that 

learning in English in India is perceived as a pathway to success.  

To be more precise, the knowledge of English in India is obligatory to access 

higher education in prestigious colleges and universities (Banerjee, 2016; 

Berry, 2013); to study abroad (Akram & Ghani, 2013; Bhattacharya, 2016; 

Dearden, 2014); for jobs in multinational companies (Canagarajah, 2016; 

Cowie, 2007; Kumari, 2016a; Sandhu, 2010); for socioeconomic development 

(Banerjee, 2016; Evans, 2002; Ramanathan, 2006b; Vaish, 2008); and,  last 

but not the least, for higher social status in India (Banerjee, 2016; LaDousa, 

2006; Pennycook, 1999a; Sandhu, 2010; Tully, 1997b). English as lingua 

franca has helped to unite the country and played a great role in bringing unity 
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in diversity in multilingual India. Thus, English in present day India is not 

perceived as the cause of insecurity to national, cultural and ethnic identity of 

Indians but is enjoying a prestigious position in the country, in comparison to 

other Indian languages (Tollefson & Tsui, 2004). English as the language of 

power and prestige continues to work as a gatekeeper to social and economic 

progress in present-day India (Butler, 2013). 

Another significant reason for the preference of English over the regional 

languages in India is its association with a person’s social identity. Nowadays, 

English is much more than a certificate for good employment and higher 

education in India as it has become ‘a major category of identity in North India’ 

(LaDousa, 2006, p. 36), and in many other postcolonial contexts (Gu, 2010; 

Jeong & Lee, 2014; MacPherson, 2005; Tsui & Ngo, 2017). Language used 

as the MOI is not confined to schooling in India but has become an important 

discursive aspect in society that denotes people’s identity. For example, 

English used as the MOI in India is employed in societal discourses as a 

medium to divide people into two groups: people educated in English and 

those who are not. This classification is what people (students) use to construct 

their and others’ identity by imagining their future possible selves (Hegde, 

2016; Stevenson & Clegg, 2011). The empirical studies discussed in the 

literature review given in the next chapter highlight the widespread prominence 

of English as a symbol of social prestige that can lead to the development of  

‘complexes’ among the students who lack learning in English in school (see 

Ramanathan, 2005). Learning in English which leads to wealthy and elite 

lifestyles in India and thus English viewed as the language of Indian elites 

(Annamalai, 2004; Sandhu, 2015), is further associated with higher social 

status and elitism in India and has re-formed English as almost another Indian 

language (Pennycook, 2004).  

Mohanty (2009) assert that in India children aged 7 to 9 years are aware of the 

higher social status of English vis a vis the regional language or their mother 

tongue. The higher social status associated with EMI in India (Kingdon, 1996) 

thus has serious implications for those who get or those who do not get an 
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opportunity to learn in English (Agnihotri & Khanna, 1997b). Since many 

advantages are conferred upon those who learn in English, English is today 

the most desired language of every child and parent in India (Evans, Jones, 

Rusmin, & Cheung, 1998; Mohanty, 2010; Ramanujam, 2011).  

This perceived superiority of English and the advantages offered by learning 

in English, such as more opportunities for employment, have increased 

people’s aspirations to educate their children in private schools (Agnihotri & 

Khanna, 1997b; NDTV, 2015). School is the only place where  children get a 

chance to learn English as they do not have access or have little access  to 

English outside the school (Gupta, 1997). This is the reason that, despite 

soaring costs, many parents in India enrol their children in private English 

medium schools (Cheney et al., 2005; Gill, 2017). Although English MOI in 

schools in India is considered to have been introduced under Macaulay’s 

minute of education (1957) to generate a class of clerks who could work for 

the British empire, the increase in the number of English medium schools in 

present day India is far more than it was during the British rule. The necessity 

to learn English in India has augmented the opening of a number of private 

schools where English is used as a medium of instruction, hence, private 

schools in India is a growing phenomenon (Singh, 2015; Vulli, 2014).This, 

however, has not happened under the pressure of political leaders or 

government but because of the societal discourses and ideologies in favour of 

the advantages of learning in English. Due to the globalisation of many sectors 

of employment where knowledge of English is necessary, there is a huge 

demand by parents and current political leaders to introduce English as a 

medium of instruction in all the schools (Harma, 2011; Hengsadeekul et al., 

2014; NDTV, 2015). Parental preference for English over Punjabi, and societal 

discourses about the superiority of English in Punjab, as echoed in numerous 

studies (Ghuman, 2006; Rani et al., 2014; Singh, 2006; The World Bank, 

2004), seems to have had a great influence on the Punjab Education Board 

which is on its way to introducing English MOI in 400 government schools in 

Punjab (Singh, 2017). 
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Looking at the increasing significance of English in India, Graddol's (1999) 

claim that the changing international status of English will, in the future, make 

it ‘a language used mainly in multilingual contexts as a second language and 

for communication between non-native speakers’ seems to have proved true 

in the contemporary Indian context. According to the 2001 census,125 million 

Indians spoke English. The details of the total number of people speaking 

different languages, at that time, Hindi and English is given in Section 2.2.  

Despite the high number of Indian people speaking English, only ‘a fraction of 

the Indian population has high fluency in English’ (Sandhu, 2010). The 

widespread use of English is mainly found in urban centres in India. Bangalore 

City, for example, has been extremely successful in producing proficient 

English speakers (Canagarajah, 2016). Nonetheless, in some areas in India, 

access to English medium education is limited ( Ramanathan, 2005a). 

Although demand for it is high, access to quality English language instruction 

is out of reach for many children (Canagarajah, 2007; Ramanathan, 2005b). 

Knowledge of the English language, therefore, on the one hand, opens doors 

to social mobility and economic progress, whilst on the other hand, it makes 

various domains more inaccessible to the linguistically disadvantaged (Manh, 

2012) because access to these fields is tightly bound to English. These people, 

especially the students, will subsequently be unable to compete for jobs on an 

equal level with their counterparts who are fluent in English. Therefore, in the 

absence of a uniform school system, and with the significant increase and 

dominance of English medium private schools, the language scenario in the 

Indian education system is chaotic. This has also had a negative effect on 

mother tongues and pushed learning in schools in English, the dominant 

language (Mohanty, 2010). 

The sociolinguistic heterogeneity in India language (Mohanty, 2010), and the 

language-based differences in private and government schools result in 

varying levels of proficiency in the language used by the students in 

educational and social contexts (Dearden, 2014). Therefore, the differences in 

the language used as a medium of instruction in schools lead to inequality of 
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status, power and opportunities for the language users as well as the 

languages themselves. Such disparities can also be the cause of social 

disintegration and divisiveness (Ramanathan, 2005a) that can impact the 

linguistic identities of children. Consequently, lack of knowledge of the English 

language creates significant differences between the children who study in the 

regional language schools and their counterparts who have the chance to learn 

in English medium schools in India (Ramanathan, 2003; Sandhu, 2010, 2014a; 

Vulli, 2014). This is how power relations come into play and power relations, 

as illustrated by Peirce (1995) play a crucial role in social interactions between 

language learners (PM school students) and the speakers of the target 

language (in this case EM school students).  This, in turn, may have negative 

impact on PM school students’ identity formation when they think about 

themselves and their future possible selves in comparison to the EM school 

students in Punjab.  

Despite the adoption of EMI for the purpose of the educational and social 

development of countries, it remains a fact that EMI has also led to various 

issues, especially in contexts like India where not everyone has access to EMI 

due to its provision through private schools that are not affordable to all. 

Although the governments of a few states in India have addressed EMI 

implementation problems in schools by introducing EMI in government schools 

(which charge low fees), this remains an issue in many states, such as Punjab, 

Himachal and Haryana. In these states, efforts have been made to start 

teaching English as a second language by grade 1, in practice however the 

implementation of this varies across different states in India (Cheney et al., 

2005). 

Due to globalisation, English plays a dominant role as an international 

language and it has been accepted as a language of instruction in educational 

settings in most countries, including postcolonial countries such as India, 

Hongkong and Bangladesh. This is why most studies investigating language 

used as MOI focus on EMI, which is now a global phenomenon in educational 

settings (Dearden, 2014). English has been  adopted as the language of higher 



Jagdeep Gill                                                                                                                            s1476451 

 

37 
 

education in various countries for many context-dependent reasons: the higher 

social status of English as an international language; English providing access 

to good occupations; and the widespread use of English in science and 

technology (Dearden, 2014). This trend of EMI has now become common in 

school education in many countries, including India. The multilingual context 

of India, where only a few languages have official recognition and the limited 

access to English, the dominant language, creates a divisive educational and 

social environment, provides a rich field to investigate problems associated 

with language and identity.  

2.10. Summary 

This chapter has presented the Indian educational context and has highlighted 

the significance of English as a MOI in schools in India. A brief history of 

English from colonial India to date is presented followed by a detailed 

description of language in education policy, TLF, in India together with the 

structure of the education system and the types of schools has been given. In 

the last section of the chapter, the use of EMI in India is problematized to 

indicate the impact of getting or not getting a chance to learn in EMI on 

students.  

My aim in this chapter was to provide a reader with the detailed information 

about the context in which the present study was carried out. Before explaining 

the significance of my study with regards to filling the gap in research and 

explaining how this study contributes to knowledge, it is necessary to review 

the empirical studies conducted in the field of language as a MOI in relation to 

identity. 

The next chapter, the literature review, has been divided into two parts. The 

first part will present the theoretical framework I applied in this study followed 

in the second part by the critical analysis of the empirical studies conducted in 

different geographical contexts including India. 
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Chapter 3: Theoretical framework and Literature review 

3.1. Introduction 

 It was explained in the previous chapter that India is a post-colonial country 

which has designated English as a second language and that, in the Indian 

Constitution, English has been given the same status as Hindi (the national 

language). Given the advantages of English in education, employment, and 

social status in India, the English MOI which has been introduced in particular 

into private schools in India, has created discrepancies between those who get 

the opportunity to learn in these high fee private schools and those who do not 

(Annamalai, 2004; Bhattacharya, 2013; Ladousa, 2016; Ramanathan, 2005a; 

Ramanujam, 2011; Rao, 2014; Sandhu, 2010; Tickoo, 1993; Tully, 1997b; 

Vulli, 2014). It is against this background that I reviewed the literature, keeping 

in mind English as a foreign language and the language used as the medium 

of instruction in English as a foreign language (EFL) contexts.  

The literature review chapter is divided into two sections.  In the first section, 

a thorough discussion is presented of varied perspectives on identity in 

different disciplines and, in particular, in the poststructuralist movement that 

principally informed this study. Along with this, other factors that influence an 

individual’s identity formation which have been reviewed in the literature on 

identity are discussed. In the second section, the empirical studies on English 

as a MOI in relation to identity formation are discussed. Beginning with a 

general conceptualisation of identity, I go on to discuss perspectives on identity 

formation from the different disciplines of psychology, social psychology and 

sociology.  Before introducing key concepts from the poststructuralist 

approach to identity and empirical studies on language, in particular, those 

concerned with English medium of instruction (EMI) and identity formation. 

This enables me to review the key characteristics of identity formation as it is 

understood and applied to the data analysis in this study. 
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3.2. What is identity? 

Identity in everyday discourse is often given as the spontaneous answer to the 

question ‘who am I?’, or ‘who am I as a member of a group?’  An individual 

considers the answer to the question ‘who am I?’ to relate to his/her personal 

identity, and when a person answers this question in relation to others in a 

society or group this is viewed as an individual’s social identity. However, the 

answer to the second question i.e. ‘who am I as a member of a group?’, can 

vary depending on the context the person is in; therefore, a person can have 

multiple identities contingent on the specific context (McKay & Wong, 1996). 

In general, therefore, identity refers to the characteristics that define who a 

person is (Oyserman et al., 2012) and this is an individualistic perspective to 

differentiate self from other, and vice versa, depending on the given context. 

In the social sciences, contemporary scholars’ conceptualisation of identity 

formation has shifted away from individual identity to social identity embedded 

in a context (see Blackledge & Pavlenko, 2006; Block, 2007; Norton, 2000). 

Thus, identity formation, which was considered as a static phenomenon for 

decades, is now viewed as a fluid process (Howard, 2000; Norton, 2016b).  

Identity is a topic of interest among scholars across the social sciences. 

Publications on identity have been reported to begin with Erikson’s work on 

identity in 1950 and the number of scholarly works has dramatically increased 

since 2000 (see Vignoles, 2011). In the last few decades, there has been a 

plethora of research on identity and language learning (Block, 2007; Côté, 

1996; Creese & Blackledge, 2015; Duff, 2002; Eliason, 1996; Gorringe, 2016; 

Hall, 1997; MacPherson, 2005; Norton, 2010b; Norton & Toohey, 2011; Stets 

& Burke, 2000; Ting-Toomey, 2005; Ushioda, 2016). According to Norton 

(2011), ‘identity now features in most encyclopaedias and handbooks of 

language learning and teaching’ (p. 413). Most of the research on language 

and identity formation largely focuses on second language learning (SLL) 

(Block, 2007; Hennig, 2010; Krashen & Gingras, 1978; Ricento, 2005) and 

identity in diasporic contexts (Abraham, 2014; Blackledge & Pavlenko, 2006; 

Hennig, 2010). This orientation, however, ignores the learning of a foreign 
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language in the learner’s home country and the impact of this on one’s identity 

formation. Recognising this, in the last two decades, a number of scholars from 

applied linguistics have drawn on a poststructuralist perspective of identity 

which depicts identity as a site of struggle and fluidity, in opposition to the 

structuralist view that identity is static. They have  carried out research in 

particular in contexts where English is a colonial legacy and is now taught as 

a foreign or second language in educational settings (McKay & Wong, 1996; 

Norton & Toohey, 2011; Ricento, 2005). 

 Despite the intense scholarly interest in the concept of identity formation, the 

definition of identity remains unclear. Identity is ‘not a finished product’ 

(Bhabha 1994, p. 51 ); it is multifaceted and always in process (Hall, 1990) and 

therefore it is difficult to provide a definition of identity that reflects the range of 

its context based present meanings. Due to the vast range of individual and 

social characteristics that can be ascribed to determine a person’s identity, 

identity formation is a complex process. These characteristics range from 

biological features, such as ‘race and colour’, to other social and cultural 

aspects such as the gender, ethnicity, culture, nationality and language of a 

person (Block, 2015). In the research on language learning in the 1970s and 

1980s, the identities of language learners were conceptualised as their ‘fixed 

personalities’ (Norton & Toohey, 2011, p. 419). In stark contrast, the post-

structuralist approach to identity formation sees it as a product of the social 

conditions under which it has developed. Identities, therefore, are conceived 

by post-structuralists as ‘fluid, context-dependent and context-producing’ 

(Norton & Toohey, 2011, p. 419). Nevertheless, the joint association of all other 

previously mentioned multiple categories of identity – race, gender, class, 

ethnicity etc., often referred to as intersectionality– are implicated in the 

negotiation of a language learner’s identity. As per the concept of 

intersectionality, all individual and social categories such as class, race, 

language are difficult to separate as they are often experienced 

simultaneously, and therefore jointly shape human experiences and identity 

(Crenshaw, 1994). 
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Recognising the broad range of factors (gender, race, language etc) shaping 

identities, scholars from various corners of the globe with backgrounds in 

diverse disciplines (psychology, social psychology and sociology), have put 

forward a variety of perspectives on individual’s identity formation. 

Consequently, the term identity has been used to refer to different things: an 

individual’s personal understanding of their development (Erikson, 1950; 

Marcia, 1966; Schwartz & Schwartz, 2017); the components of identity 

negotiated through group membership (Tajfel, 1978); discursive perspectives 

of identity constituted by social processes (Bourdieu, 1992); and identity 

formation through second language learning (SLL) and discourses about 

language (Bakhtin, 1981; Gee, 2008; Norton, 2016c; Pavlenko & Blackledge, 

2006). Many  researchers into SLL using applied linguistics (Gee, 2008; 

Norton, 2011; Pavlenko, 2002a; Pennycook, 2004) have adopted a post-

structuralist view of identity formation, highlighting relations of power in 

discourse and conceptualising identity as fluid and multiple in nature (Norton, 

2011; Pavlenko, 2002b) This particular perspective has become popular 

among many social scientists today.  

In short, the complex concept of identity and/or identity formation has been 

studied from a psychologist’s standpoint (Erikson, 1950; Marcia, 1980); from a 

social psychologist’s perspective (Cote & Levine, 2014; Howard, 2000; Stets 

& Burke, 2003; Stryker & Burke, 2000); from a sociologist’s point of view 

(Bourdieu, 1992; Hall, 1990, 1997); and in applied linguistics (Bucholtz & Hall, 

2007; Canagarajah, 1999a; Pavlenko & Blackledge, 2006; Pennycook, 

1998b). The idea of identity formation has thus evolved over the years through 

different disciplines.  

These researchers from different disciplines have developed different 

understandings of the concept of identity. Identity, therefore, has many 

meanings contingent upon the particular analytical lens used to explore it 

(Gee, 2008). Thus, in order to understand the contemporary view that identity 

is not a fixed attribute, but rather an ongoing process in the way a person views 

him/herself and/or is viewed depending on the context the person is in, we 
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must examine the process of identity formation from these different 

perspectives.  

In seeking to gain a clear understanding of the impact of language on an 

individual’s identity, the following section therefore elucidates the process of 

identity formation from the perspective of scholars in the main disciplines in 

the social sciences (psychology, social psychology and sociology) and across 

theoretical traditions such as structuralism and post-structuralism which have 

informed much of the literature on the concept of identity in language 

education. Although these disciplines vary in historical origins and in their 

fundamental ideas about the nature of identity, they overlap. Considering the 

multiple definitions of identity that currently exist in the literature, it is difficult to 

develop a full understanding of the term identity and the process of identity 

formation. Hence, it is necessary to consider the development of the concept 

of identity formation across a broad spectrum of disciplines.  

3.3. Overview of identity theories in different disciplines and related 

concepts 

3.3.1. Psychological perspective 

To begin with the psychological approach to identity formation, Erikson (1950), 

one of the pioneer thinkers on identity in the 20th century, conceptualised 

identity as a developmental process. Erikson classified the human lifespan into 

eight stages. According to him, adolescence (13-19 years), the sixth stage, is 

a time of great change for an individual. At this stage, with the transition to 

middle or high school, new expectations concerning social and academic 

adjustment arise and individuals recognise their individuality and focus on self-

development. They begin to pay attention to future goals and career prospects 

and start making choices (Erikson, 1950) and, as a result, the process of 

identity formation begins. The self-consciousness that arises at this stage of 

life initiates questions like  ‘who am I?’ and ‘how am I viewed by the larger 

society?’ which can have profound implications for the individual and gives rise 

to various conflicts in a person’s identity, which Erikson refers to as ‘identity 
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crises’ (Erikson, 1968). In this regard therefore, Erikson conceptualises identity 

formation as a developmental process that involves the sense of who we are 

and how we are viewed by others.  

Discussing the development of identity at different stages of life, Erikson does 

not discount the social and cultural influences on an individual and his/her 

identity formation (Cote & Levine, 1988).  Erikson does, however, distinguish 

between the intrapsychic (internal) and environmental (external) focus on 

individual identity formation. An intrapsychic approach is a psychological 

approach that focuses on how a person thinks about him/herself. The 

environmental focus, however, is a sociological approach that concentrates on 

understanding the part played by the surroundings that could impact an 

individual’s identity. In short, according to Erikson, an individual’s identity is 

embedded in self as well as in his/her social context. Identity from the 

psychological perspective is therefore viewed in terms of an individual’s 

personal reflections on him/herself and the external influence on the process 

of identity formation. Following Erikson (1950), numerous other thinkers (e.g. 

Hoof, 1999; Kroger, 2007; Marcia, 1980; Waterman, 1982) have focused on 

the developmental aspects of identity formation in adolescence. 

Although Erikson’s theory of identity development has been drawn upon 

extensively in research in the area of language and identity formation in several 

disciplines of social science, namely psychology, social psychology and 

sociology, it has also been critiqued for several reasons.  Whitbourne, Sneed, 

& Sayer (2009) argue that life decisions are influenced significantly by racial 

concerns and that, because of this, race and ethnic identities are equally 

important to whites and non-whites and should be taken into account both 

theoretically and empirically.  Erikson, in his classification of the stages of life, 

focuses mainly on psychoanalysis and fails to represent ethnic and cultural 

identities and therefore excludes the non-white population. Hence, bearing in 

mind the US Census' (2009) projections of the increasing number of minorities 

in the US, and considering that in 2050 most of the US population will not be 

white people, Whitbourne, Sneed, & Sayer (2009) question the degree to 
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which Erikson’s identity theory will be useful as the 21st century progresses. 

Several initial steps towards integrating ethnic developmental theories with 

Erikson’s identity theory began in the twentieth century.  In many empirical 

studies, ethnic identification has been included as a component of identity 

development to explore ethnic identity formation and development in 

adolescents and young adults (see Block, 2007; Howard, 2000; Norton, 2000; 

Rumbaut, 1994). 

Erikson is further criticised for focussing mainly on the adolescent stage of life 

and an individual’s identity formation, and for paying little attention to identity 

development in person’s childhood, the stage which leads to adolescent age, 

and adulthood, the stage followed by adolescent age (Alan S. Waterman, 

1988).  Childhood is the period during which the development of an individual’s 

identity begins, therefore an individual’s identity development process is a 

synthesis of their childhood skills and beliefs which provides direction to the 

future stages of life and enables the individual’s identity to evolve throughout 

adolescence and into adulthood (Whitbourne et al., 2009).  Waterman (1988) 

argues that Erikson’s identity theory emphasises vocational identity at the 

adolescent stage of life, that is at the college-going age, and when Erikson 

wrote about identity development at that time attending college was not as 

common as it is today. These criticisms therefore have implications for how 

Erikson’s theory of identity development is applied to research today. 

Although it has been argued that Erikson’s theory of identity development is 

not very clear regarding the process of identity development at different stages 

of life, we are indebted to Erikson for his work which has stimulated research 

on this intriguing topic.  Erikson will no doubt be remembered as an original 

thinker on identity who provided a valuable conceptual framework for 

understanding the development of an individual’s personal identity. 

Contemporary scholars, however, doubt that Erikson’s ideas, which focus 

mainly on the psychological domain of an individual’s development and do not 

include discussion of social psychological and sociological perspectives, will 

continue to influence research in years to come (Fleming, 2004). 
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Borrowing from Erikson’s identity theory, many psychologists understand 

identity formation as a process of exploring one’s own thoughts, and identities 

are thus cognitively constructed. Scholars such as Oyserman, Elmore and 

Smith (2012) refer to these developmental thoughts as mental constructs that 

begin at the early stage of an individual’s life, as early as 12 to 18 months. 

They cite instances of infants removing smudges of paint from their foreheads 

after seeing their mirror image. This reflects their image-based self-

recognition, which occurs due to the visual image stored in their memory. 

Oyserman, Elmore and Smith (2012) looked at the role played by individual 

cognition – the individual’s thoughts and imagination – in the process of identity 

formation. In fact, much of the literature on identity formation in educational 

psychology focuses on cognitive theories and concepts such as attitude 

(Bekerman, 2005; Hamid & Jahan, 2015; Howard, 2000), self-competence 

(Jeong & Lee, 2014; McElhinney, 2008), self-esteem (Hancock, 2006; 

Rumbaut, 1994; Stets & Burke, 2003) and evaluative judgements (Jaspal, 

2009; Varela, 1997). For example, some researchers relate the lack of English 

language competence among migrants to their negative self-image 

(McElhinney, 2008; Oyserman et al., 2002, 2012; Rumbaut, 1994; Ryan, 2006; 

Varghese et al., 2016). In a study conducted in the Netherlands on Turkish and 

Moroccan migrants, it was found that in early adolescents, peer discrimination 

and intergenerational discrepancies in attitude towards immigrants lowered 

their self-esteem (Verkuyten, 2003). Thus, in psychology, identity is associated 

with the individual’s cognition and capacity to address emotional issues, such 

as how they are similar to or different from others. The inter-relationship 

between cognition and emotions in identity formation has given rise to the 

concepts such as ‘motivation’ (Weiner, 1972) and ‘possible selves’ (Markus & 

Nurius, 1986) 

3.3.1.1. Motivation 

In the social sciences, the concept of motivation is of particular interest, with 

relatively long and distinguished accounts in psychology, social psychology, 

and applied linguistics. Importantly, researchers believe that motivation is 
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imperative to individuals and it has implications for the desire to achieve 

possible selves. Although in general psychology the concept of motivation has 

been used by a number of psychologists in relation to identity formation 

(Cinoglu & Arıkan, 2012; Goffman, 1959; Oyserman et al., 2012; Vignoles, 

2011), in recent years psycholinguists have tended to be more concerned 

about motivation in identity formation, in particular, in Second Language 

Learning (SLL) (Clement et al., 2006; Csizer & Dornyei, 2005; Papi & 

Abdollahzadeh, 2012; Ushioda, 2016). According to Dornyei (2009a), an 

individual with remarkable abilities to learn languages cannot achieve the 

desired possible selves (see below) if they lack the motivation to do so. 

Motivation in language learning is a psychological construct that reflects the 

relationship between the individual’s desire to learn a language, either to gain 

economic benefits and materialistic things (instrumental motivation), or to 

integrate with members of a given language community (integrative 

motivation)   (Gardner & Lambert, 1972).  

While these motivational approaches to identity formation in language learning 

laid the groundwork for research on motivation in SLL, they were fairly static 

and limited in terms of acknowledging the wider perspectives on the role of 

context, in which relationships between persons emerge and thus shape their 

attitudes and identities (Ushioda, 2016). For instance, Gardner’s theory of 

integrative motivation is not applicable to learning contexts where the learners 

do not have access to native speakers in circumstances such as, for example, 

learning a foreign language in a classroom (Dornyei, 2009). Dornyei (2009) 

states that motivation is a static attribute that is the same as the concept of 

‘language aptitude’, which refers to a person’s cognitive abilities.  

3.3.1.2. Possible Selves 

Amidst the many theories of identity, Markus’ concept of possible selves, 

another psychological perspective on identity formation, reflects the 

relationship between a person’s cognitive future image and motivation. 

Possible selves reflect the individual’s thoughts, where individuals consider 

‘what they might become, what they would like to become, and what they are 
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afraid of becoming’ (p. 954). Accordingly, the first type of possible self – ‘what 

they might become’ – refers to expected or likely selves. The second category 

– ‘what they would like to become’ – represents ‘hoped-for selves’ that may 

represent ‘the successful self, the creative self or the rich self.’ The third type 

– ‘what they are afraid of becoming’ – indicates the ‘feared selves’, the person 

they do not want to become, which may include ‘the alone self, the depressed 

self’ (Markus and Nurius, 1986, p. 954). Thus, possible selves include the 

cognitive elements of fear, hope, threat and goals, which reflect individuals’ 

thoughts and establish a connection between cognition and motivation. 

Exploration of possible selves motivates learners in decision making and 

enables them to shape their identities (Stevenson & Clegg, 2011). 

Markus and Nurius' (1986) possible selves influenced Dornyei's (2009) theory 

of the L2 motivational self, which has three components: the ideal L2 self, the 

ought-to L2 self, and the L2 learning experience. The ideal L2 self has been 

widely engaged in studies on identity in SLL and foreign language learning 

(Dornyei, 2005; Islam, 2013; Komiyama, 2013; Moskovsky, Assulaimani, 

Racheva, & Harkins, 2016) and it is recognised, as characterised by the 

author, as: ‘a powerful motivator to learn the L2 because of the desire to reduce 

the discrepancy between our actual and ideal selves.’ (Dornyei 2009, p. 29). 

Another motivational theory that is worth mentioning is Covington's (1984)self-

worth theory of achievement motivation, which focuses on both emotions and 

cognition, elements considered significant for learner achievement. According 

to this theory, low ability, which causes failure, can lead to low self-esteem, 

whilst high ability, which results in success, gives an individual a sense of self-

worth. Thus, confidence in one’s ability to achieve success and to avoid failure 

is a vital element which increases a person’s self-worth. According to 

Covington (1984) the lack of confidence in one’s ability or self-worth causes 

feelings of worthlessness and social disapproval and can also impact how an 

individual articulates his/her identity, especially amongst college students. This 

feeling of high or low self-worth therefore is central to the students’ identity 

formation. There are many studies showing how low self-worth can have a 
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negative impact on an individual’s identity formation (Jaspal, 2009; Jeong & 

Lee, 2014; Rumbaut, 1994; Vignoles, 2011).  

Most of the motivational theories in psychology noted above, however, are 

perceived as relatively static, focusing on the individual’s fixed targets that 

he/she wants to achieve. Thus they do not comply with the current trend of 

dynamic approaches to identity formation (Ushioda, 2016). To reflect the 

complex relationship between language learners, their target language, and 

ambivalent desire to speak this language, Norton (2000) in a more recent work, 

proposed a complementary notion, ‘investment’, which is more sociological 

than psychological. Investment is one of the key concepts I have drawn on for 

the data analysis in this study and this will be discussed in detail under the 

post-structuralist approach to identity in Section 3.4. 

While the psychological perspective on identity strongly relates an individual’s 

cognitive aspects to their individual self-image, which is highly relevant to 

identity formation, it does not pay attention to contextual factors that can 

influence an individual’s identity formation. In social psychology, in order to 

study identity, scholars integrated the psychological components given by 

Erikson and other psychologists with environmental factors, emphasising the 

role of identities.  Social psychologists thus have emphasised that, in addition 

to personal identity, we have a social identity that is formed by our interaction 

with the world around us (Cote & Levine, 2014; Hoof, 1999; Schwartz et al., 

2005). Thus, from the social psychological perspective, identity is viewed as 

the product of an individual’s interaction in the social and cultural context and 

is multidimensional. While identity from the psychological perspective focuses 

on the answer to the question ‘who am I?’, the socio-psychological perspective 

aims to find out the answer to ‘who am I in relation to other groups?’ 

3.3.2. Social psychological perspective 

While psychologists focus more on what happens inside individuals, social 

psychologists are orientated towards what happens in society that can have 

implications for an individual’s identity. Social psychologists, following 

Erikson’s understanding of identity formation, have focussed on roles that 
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people possess in society. Thus, social psychologists define identity not as an 

‘autonomous psychological entity but as a multifaceted social construct that 

emerges from people’s roles in a society’ (Hogg et al., 1995). Instances of 

combining social and psychological aspects began in 1968 with Stryker, who 

defines identity both as a psychological entity and a social construct that arises 

from an individual’s multiple roles in society. The multiple roles of an individual 

might include, for example, wife, mother, teacher, etc. (Burke & Reitzes, 1981). 

He furthered this definition by crediting its development to negotiation 

processes resulting from social interactions, such as interpersonal interactions 

with family and friends.  

During the same period, (Tajfel, 1978) associated the concept with society and 

social groups. Tajfel defines identity as ‘that part of an individual’s self-concept 

which derives from his knowledge of his membership of a social group (or 

groups) together with the value and the emotional significance attached to that 

membership’ (p. 63). Identity in social identity theory refers to the idea that 

identities cannot be constructed by individuals on their own, but instead consist 

of individual social group memberships as well as the ‘emotional significance’ 

of that membership (Tajfel, 1981). Identity is thus the result of how an individual 

interprets his/her relations with others. These scholars argue that the 

psychological implications of the immediate context in which a person operates 

can have a significant impact on their identity formation (Oyserman et al., 

2002). It is supposed that an individual feels more secure and emotionally safe 

in familiar environments (Blackledge & Pavlenko, 2001). Thus, to overcome 

the vulnerability and insecurity of being in an unfamiliar environment or group, 

the individual strives to be part of the group. In this approach, if the individual 

is not satisfied with their social identity they attempt to change their group 

membership in order to develop the desired positive self-image or satisfactory 

identity (Blackledge & Pavlenko, 2001). 

The concept of identity formation is further associated with ethnicity or ethnic 

groups.  Arroyo and Zigler (1995) suggest ‘within’ and ‘without’ ethnic and race 

group attachments. Explaining the case of African American students and 
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maintenance of their racial identity, these scholars assert that it is the students’ 

desire for identity maintenance and feeling of cultural solidarity that leads to 

academic failure against the backdrop of their experience of discrimination and 

prejudice. Devaluation of one’s culture or language, which can be associated 

with a person’s identity, may create a psychologically threatening situation that 

can have negative repercussions for the person’s identity formation 

(Breakwell, 1986). 

Social psychologists (e.g. Burke & Reitzes, 1981; Stryker, 1968) connect the 

intrapsychic focus adopted by psychologists and the environmental focus 

embraced by sociologists to extend the notion of individual identity to social 

identity (Hogg et al., 1995) by adding more contextually oriented elements to 

the identity theory that Erikson first proposed. As stated by Cote and Levine 

(1988), social psychologists managed to break down the wall between the 

intrapsychic focus adopted by psychologists and the environmental focus 

embraced by sociologists, thereby extending the notion of personal identity to 

social identity. 

The social psychological approach to identity, however, has been criticised for 

adopting a reductionist and homogenous view of culture or language by 

viewing the language learners on the basis of their language, ethnicity and 

culture (Blackledge & Pavlenko, 2001). In relation to this, McDonald (1994) 

suggests that, while some people adhere to their own language and culture 

group, others may attempt to learn the outgroup language to show their 

resistance and to fight against the social inequality caused by the differences 

between the two groups.  

3.3.3. The sociological perspective 

Scholars adopting a sociological perspective of identity formation consider it a 

dynamic phenomenon with a mutual relationship between the self and the 

social context, whereby each one creates and forms the other (Oyserman et 

al., 2012). Their attention is on how groups of people function as communities 

and different cultures. Hence, from the sociological perspective, an individual’s 

identity is determined by their participation in social structures, such as social 
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class, religion, educational institutions, family and so on (Block, 2007). These 

social structures are believed to influence the individual and as well as being 

influenced by the individual (Bronfenbrenner, 1979). Thus, considering the 

socialisation process, sociologists perceive identity as the product of the social 

conditions under which it is developed and with which it is tightly bound up. 

Sociologists not only treat the concept of identity beyond individual selves as 

part of a social entity, but they have further linked it to a desire for recognition 

and material acquisition (West, 1992). Since participation in social structures 

is ‘constitutive of and constituted by the social environment’ (Block, 2007, 

p.866),  social environment may impose constraints on an individual’s desire 

to achieve material artefacts which is often the result of the power relations 

between and among individuals (Abraham, 2014; Bourdieu, 1992; Jun & Park, 

2003; Sergiu, 2010). Hence, sociologists consider identity to be the product of 

the social conditions under which it develops and are more concerned with the 

distribution of resources or different kinds of capital in the negotiation of 

worthwhile identities (i.e. powerful identities in society) (Lin, 2008).  The 

concept of power relations and capital has been extensively used by applied 

linguists taking a post-structuralist approach to identity. This approach will be 

discussed at length in Section 3.4. 

Considering language as one of the primary means of identity formation 

applied linguists have in recent years drawn on other philosophical traditions 

such as post-structuralism to view identity, not as a fixed psychologically 

predetermined attribute, but as constantly shifting through interactions with 

others in the surroundings. Post-structuralism, a current approach to identity 

formation, does not reject psychologists, social psychologists, and 

sociologists’ understanding of identity. It does, however, extend the 

conceptualisation of identity and stresses that an individual’s identity is always 

in a process as it is influenced by the context in which an individual exists, such 

as his/her social, cultural and linguistic surroundings (Block, 2015; Norton, 

1977; Pavlenko, 2002b). With regard to this, Cote and Levine (1987) state that, 

while identity formation is essentially considered as a psychological concern, 
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it can only be fully understood by adopting social psychological and 

sociological perspectives. Due to the fact that, in this study, I primarily drew on 

the post-structuralist perspective on identity, at this point, it is important to 

consider how identity formation is perceived by applied linguists in terms of 

post-structuralism. 

3.4. The post-structuralist approach to identity 

The above-mentioned diverse scholarly perspectives, which take account of 

personal and social characteristics such as age, cognition, social groups and 

language, among a host of other elements, contribute to building the 

perception of identity from a post-structuralist perspective. The post-

structuralist understanding of identity acknowledges the cognitive aspect and 

social influence on an individual’s identity formation as well as emphasising 

the part played by discursive practices and power-relations (Block, 2007; 

Norton, 2000; Radford & Radford, 2005). Viewed from this perspective, 

identities under the influence of power relations are considered as always 

contested and renegotiated (Norton, 2016b). Thus, according to post-

structuralists, identity is ‘socially organized, reorganized, constructed, co-

constructed, and continually reconstructed through language and discourse’ 

(Kouhpaeenejad & Gholaminejad, 2014a, p. 200). 

In the social sciences, particularly in applied linguistics, post-structuralist 

thinkers do not regard identity as static; rather, it is perceived as a continual 

process that is regularly re-moulded, for instance, through interaction with 

others in a given context (Blackledge & Pavlenko, 2001). Power relations in 

the social, political and cultural environment influence individuals, and 

therefore their identities and sense of self are not static but ‘multiple, changing, 

and a site of struggle’ (Norton & Toohey, 2011).  

The post-structuralist perspective differs from structuralist theories of 

language, originating with the work of the structural linguist Saussure (1916). 

Focusing on language structures and patterns, Saussure (1916) depicts 

language as a structured system of signs, which consists of the signifier and 
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the signified. The signifier is the sound image and the signified is the concept 

to which the signifier refers. Saussure argues that the language we use to 

express ourselves already exists in society, but each sign acquires its meaning 

from another sign. Thus, structuralism tends to focus on fixed language 

systems and the explanations that can be attributed to signs within a given 

language. Post-structuralist scholars move beyond the structuralist view and 

assert that different people can have distinct understandings of signs in 

language, so this is not just a system, but a social practice in which identities 

are constructed or resisted (Norton & Duff, 2013). 

While in structuralism language is seen as a semiotic system, it (language) is, 

in fact, more complex because of its social meaning (Bucholtz & Hall, 2003). 

Post-structuralism, therefore, suggests that language is highly contextual; it 

emphasises the way in which language works in society (Bucholtz & Hall, 

2005, 2007) and understands identity as discursively constructed and 

assigned to a learner’s participation in day-to-day discourses (Block, 2007; 

Fairclough, 1992; Norton & Gao, 2008). Following the post-structuralist notion 

of identity, Bamberg and Fina, (2011) suggest studying identity ‘as constructed 

in discourse, as negotiated among speaking subjects in social contexts, and 

as emerging in the form of subjectivity and a sense of self’ (p. 178). In this way, 

identity in post-structuralism reflects a shift away from viewing a person ‘as 

self-contained, having identity, and generating his/her individuality’ towards the 

‘construction of identity in and through discourse’ (Bamberg & Fina, 2011, p. 

178). 

In the early twentieth century, scholars from different disciplines began to 

challenge the notion that identity is self-determining, that it can be constructed 

through an individual’s introspection and is completely free from the influences 

of social structures. For example, scholars such as Marx and Freud, 

recognising that individuals are part of social and cultural systems, argued that 

a person’s sense of self develops from their social situation, which is brought 

about by the dominant ideologies of the dominant classes in society (Elliot, 

2020). With regard to this, Marx (quoted in Dang & Dang, 2018), stated that: 
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‘It is not the consciousness of men that determines their being, but, on the 

contrary, their social being determines their consciousness’  (Marx, 1859, p. 

2). Marx and Freud viewed individuals as embedded in social and cultural 

systems and argued that these systems might influence an individual’s beliefs 

and morals. The significance of language in the formation of social and cultural 

groups, and its impact on an individual’s identity formation has received a great 

deal of attention from applied linguists and other scholars such as Derrida 

(1973) and Foucault (1972).  

In his work on ‘deconstruction’, which is an approach to understanding the 

relationship between text and meaning, Derrida provided a method of close 

reading and interrogating the text and stated that there are sets of binary 

oppositions within the text, for example, words such as public/private, 

masculine /feminine etc. In these sets the first term is viewed as privileged. 

Derrida argued that the identity of the privileged term depends on its other or 

subordinate term. In his theory of deconstruction, Derrida questioned the self-

identity of Saussure’s signifier (the sound image) and signified (the concept to 

which the signifier refers) and challenged the notion of a fixed and unitary self, 

arguing for the fluid construction of the self (Sarup, 1993). Focusing on power, 

Foucault argued that power and power structures, such as education, the 

media and government, generate dominant discourses, which in turn influence 

people’s position and status, and which serve as a basis for constructing 

particular identities (see Foucault, 1994). For example, a powerful person in 

society, such as a politician, may deploy a dominant discourse about an 

immigrant that marginalises immigrants from the mainstream people.  

The period towards the end of the twentieth century and into the twenty-first 

century is often referred to as a postmodern period or postmodernity. 

Postmodernists believe that everything that one does is some kind of social 

construction and that social and cultural structures are constantly changing, as 

is an individual’s identity (Ott, 2003). From a postmodern perspective, identity 

is believed to be fluid.  
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Additionally, postmodernists believe that, because of the economic shifts and 

globalisation, people now have many different choices and are less likely to 

locate their identities in pre-given roles/categories such as class, gender and 

ethnicity etc. (Shah, 2000). Postmodernists focus on people’s choices, which 

affirm their identities, and they talk about the transient nature of identity (Sarup, 

1993). In postmodernism, an individual’s self is believed to be formed out of 

the possibilities present in a particular social and cultural context and identity 

is viewed as fragmented, multiple, partial and dispersed. Postmodernists 

believe that, as a result of the impact of globalisation, transnational migration, 

advanced technological innovation and commodification, people now 

experience confusion and dispersal, as well as excitement and the possibility 

of development (Elliot, 2020). Therefore, fragmentation, dislocation and 

contradiction are believed to be key characteristics of an individual’s identity in 

postmodernity. In short, identity in postmodernism is a product of a person’s 

experiences, personal standpoint and decision making in a fragmented 

postmodern world. 

Postmodernism is generally defined as a variant of poststructuralism (Shah, 

2000). Sarup (1993) states that the terms postmodernism and 

poststructuralism have been used interchangeably in literature, which adds to 

the confusion on this. Moreover, literature tends to categorise scholars based 

on their writings. For example, Derrida and Foucault did not define themselves 

as theorists of postmodernism and they rarely used the term ‘postmodern’ in 

their writings, yet they are viewed as postmodernists and poststructuralists 

(Sarup, 1993). Derrida (1973) and Foucault (1977) rejected Saussure’s 

structuralist view of language and viewed language as a fluid meaning-making 

system. Saussure regarded language as a system of rules that is independent 

of the impact of language users and the particular context in which it is used 

(Saussure, 1916). Although poststructuralism derives from the philosophical 

tradition of structuralism, there are differences and contradictions between the 

two as poststructuralists resist structural constraints. This is where 

poststructuralism moves away from structuralism and overlaps with 
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postmodernism. One fundamental idea shared by poststructuralism and 

postmodernism is that of the individual’s shifting position through discourses 

and the construction and reconstruction of their identities (Shah, 2000). 

In their writings, poststructuralists emphasise the role of language and 

discourse which mediate psychological (internal) and social (external) aspects 

of identity formation (see Block, 2013; Norton, 1997; Pavlenko, 2002). 

Poststructuralists, specifically those who are applied linguists, believe that an 

individual’s identity is not determined by their social structure, but that they 

have the potential to be active agents in their identity formation (Darvin & 

Norton, 2015a; Alastair Pennycook, 1998a). Poststructuralists question the 

fixed notion of identity based on larger groups, such as ethnicity, culture and 

nation. They emphasise that an individual’s identity is not determined by their 

position in a particular group, but rather individuals are viewed as active agents 

with the potential to change and construct/reconstruct their identities. 

Therefore, poststructuralists view identity formation as an ongoing process in 

which language, power and discourse are seen as crucial aspects (Shah, 

2000).   

As discussed by Sarup (1993), poststructuralism and postmodernism are 

relatively similar concepts. Poststructuralism is in part a new term for 

postmodernism and the terms are at times used synonymously. Both 

poststructuralists and postmodernists argue about the relationship between 

the individual and society and they offer similar perspectives on the influence 

of social and cultural context on an individual’s identity formation. Scholars 

from both traditions condemn of structures such as class, ethnicity etc., 

emphasising the blurring of the boundaries between different groups. 

Poststructuralists point to the role of human agency or action in the process of 

individual identity formation. The poststructuralist’s view of identity emphasises 

resistance to the prevailing ideology and the re-construction of identity (Shah, 

2000).  

From the above discussion, it is clear that the similarity between the two 

schools of thought is how they view the self in relation to the world. In 
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postmodernism and poststructuralism, there is no belief in a stable or core 

identity. Identity in postmodernism and poststructuralism is a combination of 

an individual’s different social roles, such as a person’s role as a son, father, 

professor etc., and the influence of social situations (Ott, 2003). Both 

postmodernists and poststructuralists adopt a middle position, between 

psychological and sociological approaches to identity formation; and both call 

for a major rethinking of pre-given categories and argue for the need to 

question fixed structures such as ethnicity, gender, education, media and 

government.  

To understand the post-structuralist notion of the complex relationship 

between identity and language, and the construction of identity through power 

relations, it is essential to investigate discourse, power relations and 

positioning, as well as the many other constructs involved in identity formation.  

3.4.1. Identity in discourse 

Discourse in general means talk. In the literature on identity, the two opposing 

views of discourse can be summed up as discourse with a capital D – social 

discourses and sense of self – and discourse with a small d – discursive 

practices and sense of self as emerging in interaction (Gee, 1999). From the 

capital D discourse perspective, identity is assumed to be constructed in and 

through discourse, whilst in the small d discourse, the person agentively 

constructs their identity in the discursive practice by positioning themselves. 

Foucault (1972) asserts that no single or correct definition of discourse can be 

given as its meaning rests on how and in what context it is used. In applied 

linguistics, discourse has been defined as an aspect of spoken and written 

language (e.g. use of fillers), while in the social sciences, the definition of 

discourse has been extended beyond written and spoken text. Gee (2008, p. 

3) explains that ‘Discourses are ways of behaving, interacting, valuing, 

thinking, believing, speaking, and often reading and writing, that are accepted 

as instantiations of particular identities (or ‘types of people’) by specific 

groups.’ Fairclough’s (2003) understanding of discourses runs parallel with 

Gee’s conceptualisation of the term; Fairclough (2003) emphasises that 
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discourses are a way of expressing ‘the mental world of thoughts, feelings, 

beliefs and so forth, and the social world’ (Fairclough 2003, p. 124).  

Gee (2008) offers further insight into identity through the perspective of 

discourse identity i.e. the parts of identity that are developed and recognised 

through the discourse of and discourse with others. Gee (2008) expands on 

the notion of discourse by stressing that discourses comprise everyday ideas 

and are often associated with ‘the distribution of ‘social goods’ like status, 

worth, and material goods in society (who should and shouldn’t have them)’ 

(p. 4). For example, a person is recognised as rich and well-educated because 

this quality has been ascribed to him/her through discourse with other people 

in the society. Such stereotypes voiced through everyday discourses 

reproduce power and dominance (Dijk, 1989), which can, in turn, impact an 

individual’s identity formation. As language is inextricably linked to such 

discourse (Fairclough, 1992; Matsuda, Canagarajah, Harklau, Hyland, & 

Warschauer, 2003; Pennycook, 1998a; Dijk, 1989), it is necessary to consider 

discourse in a particular context (in the current study that of Punjab), to 

understand identity formation in relation to the medium of instruction (MOI) in 

schools. It is therefore relevant to consider the extent to which identity is 

constructed through power relations in language and discourse. 

3.4.2. Power in discourse 

Over the last few years, post-structuralist researchers in the field of SLL have 

emphasised the relationship between language, power, and discourse, 

arguing that power/power relations in discourses have repercussions for 

learners’ identities (Blackledge & Pavlenko, 2006; Block, 2013; Kanno & 

Stuart, 2016; Kouhpaeenejad & Gholaminejad, 2014; MacPherson, 2005; 

Norton, 2016c; Norton & Gao, 2008; Trofimovich & Turuseva, 2015). Bakhtin 

(1981) recognises language learning as a struggle that can affect an 

individual’s speaking privilege and social position. Weedon (1987) outlines the 

importance of power and individual positioning in language practices and 

argues that it is in language that an individual constructs his/her subjectivity. 

Subjectivity, as defined by Weedon, ‘is the conscious and unconscious 
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thoughts and emotions of the individual, her sense of herself and her ways of 

understanding her relation to the world’ (1987, p. 32). Focussing on the part 

played by power relations in identity formation, Weedon (1987) states that an 

individual’s life chances can be influenced by the prevailing power relations. 

An individual can either be the subject of power relations (in an authoritative 

position), or subject to power relations (in a position of reduced power). 

Similarly, when discussing power in discourse, Dijk (1989) stresses the 

cognitive dimension of control/power that affects the minds of people. Such 

power in discourse can be manoeuvred ‘through special access to, and control 

over the means of public discourse and communication’ (Dijk 1989, p. 85). For 

example, unequal access to learning in English and social discourses about 

the significance of English may influence the discourse, either directly or 

indirectly, in favour of the dominant group which, in the current study, are the 

EMI students.  

Thus, identity constructed discursively and under the influence of power 

relations is not static and is constantly reconstructed in discourse each time a 

person speaks or thinks. At this point, it is important to note that, although 

English has been acknowledged as a global language, it still adheres to 

colonial discourses (Pennycook, 1998b). In relation to this, Pennycook states 

that English is still bound up with colonialism and ‘the discourses of colonialism 

still echo through its theories and practices’ (1998, p. 28). Considering that 

English is the language of colonisers in India, it may be worth suggesting that 

it is still perceived as the language of power. Hence, people who lack access 

to English might be oppressed by the powerful group consisting of those who 

have access to English. Thus, English, the postcolonial language, which is 

considered the language of power and prestige (Annamalai, 2004; Mohanty, 

2010), can be a cause of the formation of ‘Self and Other’ constructed through 

societal discourses related to the privileged position of English. In this regard, 

Bucholtz and Hall (2005) define identity as ‘the social positioning of self and 

other’ (586). Such positioning in relation to knowledge of English can be easily 

exemplified in contemporary discourses in the Indian context (Pennycook, 
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1998a; Sandhu, 2014a; Vulli, 2014). In relation to this, Bourdieu’s (1977, 1991) 

concepts of capital and symbolic struggle, which he argues are mandatory to 

effectively participate in certain groups or discourses, are relevant to this study 

and these theories are considered below. 

3.5. Bourdieu’s classification of capital 

Bourdieu’s (1991) notion of symbolic power also highlights the connection 

between power relations and identity formation. For Bourdieu (1991), symbolic 

capital (e.g. prestige, reputation) is a significant source of power and people 

with symbolic capital use this power to dominate those in a subordinate 

position or, in other words, the subaltern. Bourdieu believes that an individual’s 

environment imposes constraints on their identity formation and that these 

limitations are wrapped up in different power relations between and among 

individuals. Bourdieu talks about the importance of power in structuring 

discourse, or the ‘power to impose reception’ (1977, p. 648), which, according 

to him, has significant implications for how language learners are positioned 

and whether or not they get the opportunity to speak or be heard. For instance, 

in classroom settings, if a student says something noteworthy, he/she may be 

ignored because of his/her position of reduced power. On the other hand, if 

the teacher says the same thing, he/she may be appreciated for his/her 

contribution due to his/her position of increased power. Thus, in his approach 

to power relations and identity formation, Bourdieu (1992) associates power in 

discourse with the individual’s struggle for recognition.  

Bourdieu’s categorisation of different forms of capital further helps to 

determine the process of an individual’s identity formation. In Bourdieu’s work 

(1991), the capital operating in society is classified into economic, social, 

cultural and linguistic types and the concept of identity formation is associated 

with the struggle for recognition. None of these types of capital can be 

appreciated unless they achieve the status of symbolic capital, i.e. wider social 

recognition and acceptance. Moreover, some forms of capital have more 

exchange value than others in a given social context. According to Bourdieu 

(1991), language is a significant mechanism of power that tends to position an 
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individual in society and therefore, expertise in a particular language that is 

valuable in a particular sociocultural context is defined as accumulated 

linguistic capital. Bourdieu considers linguistic capital as the determinant of 

social and political power since it can be traded for an accumulation of other 

types of capital. For example, the accumulation of linguistic capital increases 

a person’s cultural capital (resources like academic degrees), which can be 

used to obtain a high-salaried job thus converting cultural capital into economic 

capital (financial assets). The economic capital obtained brings further social 

capital in the form of social relationships and networks of influence that 

enhance the symbolic capital (prestige and honour). On the other hand, 

Bourdieu (1992) states that the inequity of linguistic capital engenders the 

division of the social world. Thus, it appears that the value attached to linguistic 

capital, in fact, leads to social discrepancies and can have a significant impact 

on an individual’s identity formation. In regard to this, it is important to note that 

most societal discourses in the Indian context perceive ‘English as the 

language of power and opportunity’ (Kachru 1986, p.90) which could have an 

impact on how students learning in English or Punjabi construct their identities. 

Some positive and negative effects of learning in English or regional 

languages, particularly on students’ academic achievements and self-efficacy, 

have also been reported in many current studies conducted in India (Ladousa, 

2016; Ramanathan, 1999; Sandhu, 2010). 

Bourdieu’s (1977, 1991) concepts of cultural capital and symbolic struggle 

have gained a significant amount of attention around the world, especially in 

relation to education. Bourdieu (1991) considers power to be culturally created. 

His notion of cultural capital presents the education sector, such as schools, 

as sites that create unequal power relations and cultural hegemony. For 

example, unequal power relations based on the language used as the medium 

of instruction (MOI) in different schools can be argued to encourage the 

struggle for recognition among students. Cultural capital, according to 

Bourdieu (1991), exists in various forms: cultural goods such as books, 



Jagdeep Gill                                                                                                                            s1476451 

 

62 
 

pictures, instruments and dictionaries, and, in the institutionalised form, 

educational qualifications.  

Bourdieu’s concept of the linguistic market helps to develop an understanding 

of English as a commodity which has an exchange value and which provides 

a learner with linguistic capital, which in turn provides access to opportunities 

in the neoliberal world.  The concept of the linguistic market is well documented 

in the literature on language and identity formation in neoliberalism (Block et 

al., 2013).  A linguistic market, according to Bourdieu, is a field or space of 

linguistic exchange, and in this space people trade their linguistic capital in the 

form of language proficiency which brings them profit in the shape of linguistic, 

cultural social and symbolic capital.  According to Bourdieu’s concept of space, 

people everywhere tend to have spatial segregation, with ‘people who are 

close together in social spaces tending to find themselves, [there] by choice or 

by necessity, close to one another in geographic space’ (Bourdieu, 1989, 

p.16). People in different spaces or groups position themselves based on the 

distribution of resources between different groups. Most of these are economic 

resources which Bourdieu calls ‘fundamental powers’ in the form of economic, 

cultural, social and symbolic capital (Pierre Bourdieu, 1986). 

A large part of this fundamental power seems to derive from their linguistic 

capital which further provides them with cultural and economic capital and they 

automatically settle in the top of the hierarchy of job and education markets. 

The possession of different types of capital, which are the instruments of 

power, defines the distribution of power and people’s position which further 

determines their identity.  

The association of English with economic development in the globalised world 

has played a significant part in English being treated as a commercial 

commodity and spread the use of English as a medium of instruction in many 

non-anglophone countries.  English in the form of linguistic capital can be 

converted into economic capital and has a great monetary value (Hamid, 

2016). Phillipson (2017) condemns the idea of English being marketed as a 

language that everyone needs and should learn, because to him this has 
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echoes of colonial discourses. However, it is hardly surprising that English, 

which is marketed as if it is a universal basic skill which makes an individual 

saleable in the job market, is viewed as a highly-desirable commodity. The real 

and perceived economic benefits of English have many consequences for 

those who have, or who do not have, access to this highly-valuable commodity 

in contexts such as India, where those who have an opportunity to learn in EMI 

acquire this valuable commodity and stay ahead of those who lack expertise 

in English. 

English is conceived of as a commodity to be traded for economic prosperity. 

Heller (2010)  argues that linguistic capital, which is most readily convertible 

into economic capital, is favoured more and English is preeminent among 

them.  The commodification of English has led many countries to propose and 

even decide to use English as their official or co-official language.  Japan and 

France are examples of this. India afforded English the status of their official 

language decades ago.  Looking at English as a commodity, Heller (2010) 

states that the goals of the Indian education policy are to increase the 

population that is proficient in English.  Piller (2010) has also discussed the 

commodification of English and draws our attention to another serious issue 

which is human trafficking, whereby people from poorer countries who speak 

English, especially women, are sent to work in rich countries as domestic 

labour.  Another example of the commodification of the English language is 

the emphasis placed on acquiring an American or British accent to work in call 

centres in India and Pakistan (Cowie, 2007; Rahman, 2015).  Moreover, 

discourses surrounding the commodification of English in workplaces such as 

in the area of tourism draws our attention to the value of English in globalised 

economic markets.  Different ways of commodifying English discussed in the 

literature enhance our understanding of the ways in which English occupies a 

special place in the global world and how access to this commodity can have 

an impact on people’s identity formation. 

In the educational sector of multilingual contexts such as India, public and 

private schools can be viewed as the linguistic markets which determine 



Jagdeep Gill                                                                                                                            s1476451 

 

64 
 

linguistic capital and its advantages for an individual.  In India, similar to other 

countries such as Bangladesh and Pakistan, English appears to serve a 

gatekeeping purpose to provide access to jobs rather than any practical 

purpose in using English at a job (Hamid, 2016).  Students learning in EMI are 

therefore the members of the class who have more cultural and economic 

capital and have better opportunities to use such capital to earn social and 

economic capital which can, in turn, bring them symbolic capital in educational, 

occupational and social markets.  EMI in India, therefore, is a form of the 

market which seems to be flourishing because of the fear of the elite that lack 

of this linguistic capital will restrict their access to the neoliberal world.  In this 

way, English plays a critical role not only in an individual’s educational 

achievements but also in their identity formation.               

In her study on EMI in higher education in Gujarat in India, Ramanathan (2005) 

finds the English language to be perceived as cultural capital in an Indian 

context and she suggests it is always connected to other material and symbolic 

markers, such as a good occupation and social status. Hence, mastery of 

English is considered as an important determinant of social power in the post-

colonial context of India and it works as a key to positions of power and 

prestige (Pennycook, 1995, p. 40). In relation to this, Kachru (1986) stresses 

‘English is the language of power and opportunity’ in most societal discourses 

in the Indian context (p. 90). Although scholars like Pennycook view the use 

and spread of English as beneficial, the association of English with power is 

perceived as a major source of inequality within many countries. 

3.6. Social inequality 

People from powerful groups in a society based on their wealth, occupation, 

education and position of their language fix identities for themselves and 

others based on differences between and among them. Consequently, the 

concept of social class seems quite significant in developing an understanding 

of an individual’s identity (Block, 2015). India is a large country stratified on the 

basis of castes, religions, peoples’ socio-economic status and, above all, 

different languages and the cultures of the different states. The discrepancies 
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based on the provision of different languages as the MOI, and in particular 

English, the global language, as a MOI in some, but not in all the schools in 

India, has magnified the social class differences among people in India. This 

categorisation of people in relation to their access to a particular language has 

been viewed as an additional means of social class division in India (Hegde, 

2016; Ladousa, 2016; Ramanathan, 2005b; Singh, 2015; Vaish, 2008). While 

social class is generally judged based on the individual’s socio-economic 

condition, Bourdieu conceptualises social class as a difference in power, which 

can be economic, social, cultural or linguistic. Accordingly, social class division 

contingent upon the language in which a person is learning (English or Punjabi 

in this study) is an important aspect of assigning particular identities to people. 

Noting the importance of English in the Indian context, Faust and Nagar (2001) 

recognise learning in English as a bridge across the social class division in 

India. 

Furthermore, Fraser (1995) states that gender, race, class, work, education 

and economic inequality on the basis of which the people in society are 

marginalised, are all axes which intersect one another and affect people’s 

identities. In order to promote social justice, Fraser demands both recognition 

of cultural difference and social equality, and a redistribution of materials to 

abolish economic arrangements which tend to promote group-based 

marginalisation.  Redistribution to achieve a just distribution of wealth in the 

political-economic structure of society, can, according to Fraser, aid in 

checking: ‘exploitation (having the fruits of one’s labour appropriated for the 

benefit of others); economic marginalization (being confined to undesirable or 

poorly paid work or being denied access to income-generating labour 

altogether); and deprivation (being denied an adequate material standard of 

living)’ (Fraser, 1995, p. 70). Through recognition, Fraser (2000) projected the 

recognition of peoples’ peculiar needs because the misrecognition triggers the 

problem of making negative or positive sense of one’s identity. As recognition 

and redistribution enable equal participation in society or social life so the 

needs of all must be recognised and the resources should be redistributed to 
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control socio-economic and cultural injustice (Fraser 1995). Fraser’s concept 

of recognition and redistribution provides an analytic lens to look at the Indian 

educational context, in particular the operation of EMI policy in schools in India.  

Learning in English, which prepares pupils for their productive participation in 

future within education and the employment market, seems to work as an 

agent to reinforce marginalisation of students from different schools and socio-

economic backgrounds in the Indian context and therefore may have an impact 

on their views about themselves.   

In the literature on language and identity, social inequality grounded in the 

differences in learning in a particular language – especially the language with 

higher value in a given context – has been discussed as one of the important 

factors that can have an impact on an individual’s positioning in society, and 

ultimately on their identity formation (Gu, 2010; Lueg & Lueg, 2015; 

Ramanathan, 2016; Sandhu, 2014b; Tamim, 2014). This again raises our 

awareness of the potential impact of access to English, a language of power, 

on the students learning in English and Punjabi medium schools in Punjab. 

Perceiving the spread of English as linguistic imperialism, Phillipson (1992) 

argues that discrimination is exercised via the English language as a source 

of power. In this context, Phillipson (2019) asserts that English plays a 

significant role in creating conflict in the linguistic and social integrity of nations 

where English is not the native language. A similar effect could be found in the 

relationships between students learning in English or Punjabi medium schools, 

in the context of Punjab where English is perceived as a language of power 

that offers students many educational and social opportunities. For instance, 

English is considered a determinant of individual’s progress in formal 

education in India, a ladder to success that may lead to positions of prestige 

in society (Berry, 2013; Bhattacharya, 2013; Mohanty, 2010; Ramanujam, 

2011).  

We now move on to one of the most significant concepts adopted by many 

scholars using a post-structuralist approach to investigate identity in language 

learning: that of investment (Norton, 2000). 
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3.7. Investment 

Norton’s idea of investment, the sociological construct, as opposed to 

motivation, the psychological construct, in the field of SLL, has been 

particularly influential and is dominant in the research on identity in language 

learning (e.g. Bucholtz & Hall, 2003; Duff, 2002; Kerpelman & Pittman, 2001; 

Kim, 2003). Norton’s conception of investment was informed by her readings 

in social theory, particularly inspired by Weedon's (1987) construct of 

‘subjectivity’ and Bourdieu’s work (1991, 1997). According to Norton, 

motivation primarily focuses on a learner’s commitment to learn a particular 

language, but it fails to capture the complex relationship between ‘power, 

identity, and language learning’ (Norton, 2016). Investment, on the other hand, 

draws attention to the role of power relations in a given context, which can 

have an impact on a learner’s investment in language learning (Norton, 2011). 

Thus, Norton argues that an individual’s identity does not remain the same; 

instead, it is multiple, changing and context-specific, contingent upon the 

existing power relations in that particular setting. Norton (2009) discusses the 

concept of identity from a post-structuralist perspective and considers it as a 

site of struggle that is prone to change. Therefore, instead of motivation, the 

researcher places emphasis on investment in capturing the complex 

relationship between language learners, the target language and their 

ambivalent desire to speak it. 

In her conceptualisation of investment in relation to identity in language 

learning, Norton emphasises the learner’s choice and desire in terms of what 

they want to be. Norton ‘recognises that learners often have variable desires 

to engage in the range of social interactions and community practices in which 

they are situated’ (Norton & Toohey, 2011, p. 420). Lave and Wenger's (1991) 

concept of communities of practice is closely related to the sociological 

perspective of identity. Communities of practice are defined as ‘groups of 

people who share a concern or a set of problems’ (Wenger, McDermott, & 

Snyder, 2002, p. 4). Wenger (1998) considers that ‘building an identity consists 

of negotiating the meanings of our experience of membership in social 
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communities’ (p. 145). He further argues that identity formation occurs in the 

understanding of acceptance and rejection within communities of practice. 

Hence, it can be argued that while engaging in particular communities of 

practice, because of group distinctions, a person may significantly identify with 

some communities of practice, but not others (Fearon, 1999).  

Returning to Norton’s construct of investment in language learning, some 

learners may invest in learning English with the understanding that they will 

gain a significant return (Jeong & Lee, 2014). As revealed by Klassen (1987), 

Spanish-speaking immigrants in Toronto invested in learning English as they 

believed it to be essential for survival in Canada. Others may feel that English 

is imposed on them and learning it will result in the deprivation of their linguistic 

and cultural identity and so they resist investing in learning English (Rampton, 

1996). Some might feel that although the English language misrepresents their 

identity, it is also linguistic capital (Bourdieu, 1977) that can change power 

dynamics. The language learner is therefore not viewed as passively accepting 

the identities or images that those in power provide him/her with. Learners 

exercise agency in claiming their right, and in that way, they articulate their 

identities as they want themselves to be (Norton & Duff, 2013). Kramsch 

(2013) states that ‘investment carries connotations of hopes of returns and 

benefits; it accentuates the role of human agency and identity in engaging with 

the task at hand, in accumulating economic and symbolic capital…’. Thus, the 

theory of investment considers learners as the owners of complex identities 

that change over time and, based on where the person is, reproduced through 

social interactions (Norton & Gao, 2008). Norton puts emphasis on the 

sociological construct associated with the individual and identity over the 

psychological construct, emphasising the role of human agency in 

accumulating economic and symbolic capital (Darvin & Norton, 2015b).  

From much of the discussion in the sections above, power relations in 

discursive practices and in discourse appear to play a vital role in assigning 

people particular identities. However, there is also a view known as the 

concept of ‘resistance’ that contradicts this (Canagarajah, 1999b). In order to 
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combat oppressive power and prevent its passive acceptance, learners can 

resist the identities assigned to them and establish new identities for 

themselves by using the resources available. This has also been reported in 

the literature as exercising agency to show resistance (Bhabha, 1994; Brown, 

2014; Bucholtz & Hall, 2003; Darvin & Norton, 2015; Lier, 2008; Varghese et 

al., 2016). These concepts, and in particular the concepts of ‘agency’ and 

‘ideology’, which are the key components of investment (Norton, 2000), are 

discussed in the following paragraphs.  

3.8. Resistance and agency 

Many of the concepts discussed above, such as Bourdieu’s account of 

symbolic capital and the idea of power in discourse, emphasise that the 

dominant discourses are the product of the dominant ideologies. These ideas 

are consistent with Gramsci’s idea of hegemony, which stresses that the 

dominant groups establish their dominance over subjugated group by 

legitimating the differences between themselves and the others (the 

subjugated). A dominant group gains the consent of subalterns over time by 

forcing them to view themselves according to the differences imposed on 

them, that is through hegemony (Philips, 1998). Gramsci refers to the less 

powerful person/group as subalterns.  As cited in Louai (2012, p. 5), the term 

‘subaltern’ in Gramsci's  (1971) words refers to: 

any low rank person or group of people in a particular society suffering 

under hegemonic domination of a ruling elite class that denies them 

the basic rights of participation in the making of local history and 

culture as active individuals of the same nation.                                                                          

The subjugated groups or subalterns, however, are not obligated to accept this 

notion of stereotyping and the symbolic power of the dominant groups and may 

counter or resist that power or dominant discourse. Hegemony, therefore, 

shifts because of the opposing ideologies and discourses of the subjugated 

groups. Hence, there is always a possibility of resistance and 

counterhegemonies (Blommaert, 1999; Gal, 1998). Post-colonials such as 
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Said (1978) and Bhabha (2004) also emphasised the impact of power 

differences on people’s relationships. For instance, Said's (1978) Orientalism 

refers to the powerful person/group perceiving the less powerful person/group 

as oppressed. The fact that identities are discursively formed under the 

influence of societal power relations has also been stressed by many other 

scholars who have studied the notion of identity in relation to existing power 

hierarchies (Blackledge & Pavlenko, 2001; Canagarajah, 1999b; Kanno & 

Norton, 2003; Norton, 2016a).  

How much room to resist or counter hegemonic ideologies the subjugated 

individual or group has, however, is contingent on the difference in the level of 

power between them and the dominant groups. There may be extreme 

differences between their power relations which can result in a lack of 

resistance and their positionings as two different groups, Self or Other, which 

they may use to construct their own and others’ identities. Agency plays a 

crucial role in this process of positioning oneself and others which can be used 

as a tool to empower oneself and to resist the identity/ies imposed on the 

subjugated group by the dominant group. The notions of resistance and 

agency, therefore have important implications for identity formation. 

The idea that no discourse is too powerful to be changed can also be found in 

the post-colonial context in Bhabha’s work (1994).  Bhabha (1994) stresses 

that identities are constructed in social contexts; however, no structure or 

community is too powerful to be changed. According to Bhabha, people who 

are excluded from ‘authorised power’ construct their identities based on the 

very sites of their exclusion (p. 3). Bhabha's (1994) theory of cultural difference 

portrays identity from the perspective of hybridity, developing the notion of the 

‘third space’. Acquiring a central position in post-colonial discourse, hybridity 

refers to the cultural identity of the individual stuck between the powerful and 

the subjugated. This in-between space posited by hybridity, termed the ‘third 

space’ by Bhabha (1996, p.1), is a place where individuals develop their hybrid 

identity. The third space is an ambivalent, in-between position, ‘something new 
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and substantially different than just conglomerates of new and old elements’ 

in which identities are negotiated (Fahlander, 2007, p. 22). 

In his ethnographic study of classroom discourse, Canagarajah (1999) 

highlights the identities adopted by students to resist power; they codeswitch 

in order to achieve communicative efficiency and distance themselves from 

the lessons and teachers that treat them as passive learners. Codeswitching 

is the alternate use of two or more languages in which the speaker may switch 

from one language to another sometimes to achieve discursive empowerment 

and reinforce their identities as fluent speakers (see Sandhu, 2010). Thus, 

learners can resist the identities assigned to them to establish new identities 

for themselves by using the resources available. The notion of agency 

emphasises how learners exert power to modify the social world according to 

their desires by means of self-regulation and self-efficacy. Thus, people may 

accept or reject the way they are positioned by others and subsequently, this 

rejection or acceptance becomes the new identity imposed on them. 

3.8.1. Agency 

Agency can be defined as an individual’s capacity for self-determination, which 

results in them making the decision to accept or resist change (Carson, 2012). 

With regard to the significance of the concept of agency in identity formation, 

Block (2013) asserts that in the research on language and identity, social 

structures such as ethnicity and culture have been given much importance as 

the determiners of individual identity. However, Block (2013) claims that 

following the post-structuralist tradition, the researchers ‘grant much more 

weight to agency than to structure’ to understand how learners construct their 

identities according to their desires. In analysing how identities can be 

negotiated, shaped and reshaped by exerting agency, it is important to discuss 

the concept of positioning proposed by Davies and Harre (1990). According to 

Davies and Harre (1990), positioning is the process in which individuals 

position themselves differently from others. Positioning is classified into 

interactive and reflective positioning. Interactive positioning refers to the 

process of one individual positioning the other. Reflective positioning, on the 
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other hand, is the process of positioning oneself. In relation to this, Pavlenko 

(2002a) argues that in discursive practices these positions keep on changing 

as people are continuously involved in the process of positioning themselves 

and others. People are sometimes provided with subjugated positions; 

however, by using human agency they can resist the imposed power and 

position themselves as the powerful rather than the marginalised. According 

to Duff, agency refers to ‘people’s ability to make choices, take control, self-

regulate, and thereby pursue their goals as individuals leading, potentially, to 

personal or social transformation’ (Duff 2012, p. 414). An example of 

exercising agency can be seen in a study by Sandhu (2014) in Dehradun, 

India, where a participant named Aditi exerted agency to enact ‘resistance to 

discourses and privileged English speakers over Hindi speakers’. 

3.9. Ideology 

Ideology refers to the shared beliefs of a group of people, which are rigidly 

maintained despite a substantial degree of denial or ‘false consciousness’ 

(Kang, 2018).  Marxist views of ideology, which characterise it as false 

consciousness, see ideology as a system of false beliefs that justify the 

structures practising those beliefs (Brookfield, 2001). False consciousness is 

an individual’s particular state of mind that makes them hold false beliefs that 

are not in their social interest and prevents them from recognising hidden 

inequality and oppression (Rosen, 2016).  

The critical theory tradition points to the understanding that ideology is related 

to oppression and domination and is used to subjugate people to accept the 

ideas as normal and justifiable. Thus, ideologies are broadly accepted as they 

appear to be true and in favour of the majority. However, they create an unjust 

social order (Brookfield, 2001). Ideologies shape the way we view the world 

and play a significant role in convincing people that social structures are 

making social arrangements that work for the good of all.   

Marx believe that people’s consciousness is determined by the material 

conditions of society and by the ideologies of those who dominate and control 
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societal systems (Marx, 1973). Marx argues that a person’s material situation, 

such as their wages or their place of work etc., determines the extent to which 

they possess power.  Moreover,  Bourdieu (1986) asserts that sets of ideas or 

ideologies are constructed by power and that power is further determined by 

ideological structures in society. Dominant ideologies refer to the beliefs of 

dominant groups in society, which extend advantages to the already dominant 

group and disadvantages to the subjugated group (Morrison & Lui, 2000). 

Therefore, individuals who are members of the subjugated group are often 

undervalued and may hold negative ideologies about themselves, whilst those 

in the powerful group may construct empowering ideologies about themselves. 

Thus, power determines our thinking about the person’s membership of the 

bourgeoise or proletariat class (Cohen, 2009). 

In The German Ideology (Marx & Engels, 1970), Marx discussed two social 

classes: the proletariat and the bourgeoise. The bourgeoise refers to 

capitalists or those who own the wealth, and the proletariat are defined as 

labourers who engage in labour to survive and who have nothing to lose 

(Cohen, 2009). Positioned between the proletariat and the bourgeoise is the 

social class which comprises those who further the interests of the bourgeoise 

and generate false consciousness against which the proletariat do not rebel 

(Cohen, 2009). The proletariat, therefore, remain the labour class because, as 

a result of the influence of dominant ideologies, they are never convinced that 

they are being exploited and dominated (Cohen, 2009). Similarly, when 

discussing what she terms the dilemmas of ‘social justice’ in her accounts of 

the concepts of redistribution and recognition, Fraser (1995, p.76) states that, 

‘the proletariat receives an unjustly large share of the burdens and an unjustly 

small share of the rewards...and also suffer serious cultural injustices, the 

“hidden (and not so hidden) injuries of class”.  

However, Marx’s deterministic outlook on ideology – that it is predetermined 

and based on people’s economic conditions – has been criticised.  For 

example, Eagleton (1991) argued that ideologies are not false beliefs as 

defined by Marxists, but instead they contain elements that are broadly seen 
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as true and therefore are accepted without much resistance. According to 

Eagleton (1991, p. 30), ideology ‘signifies ideas and beliefs which help to 

legitimate the interests of a ruling group or class specifically by distortion and 

dissimulation’.  A similar point was made by Gramsci (1971) in his discussion 

of the concept of hegemony, which is explored below. These definitions 

suggest that ideologies are the beliefs of dominant groups in society, which 

rationalise social structures and mainly operate to the advantage of dominant 

groups (Eagleton, 1991). Ideologies are ‘institutionalized thought systems and 

discourses of a given society’ and therefore language plays an important role 

in constructing ideologies (Therborn, 1980, p. 2).   

Ideologies are often referred to in discussion of language and identity 

formation (e.g. Block, 2013; Norton, 2010; Pennycook, 1999; Sah, 2020). 

Language and ideology overlap,  as ideology operates in various ways through 

language or words, and both develop in social situations and affect social 

consciousness (De Costa, 2016). The way an individual thinks about 

something is a matter of language. We make up our minds through the words 

we and others use in a social context; it is the language in which the structure 

of ideology is both produced and reproduced (Benabou, 2008). In this way, 

ideologies are produced, reproduced and altered through language. For 

example, a language in the form of social and political slogans influences 

people’s mentalities or ideologies and consequently their social-economic 

worlds. The recently-popularised slogan ‘Black lives matter’, which was 

influenced by people’s ideologies, is an example that has further influenced 

people’s ideologies and disseminated the idea of democracy. 

Ideologies are not only produced and reproduced through language, but are 

also about languages. Blommaert (2005, p. 164) argued that ideology is a 

‘materially mediated ideational phenomenon’ which becomes visible when 

materialised in social practices, especially in language. The concept of 

language ideology highlights the links between social structures, language and 

ideology. Language ideology is a set of beliefs about language with an 

emphasis on the ideas a group has about the roles of a particular language in 
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a society, which contributes to the social experiences of members of the group 

(Kang, 2018). Applied linguists have focused on ideology and belief systems 

pertaining to the language shared by members of particular groups and the 

subsequent impact on their identity formation (Block, 2013; Norton, 1997). 

Ideology in relation to language has been recognised as one of the critical 

components of investment and identity formation (Darvin & Norton, 2015b). 

Althusser noted that ‘ideology was an organic part of every social totality’ and 

argued that human societies cannot exist without ideologies (Althusser, 1970, 

p. 232). In his definition of ideology, Althusser (1970) recognised both linguistic 

and non-linguistic aspects and thus did not confine ideology to language; 

rather, he conceptualised ideology from a broader perspective that included 

gestures, feelings, modes of behaviour and so on.   

Ideologies about the significance of particular linguistic features play an 

important role in dividing people into different social groups. These groups 

range from micro – between individuals – to a macropolitical social level. 

Several studies have investigated how language, particularly English, operates 

as a power in social structures and shapes people’s ideologies, particularly in 

the context of English as a second language (ESL) (e.g. Blommaert, 1999; 

Heller, 2010; Toohey, 2000).  

The neoliberal view of language as a commodity articulates a neoliberal 

ideology that emphasises that linguistic skills are converted into a commodity 

which operates as human capital (Block, Gray & Holborow, 2013). This 

ideology further develops the view or, in Marx’s words, false conciousness that 

investment in language bestows greater power and this reinforces the 

neoliberal notion or ideology. The neoliberal ideological force that supports the 

expansion of EMI is that linguistic capital, in the form of English, provides 

access to the global economy and therefore it is believed to be a powerful 

liberating tool for socioeconomically marginalised groups (see Block, Gray & 

Holborow, 2013; Ladousa, 2016; Norton, 2011; Ramanathan, 2006). Identity 

formation, as has been discussed above, is how a person comes to view 
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him/herself and others; this cannot be separated from their ideas and beliefs 

and is thus inextricably interwoven with language and ideology.  

In this study, the concept of ideology is examined in order to gain a better 

understanding of how the students enact and develop their competence and 

identity formation in discursive practices that are influenced by the prevailing 

societal ideologies. The concept of ideology needs to be carefully considered 

by looking at ‘more complex and layered space in which ideational, 

behavioural and institutional aspects interact along lines of consent and 

coercion’ (Blommaert, 2005, p. 169). The focus on the concepts of consent 

and coercion in ideology is reflected in Gramsci’s (1971) account of hegemony. 

3.10. Hegemony 

In his theory of hegemony, discussed largely in his Prison Notebooks, Gramsci 

(1971) talks about the supremacy of the power of one group or country over 

another through ‘coercion’ or ‘consent’. Hegemony is the balanced 

combination of coercion and consent in which coercion does not overpower 

the consent ‘but rather appears to be backed by the consent of the majority’ 

(Gramsci, 1992, p. 156). Thus, hegemony is the dominance of one person or 

group over another to gain their consent, which ultimately legitimises the ideas 

of the dominant group to the point that those ideas are accepted without 

coercion and become a norm in people’s everyday lives. Power relations are 

embedded in hegemony. The dominant group establishes its dominance by 

legitimising differences between them and other groups and forces the latter 

to view themselves in terms of these differences (Tang, 2005). This ideological 

control is the process by which people are made to accept that certain changes 

are in their best interests.  Hegemony plays an important role in constructing 

dominant ideologies which are built and imposed by dominant social structures 

and reproduced through hegemonic practices and consent (Gramsci, 1971a). 

Gramsci argues that ideological control is the highest form of hegemony and 

that ideology contributes to the maintenance of social structures and people 

themselves become enslaved to those power structures.   
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However, Blackledge and Pavlenko (2006) argue that domination through 

hegemony is usually only partially achieved as there is always the possibility 

of alternatives to the dominant ideology. An individual or group can resist 

ideological hegemony by positioning themselves as powerful rather than 

marginalised.  However, a wider perspective has been adopted by Darvin and 

Norton (2015, p. 44), who recognise ideology as a site of struggle and argue 

that ‘agents act within a spectrum of consent and dissent, and what appears 

to be consent sometimes may be a matter of hegemonic practices’. Hence, 

ideological hegemony prevents resistance and agency because people do not 

view themselves as victims of negative ideologies, but instead give their 

consent because of the perceived benefits of becoming part of the dominant 

group.   

Language plays an important role in establishing hegemony. This has been 

referred to as linguistic hegemony. Linguistic hegemony is the process of 

presenting the dominant language as the language of success and prestige 

which devalues other minority languages (Eriksen, 1992).  All languages and 

discourses are not assigned equal power in societies and this is why some 

languages become legitimised and others are devalued  (Pavlenko, 2002a).  

For example, the emphasis on English proficiency, because of its power and 

prestige across the globe, promotes English as ‘natural, neutral and beneficial’ 

(Pennycook, 1994, p. 9). In his concept of linguistic imperialism, Phillipson 

(1998, p. 104) views the English language as a ‘weapon for cultural and 

economic domination’. Despite the worldwide popularity of EMI, the impact of 

the hegemony of the English language in EMI on bilingual students’ education, 

and in turn on their identity formation, needs to be taken into account (Garcia 

et al., 2017).  

The English language, which is believed to endow social, cultural and symbolic 

capital, has emerged as the most desired language for progress in Indian 

society (Azam et al., 2013; Berry, 2013; Kaushik, 2011). Hence, the use of 

English or EMI in India is not simply an imposition but is negotiated through 

the subtle processes of consent building. Linguistic hegemonic practices, 
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therefore, determine the modes of inclusion and exclusion, and privilege and 

marginalise people and they may form their identities accordingly (Norton, 

2010). In the current study which has investigated the relationship between 

EMI and identity formation, the concept of ideological hegemony cannot be 

ignored. The hegemonic ideology that English is a prestigious language which 

serves as a language of oppression for those who do not speak this particular 

language makes people subordinate themselves to the influence of English 

without coercion. 

In heterogeneous communities such as India, the language used is one of the 

signs of identity around which people build boundaries, excluding those who 

do not speak the same language as them, and in turn being excluded by 

different language speakers (Mohanty, 2010). Influenced by social and political 

ideologies, the recognition of English, the global language, as one of the three 

main languages to be used in education in schools in India, confirms the 

acceptance of English and its hegemony in the Indian education system. 

Furthermore, the spread of EMI in India because of the overwhelming demand 

for it by parents who consider it to be the linguistic capital required for their 

children’s success is the manifestation of linguistic hegemony and to some 

extent self-imposed linguistic imperialism (Gupta, 1977). The prevailing 

ideological hegemony of the significance of learning in English for the 

educational, occupational and social development of an individual in the Indian 

context can have a significant impact on students’ social development and 

identity formation (see Kaur & Sharma, 2015;  Mohanty, 2010; Ramanathan, 

2016; Vulli, 2014).  

Thus, recognition of English as symbolic capital in the Indian context highlights 

the value conferred on children learning in EM schools over their counterparts 

in the regional language medium schools.  When students consider these 

ideologies in relation to future opportunities in their imagined communities, 

they could have an impact on their identity formation. Gramsci's theory of 

hegemony is useful in conceptualising how and why people in multilingual 

states like Punjab in India give consent to EMI in educational policy and 
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institutional arrangements that emphasise the significance of English for 

ensuring a better future for some students.  

3.11. Imagined communities  

Directly linked to the concept of identity formation is the concept of the 

‘imagined community’ (B. Anderson, 1991). Anderson (1991) coined the term 

‘imagined community’ to analyse the concept of nationalism and conceives of 

a ‘nation’ as an imagined political community. In his well-known book, 

Imagined Communities: Reflections on the Origin and Spread of Nationalism, 

Anderson (1983, p. 25) states that: 

I propose the following definition of the nation: it is an imagined 

political community—and imagined as both inherently limited and 

sovereign. It is imagined because the members of even the smallest 

nation will never know most of their fellow-members, meet them, or 

even hear of them, yet in the minds of each lives the image of their 

communion.  

 In his conceptualisation of the nation as an imagined community, Anderson 

focuses on two key concepts that are first, the nation as an imagined 

community is limited and second, the nation is sovereign. Its limits are  finite 

and based on the geographical and political boundaries of the nation which 

divide people from different territories who identify themselves with the people 

of their homogenous group. Focussing on the nation as a sovereign 

community, Anderson states that people identify themselves with the people 

from their community because they are members of the same sovereign state. 

Anderson further argues that people from even the smallest nations do not 

know most of the people in their nation, yet they perceive themselves to be 

part of that group or nation (B. Anderson, 1991).  Therefore, they feel a sense 

of community even with people they have never seen or met. In short, 

imagined communities refer to a group of people with whom we connect 

through our imagination and are not directly accessible (Kanno & Norton, 

2003). Some examples of imagined communities are: people from 



Jagdeep Gill                                                                                                                            s1476451 

 

80 
 

neighbouring states and communities: people from other religious groups; 

people who use other languages etc. 

Anderson notes that religion is not the only factor which raises national 

consciousness among people. Language is also central to Anderson’s theory 

of imagined communities.  Anderson emphasises the role of communication 

technology in formalizing language and influencing peoples’ imaginations to 

create their shared new imagined communities (B. Anderson, 1983). People 

may be from geographically separated communities, but sharing the same 

language plays an important role in imagining their connections with others 

and thus increases connections between distant populations. Language, 

therefore, is one of the causal factors for dividing people into groups and 

further uniting people with their imagined language communities through 

imagination. 

Furthermore, in their conceptualisation of the notion of imagined communities, 

applied linguists have extended the notion of imagined communities from 

geographic and political bounds to linguistic constructs and membership. For 

example, they have demonstrated in their research how people engage in 

language learning to connect with communities which are not directly 

accessible to them and investigated the influence of such learning on their 

identity formation (see Blackledge & Pavlenko, 2006; Kanno & Norton, 2003; 

Pavlenko, 2002). Norton introduced the idea of ‘imagined identities’ in the field 

of SLA and argued that there was a relationship between imagined 

communities and imagined identities (Norton, 2011).  Norton, particularly 

focussing on English as a lingua franca, discusses the future imagined 

identities where a person imagines ‘who they might be, and who their 

communities might be, when they learn a language’ (Norton, 2011, p. 22). 

Norton’s study, discussed in Section 3.13.1., demonstrates how some of her 

participants invested in learning English to access their imagined communities. 

For example Katrina, a Polish teacher, started learning English to access the 

teachers’ community of practice in Canada (Norton, 1995). In their study based 

on educational practices in classrooms, Kanno & Norton (2003) emphasise 
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that a learner’s investment in language and engagement in educational 

practices can be influenced by their imagined identities. Markus and Nurius 

(1986) refer to these future identities as future possible selves.   

Norton (2001) argues that "[a] learner's imagined community invite[s] an 

imagined identity, and a learner's investment in the target language must be 

understood within this context" (p. 166). Norton’s concept of imagined 

identities contributed usefully to my understanding of students’ investment in 

English and Punjabi. In the context of the current study, for students, the 

imagined communities are universities and future occupations or workplaces. 

Students’ imagined identities are central to their struggle for recognition and 

are integral to their future identities. Imagination is related to ideologies and 

hegemonies – the concepts discussed earlier. It is precisely because of the 

hegemonic ideology that English provides better educational and occupational 

opportunities, that parents of the children learning in EMI in Punjab imagine 

their children’s future identities as ‘doctors’ and ‘engineers’ (see chapter four).  

Investment in the English language is not limited to educational and 

occupational opportunities which may enhance their children’s economic 

capital but is further associated with their acquiring symbolic capital such as 

increased social status. So, parents of EMI schools in Punjab imagine their 

children as part of the highly educationally, professionally and socially 

distinguished class. Thus, in this study, how the individuals belonging to the 

two different groups – EM and PM schools – respond to the hegemonic 

ideologies of the importance of learning in English, and how they imagine their 

future identities, needs to be taken into account. 

To summarise the way in which identity formation has been conceptualised by 

the post-structuralists and scholars from other major disciplines – psychology, 

social psychology and sociology – I will use Hall's (1990) three different 

conceptions of identity: a) enlightenment subject; b) sociological subject; and 

c) post-modern subject. The enlightenment subject refers to the core self of a 

person, the capacity for consciousness and reason with which the 
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subject/person is born. This core self gradually unfolds when a person comes 

into contact with the social world and the individual’s capacity for reasoning 

influences his/her thinking which is how a person evaluates him/herself in 

relation to his/her social context. The core self remains static or essentially the 

same all the way through the individual’s life. Hall (1990) calls this an 

individualist conception of a person’s identity. The awareness that the 

individual’s core self is not independent and self-sufficient, but is formed in 

relation to significant others, is referred to as the sociological subject. In this, 

individuals categorise themselves and they still have an inner core, but this is 

continually modified by the external world. Thus, in the earlier 

conceptualisation the individual was believed to have a static identity, but in 

this conception, identity is influenced by the external world. Developing this 

idea further produces the post-modern subject, which addresses the identity 

as contradictory, shifting and continuously developing and identities are said 

to be shifting and in constant change. Under this third conception, the subject’s 

identity is considered to be formed by the interaction between self and society. 

Thus, in general, identity can be defined as an integrative concept that 

connects the self and aspects of the world around us. Hall’s (1990) 

conceptualisation of identity from social subject and post-modern subject is 

closely related and oriented towards the post-structuralist notion of identity 

discussed above. The concept of enlightenment, however, is in contrast with 

the other two concepts given by Hall, as well as the post-structuralist 

understanding of identity.  

The various theoretical perspectives on identity discussed above, ranging from 

psychological approaches such as cognitivism, to sociological approaches 

considering identities as socially constructed in relation to others, in addition 

to post-structural tradition highlighting the significance of power relations in 

identity formation, have enriched the field of identity formation studies. In 

conceptualising identity, scholars from all the major disciplines have provided 

interesting ideas but have not gone as far as the post-structuralist 

understanding of identity. Since identity formation is a complex and 
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multifaceted phenomenon, it appears therefore that no single theoretical 

perspective is sufficient to provide a multidimensional understanding of identity 

formation in the multilingual Indian context. 

Taking this into consideration, I have used an integrated theoretical framework 

to explore the impact of learning in a particular language on students’ identity 

formation. Adopting the post-structuralists’ understanding of identity in 

language learning – that language is a social practice in which identities are 

negotiated, and relations of power affect these interactions – I use Norton's 

(2013, p. 4) theory of investment and definition of identity, that is ‘the way a 

person understands his or her relationship to the world, how that relationship 

is structured across time and space, and how the person understands 

possibilities for the future’. For Norton, language, identity and context interact 

equally; she states that the various settings in which learning takes place 

influence a learner's identity. A post-structuralist approach, in particular, the 

notion of investment (Norton, 2000), enables me to examine the ways in which 

power relations between the two groups (EM and PM school students) and in 

the larger society, influence the students’ identity formation.  

For this study, the psychological theory of possible selves (Markus & Nurius, 

1986) has also been drawn on. The idea of possible selves is based on the 

factors of hope, fear, goals and threats, which provide an individual with an 

evaluative view of their current and future selves. People construct or imagine 

their identities based on the skills and abilities they think are required to obtain 

their desired future selves (Markus & Nurius, 1986). The theory of possible 

selves thus provides a conceptual link between individuals’ perceptions of their 

future identity and the language they speak or learn in. The theory of possible 

selves applies to the population of this study as students at adolescent age 

begin thinking about their future goals and careers. At this age, students are 

in the transition phase from school to college and are cognitively capable of 

conceptualising possible selves (Oyserman et al., 2002). In this way, students 

might link the language being used as a MOI to their possible future selves. 

This echoes many psychologists’ observations that people, and especially 
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adolescents, need to feel their self-worth in society or in groups significant to 

them, the lack of which can bring about an identity crisis (Erikson, 1950). 

Another significant theory that I use to analyse the data in this study is 

Bourdieu’s (1991) idea of capital because of my understanding that Bourdieu 

has adapted and talks about Bhabha’s idea of third space and hybridity, ideas 

that are most talked about by the poststructuralist scholars. Bourdieu’s concept 

of capital, as discussed above under Section 3.5, is clearly about social class 

and society as he states that capital is internalised through society and social 

structures such as schools (Bourdieu, 1992).  

While I have focussed on the post-structuralist perspective as this is the 

contemporary view of identity which believes that identity is in flux, always in 

process, can be constructed and co-constructed and that it is context 

dependent,  I believe that there is an overlap in how post-structuralists and 

scholars from other major traditions understand identity. In my study, I am 

investigating the identity formation of students learning in different languages 

in different educational contexts so the post-structuralist view of identity 

provides me with a bigger picture of the concept of identity formation that also 

includes ideas from the psychological, social psychological and sociological 

perspectives. The figure given below incorporates the key concepts of 

investment and other theoretical concepts related to investment and identity 

formation. 

 

 

Figure 4: The interrelationship between the key concepts of investment and 

other theoretical concepts and elements. 
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Before moving on to empirical studies on the language used as the MOI and 

the impact this has on identity formation, it is important to discuss the links 

between language and identity presented in the literature.  

3.12. Language and identity 

In the earlier discussion of post-structuralist theories of identity formation, how 

identity in language learning is conceptualised by various applied linguists was 

explored. Most of the concepts discussed above – subjectivity, investment, 

discourse, Bourdieu’s capital – have been used by post-structuralist scholars 

to theorise identity in relation to language learning. Indeed, in the social 

sciences, among the many factors that are considered to have an impact on 

individual identity formation, language remains an important component. This 

is unsurprising given that language is the means of communication and thus 

of expressing oneself, which determines a person’s identity by differentiating 

         INVESTMENT 

 

     IDENTITY FORMATION 

Power relations 

Sense of confidence 

Self- ability 

Anxiety 

Hesitation 

 



Jagdeep Gill                                                                                                                            s1476451 

 

86 
 

them from others (Jaspal, 2009). Hall, Cheng and Matthew (2006) argue that 

language is the means ‘by which we bring our worlds into existence, maintain 

them, and shape them for our purposes’ (p. 2). People learn languages for 

various purposes, for example for social interaction, in academia and for 

employment. Every language has its own significance. Some languages, 

however, carry more weight in comparison to others because of the 

advantages associated with them. For example, English, as the global 

language, is viewed as a powerful language in terms of the educational, 

employment and social benefits it confers (Crystal, 2005; Graddol, 2006; 

Tinsley & Board, 2017). 

The power of English, a lingua franca in the current globalised world (Butler, 

2013), cannot be ignored. The relationship between language and power has 

been well documented in the literature (Bhattacharya, 2016; Butler, 2013; 

Cheney et al., 2005; Mansoor, 2003; Sonntag, 2009). Kachru and Smith (2009) 

argue that the power of the English language can be measured by its 

demographic distribution, its native and non-native users across cultures. 

Kachru (1976) further illustrates the power of the English language by noting 

that English carries the ‘vehicular load’ of science and technology of the 20th 

century (p. 2). Moreover, English works as a gatekeeper to wealthy and 

prestigious positions both within and between nations (Pennycook, 1995). The 

dominance of English in India can be seen in the fact that English is perceived 

to be more influential than the official national language, Hindi (Mohanty, 

2006). Academically, the English language serves as a gatekeeper to higher 

education and prestigious fields of study (Berry, 2013). 

Hence, as a result of globalisation and English being considered a lingua 

franca, those who do not have a secure command of English consider this lack 

of knowledge as a threat to their identities (Belhiah, 2016; Canagarajah, 2007; 

Jenkins & Leung, 2013; Shiang, 2013). This has caught the attention of many 

scholars and therefore a large number of studies have been carried out which 

examined the influence of English as a second language on people’s identity 

formation (Hennig, 2010; Javdan, 2014; Norton, 2010b; Ricento, 2005; Wright 
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& Taylor, 1995); as a foreign language (Blackledge & Pavlenko, 2001; Dornyei, 

2005; Norton, 2009; Taylor et al., 2013); and as a language of learning (MOI) 

(Belhiah, 2016; Chan, 2010; Dash & Senapati, 2014; Soren, 2013; Ladousa, 

2016; Luscombe & Kazdal, 2014; Sandhu, 2015). 

3.13. Review of relevant studies 

A particular language being used as a medium of instruction (MOI) in the 

educational context suggests that students are being taught curriculum content 

in a language other than their mother tongue or home language. This 

phenomenon has been given different names in various geographical 

contexts. For example, it is referred to as ‘immersion’ or ‘content-based 

language learning’ in North America and ‘English-taught programmes’ and 

CLIL (Content and Language Integrated Learning) in Europe. EMI (English 

medium of instruction), however, is a term universally used in different 

geographical contexts and for different educational stages, such as primary, 

secondary (high school) or higher education. In the Indian context, EMI is 

generally referred to as English medium (EM) and so this term is used in the 

current study; the term PM is used to refer to Punjabi (regional language) 

medium of instruction.  

Much of the literature since the 1970s has investigated English as a second 

language  (Macaro et al., 2018). Scholars have focused on different aspects 

of SLL and foreign language learning, such as learners’ attitude towards SLL 

(Gajalakshmi, 2013; Gardner & Lambert, 1972; Krashen, 1981; Mojca, 2015); 

learners’ difficulties in learning English (Bowl, 2001; Chand, 2005; Hiew, 2012; 

Kannan, 2009; Santos, Black, & Sandelowski, 2014); and learners’ motivation 

in choosing SLL (Akram & Ghani, 2013; Dornyei, 2009a; Geoghegan, 2016; 

Ushioda, 2016). The central thread that runs through these studies is the 

significance of English as a global language. Researchers and educators in 

the field of SLL have realised that as a result of globalisation, many people 

need to learn new language skills, particularly in English, in order to meet the 

demands of the international labour market (Manh, 2012). Tsui and Tollefson 

(2007) call these technological and English skills ‘global literacy skills’ and 
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argue that ‘to respond to the rapid changes brought about by globalization, all 

countries have been trying to ensure that they are adequately equipped with 

these two skills’ (p. 1). This may be the reason why most countries in the world 

are becoming aware of the importance of introducing EMI in educational 

settings. The introduction of EMI, however, has both positive and negative 

implications for economics, culture and the identities of people in particular 

contexts (Coleman, 2006).  

In the last 20 years, the field of applied linguistics and foreign/second language 

learning and the area of EMI have seen an increase in the literature on 

language and identities of the learners. The literature covers various 

geographical contexts and types of participants; for example, migrant women 

in Canada (Norton, 1995); kindergarten and primary school students in 

Canada (Day, 2002; Toohey, 2000); migrant students from Hong Kong 

studying abroad (Jackson, 2008); Chinese migrant students in the United 

States (McKay & Wong, 1996); and Chinese pupils learning in complementary 

schools in England (Francis et al., 2009). Another strand of research in this 

area investigated how learners negotiate differences in their identities in the 

L2 writing process (e.g. Hamid & Jahan, 2015; Majchrzak, 2018; Ramanathan, 

2003). This is however by no means a complete list of the work in the area of 

language and identity formation in different parts of the world. Given the vast 

number of empirical studies conducted in relation to language and identity 

formation, in the following section I only present studies that are directly 

relevant to my work: Norton’s study on language and identity and other 

empirical studies on SLL, EMI and identity formation which mainly draw on 

post-structuralist perspectives, in particular the construct of ‘investment’ 

(Norton, 1995). The review of these studies will thus present relevant work that 

has previously contributed to research in the area of language and identity 

formation.  

A great deal of research in second language learning (SLL) in the 1970s and 

1980s was conducted to investigate the personalities, learning styles and 

motivations of individual learners (Brown, 1973; Greenfield, 1972; Schumann, 
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1976; Taylor, Guiora, Catford, & Lane, 1969). However, Norton (2016) argues 

that ‘SLA (Second Language Acquisition) theorists have not developed a 

comprehensive theory of social identity that integrates the language learner 

and the language learning context’ (p. 12). In relation to this, Block (2007) 

suggests that ‘before the 1990s, there was little or no research examining 

identity as a site of struggle, the negotiation of difference, ambivalence, 

structure and agency, communities of practice, symbolic capital, or any other 

constructs associated with poststructuralist identity’ (p. 866-867). Norton 

(1997) further aimed to develop a more dynamic view of identity formation by 

using the term identity to refer to ‘how a person understands his or her 

relationship to the world, how that relationship is constructed across time and 

space and how the person understands possibilities for the future’ (p. 410). For 

Norton, language, identity and context interact; she considers that the various 

settings in which learning takes place influence and are in turn influenced by a 

learner’s identity. Perhaps Norton’s (2000) study in which she explored the 

issues of identity, power, and access to English in classroom and workplace 

of five migrant women in Canada was the most influential study in the field of 

language and identity.  

3.13.1. Norton’s study on language and identity 

Norton’s earlier ethnographic study (1995) explored changes in participants’ 

social identities over time and, in particular, their struggle to achieve the right 

to speak in second language settings. In her study of five migrant women in 

Canada, Norton however investigated ‘how the learners make sense of their 

experiences and to what extent their particular historical memories intersected 

with their investment in language learning’ (Norton & Toohey, 2002, p. 22). 

Norton used various methods to collect data including individual diaries, 

interviews, questionnaires and observations. In her study, one young worker, 

Eva, transformed her self-concept over time, from an unskilled immigrant with 

no right to speak to that of a multicultural citizen possessing ‘the power to 

impose reception’ (Bourdieu, 1977, p. 648). Another participant in this study, 

Martina, also claimed her right to speak. Norton argued that as Martina’s 



Jagdeep Gill                                                                                                                            s1476451 

 

90 
 

identity changed from submissive immigrant to caregiver, so did her 

opportunities to speak and learn English. For Norton therefore, identity is 

influencing and being influenced by the various settings in which learning takes 

place. Following the post-structuralist tradition of identity formation, Norton 

perceived identity as multiple, dynamic and fluid. The multidimensional nature 

of identity is illustrated in this work through the figure of Martina, an immigrant, 

mother, language-learner and wife.  

Norton’s (1995) work also drew our attention to the role of power relations, 

which can further influence language learners’ identity formation. In her study, 

Norton focused on the participants’ investment in the target language learning; 

for example, she (1995) pointed out that Eva had more exposure to English 

because of her full-time employment  and that she was invested in learning 

English because of her understanding that she needed English ‘to work where 

she wanted to work...and to rid herself from an immigrant identity’ (p. 98). In 

this study, Norton (1995b) also drew our attention to resistance to learning the 

target language. For example, Katrina, another participant, stopped 

participating in English classes after her ESL teacher told her not to take 

computer classes because her English was not good enough. Katrina’s aim 

was to enter the teachers’ community of practice which she was a member of 

in her native country Poland before moving to Canada. The example of Katrina 

indicates how becoming a member of imagined communities (Anderson, 1991) 

can influence language learners’ investment and identities. Grounded in a 

post-structuralist view of identity formation, Norton’s (1995, 2000) studies 

influenced much of the later research on language learning and identity 

formation of migrant students (Cummins, 2001; Jeong & Lee, 2014; McKay & 

Wong, 1996; Rumbaut, 1994); students (Cummins, 2009; Tse, 2000); and 

women participants (MacPherson, 2005; Sandhu, 2010). Many of these 

studies were conducted in a context where English was the dominant language 

of education and society, and thus they revealed the struggles of the 

participants (mostly migrants) to construct their identities in a new 

environment. 
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3.13.2. Other empirical studies on SLL, EMI and identity formation 

3.13.2.1.  Studies with adult participants  

In an ethnographic action research study carried out over a period of seven 

years, MacPherson involved women participants to explore identity issues 

among Tibetan refugee women training to become nuns in the Dolma Ling 

institute in the Indian Himalayas. Macpherson (2005) investigated the identity 

conflict faced by Tibetan refugee women by undertaking a case study with five 

participants by using interviews and observation as research methods. She 

found that their struggle for identity led to frustration and a desire to liberate 

themselves from the fixed identity of ‘refugee’. Macpherson illustrated the way 

in which curricular reforms and the introduction of a bilingual Tibetan-English 

programme had transformed the identity dynamics for these women in the 

developing world. As refugee women in India, Macpherson’s participants were 

from an under-represented group. For these Tibetan women, English was an 

asset that enabled them to negotiate with international communities, and thus 

learning English was related to their political freedom, as well as to their 

economic prosperity. Macpherson (2005) noted that one of the participants, 

Duchen, rejected English language learning because the teacher addressed 

her as a woman, not a nun. According to Macpherson, for ‘these [Tibetan] 

women becoming a nun was a gesture of liberation... [which] provided them 

with an important lifestyle option outside of marriage and child-rearing’ (p. 

594). Another participant in Macpherson’s (2005) study, Thupten, on the other 

hand, embraced the bilingual Tibetan-English language programme in an 

assimilative manner. She was passionate about the modernisation of Tibetan 

society and was imprisoned several times as a result of campaigning for 

freedom. Macpherson (2005) pointed out that Thupten was aware that officials 

educated in the Tibetan-English language dominated the Tibetan government. 

Macpherson also noted that Thupten was not very good at English, but 

nonetheless, she was highly motivated to assimilate into an English-speaking 

culture and global modernity. Thus, according to Macpherson (2005), the 

Tibetan women’s decisions to join the Dolma Ling institute and become nuns 
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was based on several different choices: ‘(a) to commit to a life of renunciation 

for liberation (traditional), (b) to serve the Tibetan nationalist freedom struggle 

(modern), or (c) to have a socially acceptable life outside of marriage and child-

rearing (alternative)’ (p. 595). This reflects how Tibetan women similar to 

Norton’s (2005) participants (women) discussed earlier invested in different 

ways in their identity formation. 

As discussed in the previous section, different theories related to identity 

formation, discourse and discursive practices play a vital role in understanding 

an individual’s identity formation. Focussing on identity formation in discourse, 

Piller and Takahashi (2006) emphasise the discursive construction of the 

‘desire’ to learn English which was influenced by Japanese media discourses 

in particular in promotional materials for English language schools and study 

abroad programmes. In their ethnographic study, Piller and Takahashi (2006) 

employed formal and informal interviews, fieldnotes and observation to explore 

the identities of Japanese women who expressed a desire to learn English as 

a second language in Australia as a result of being influenced by media 

discourses. They believed that their lack of knowledge of English could have 

a considerable impact on their identities and, consequently, on their emotional 

and love lives, given that they wanted partners who were native speakers. 

According to Piller and Takahashi (2006) the lives the participants aspired to 

were entirely associated with English. Their aspirations to learn English, 

however, were a result of the influence of media discourses – ‘... be it the 

language school or on a broader level, the consumption of branded goods’ (p. 

80). In order to fulfil a desire to be part of ‘Sydney’s fashionable society’ and 

to have a ‘handsome boyfriend’, they sacrificed their careers in Japan and 

invested in English learning so as to become fluent in English. The researchers 

also documented that some of the participants silenced themselves because 

they felt that it was ‘impossible to become a white native speaker’ (p. 80). The 

researchers concluded that the women in their study told contradictory stories; 

some wanted Western men as boyfriends but also ridiculed Western men as 

‘losers’. For example, Yoko, one of the participants who wanted to become a 
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white native speaker, also noted that she had rejected many romantic 

proposals by many white native-speaking men. The researchers concluded 

that this is how these women challenge the hegemonic discourses that ‘white 

native speakers are desired and powerful and non-native speakers are 

desiring and powerless’ (p. 78). This study revealed how individual’s desires 

are formed by the discourses circulating in a given social context and also how 

the participants engaged their agency to either acquire the desired object.  

Similarly, in a narrative analysis of 19 women participants, Sandhu (2010) 

conducted interviews to investigate how Indian women constructed their 

identities in relation to their language of learning, and found that EMI in India 

was deeply associated with social and cultural capital. Sandhu (2010) 

highlights how ideologies and prejudices related to EMI and regional language 

medium education sustained and perpetuated negative stereotypes about 

people learning in languages other than English. For instance, women 

participants who had been educated in Hindi (regional language) talked about 

the way this developed their negative self-perceptions and discouraged them 

from considering themselves worthy of marrying an EMI-educated man. 

Sandhu’s (2010) study reported the ideological hegemony of such 

discriminatory beliefs. The studies discussed above highlight how women in 

different geographical contexts constructed their identities based on English 

learned as a second language or as a MOI. In the studies reviewed above in 

this section, the participants involved were adults, mainly women. 

Surprisingly, despite a thorough search of the literature not many studies 

engaging men as participants were found. Indeed, there is a lack of research 

that explicitly addresses men’s identity formation in relation to language in any 

context worldwide. There are a few studies involving men and women in the 

area related to health and social issues related to gender such as HIV, 

homosexuality and the impact of these on their identities (see Johal, 

Shelupanov, & Norman, 2012). This raises the question of how investment in 

language learning impacts men’s identity formation. Although this is not the 

topic of the current study it is worth noting that there is a huge gap in the 
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literature in respect of the type of participants involved in studies on language 

and identity formation.  

3.13.2.2. Studies with immigrant student participants 

As a result of the increased international migration of students to study abroad, 

researchers have also paid significant attention to the ways in which immigrant 

students construct their identities in foreign language contexts (Cummins, 

2001; Rumbaut, 1994). Many of these researchers drew on Norton’s (1995) 

concept of investment. McKay and Wong (1996) for example, unlike Norton 

(1995b) who mainly focused on the speaking skills of the participants in her 

study, investigated students’ investment in reading, writing, listening and 

speaking. They argue that investment in each of these skills can have a 

different impact on students’ identity in terms of how they view themselves and 

are viewed by others (Norton & Toohey, 2002). McKay and Wong (1996) 

employed observations and used the concepts of discourse and investment in 

their study with Chinese immigrant school students from seventh and eighth 

grades in California in the United States and asserted that classrooms are a 

site of social discourse. It is there that the students construct their multiple 

identities which shift according to their interactions with others and are based 

on the multiple discourses in which they become involved. The multiple 

identities of the students are then found to have varying impacts on their 

investment in language learning. For example, Michael, one of the participants, 

was also very good at athletics and thus very popular among the students. His 

identity as an athlete in school discourse encouraged him to invest in English 

speaking. McKay and Wong (1996) noted that due to this investment his 

English speaking skills were far better than his writing skills.  

Focussing on the students transiting from high school to college and with the 

purpose of comparing the ‘representation of ESL students’ in the two 

educational institutes, Harklau (2000) presented ethnographic case studies 

using interviews, observations and written documents with three US immigrant 

students with English as their second language. The way in which the two 

institutions represented the students had significant consequences for 
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students’ identities and their attitudes towards learning. As reported by Harklau 

(2000), in their high schools these students were represented as ‘hardworking, 

highly motivated students who had triumphed over adversity’ (p. 46). However, 

in college, the three participants were enrolled in the ESOL (English for 

speakers of other languages) program to test their English language 

competence. The researcher stated that in the college their previous 

experience and knowledge of English were overlooked and they were simply 

labelled ‘ESOL students’, which they found very unwelcoming as compared to 

the high school where they were represented as ‘hardworking’ and ‘well 

behaved’ students. The students resisted going to ESOL classes because 

there they were represented as newly-arrived immigrants which ignored the 

fact that they had been living in the United States for many years by this time. 

This is an example of how, because of the fear of losing their identities, the 

students resisted the norms of the new context. Consequently, Harklau (2000) 

concluded that the students’ investment in English learning was affected by 

the labels applied to them by the institutions. 

In her study, Jackson (2008) drew on post-structuralist and sociocultural ideas 

‘to address the nature of language learning, identity (re)construction and the 

development of intercultural communicative competence and intercultural 

personhood in L2 sojourners’ (p. 11). Secondly, she attempted ‘to test 

contemporary sociocultural perspectives by investigating the actual 

experiences of L2 sojourners following them from their home environment 

[Hong Kong] to their host [United Kingdom] culture and back again’ (p. 11). In 

this ethnographic study with four Hong Kong university students studying 

abroad, Jackson carried out interviews with the participants and documented 

their experiences in their home country and host culture. Jackson focused on 

the complex issue of identity construction when people from different linguistic 

and cultural backgrounds come together. In her findings, Jackson documented 

that Ada and Cori, two of the participants, struggled to maintain their identities 

as HongKongers in their host country. They were often mislabelled as 

Japanese or Chinese Mainlanders by their host families. As a result, these 
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young women viewed themselves as ‘foreigners and outsiders’ in their host 

country. This led them to develop a negative attitude towards the host culture; 

they resisted spending time with their host families and other locals and were 

unwilling to use English. In contrast, Elsa and Niki, the other two participants, 

were more open to the host language and culture. Rather than taking their 

hosts’ attitude towards them negatively they reflected on the possible reasons, 

such as their ‘behaviour’ and ‘communication style’ that might have resulted in 

the poor outcomes. In this way, they fully embraced the host language and 

culture and were more inclined to reconstruct their identities in a new linguistic 

and cultural environment. Jackson (2008) concluded that all the participants 

were influenced to various degrees by the social linguistic and cultural 

environment of their own and the host country. She noted that their identities 

were ‘contradictory, relational, and dynamic...and [their] sense of self-shifted 

over historical time and space’ (p. 198).  

3.13.2.3. Studies with student participants in the EFL (English as a Foreign 

Language) contexts 

In this section, I review studies conducted in some of the countries like Korea, 

Japan, China and India where English is not the native language but is the 

dominant language used as a MOI in schools and/or in higher education. 

Dearden’s (2014) study using questionnaires distributed in 55 countries (where 

English is not a first language) in association with the British Council, is the 

‘only study attempting to map the growth of EMI on a global scale’ (Macaro et 

al., 2018, p. 47). According to Dearden (2014) the report of their study provides 

‘a birds eye view’ of EMI in 55 countries which highlights the global 

phenomenon of EMI (p. 4). Dearden’s findings revealed that EMI was rejected 

in some countries like Indonesia for reasons such as teachers’ lack of 

proficiency in English, expenditure in terms of resources required for EMI, and 

students’ lack of proficiency in English.  Despite these barriers, in most of the 

countries surveyed EMI was in high demand by the parents. India was one of 

the countries that fell into this category. Therefore, as a result of EMI being 

recognised as a source of instrumental (related to economic benefits such as 
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employment) and integrative (associated with desire to integrate successfully 

with the target language speakers’ community) opportunities, English has 

been embraced as a MOI in education by many countries.  

As a result of the fast EMI growth rate across developing countries where 

English is not the first language, researchers have paid significant attention to 

the effect of EMI on the social, cultural, educational and professional aspects 

of people’s lives. For example, there are studies conducted in Hong Kong (Lin 

& Morrison, 2010; Yip, Tsang, & Cheung, 2003); Bangladesh (Hamid & Jahan, 

2015); and India (Ramanathan, 2005b; Sandhu, 2010). In most of these 

studies, the scholars have focussed on the positive and negative effects of EMI 

on students in their higher education in universities (Belhiah, 2016; 

Bhattacharya, 2013; Coleman, 2006; Lueg & Lueg, 2015; Manh, 2012). 

A considerable number of studies have focussed on the impact of EMI on 

students’ academic achievements in EFL contexts. For example, an 

ethnographic study conducted with college student participants by 

Ramanathan (2005) in Gujarat, India, using observations and field notes, 

revealed the literacy (reading and writing) struggles faced by the regional 

language medium students in higher education when compared to their 

counterparts who studied at EMI schools. In the literature various reasons 

have been given for such discrepancies in students’ competence which are 

mainly based on their learning in English or regional language. For example, 

Bhattacharya (2016) presented a case study with five young learners which 

investigated literacy practices such as rote memorisation and textual 

translation in EMI schools. Employing observations, structured and semi-

structured interviews and informal conversations, Bhattacharya found that 

such practices hindered students' critical thinking, thereby at times leading to 

poor language skills. Moreover, regarding the impact of EMI on students’ 

academic achievements, Piller (2016) asserted that, in EFL contexts, students 

focussed simultaneously on complex academic content and improving their 

language proficiency which put them at a disadvantage. Piller calls it a ‘sink-

or-swim’ approach in which the linguistic minority students are at disadvantage 
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and confront a twofold challenge that jeopardizes their academic performance 

(p. 170).  Rani et al. (2014) undertook a comparative analysis of English-

speaking skills among EM and PM school students of 10th grade from ten 

schools in the district of Barnala in Punjab, India. These researchers found that 

there was a significant difference between the proficiency levels of students 

from Punjabi medium and English medium schools. Several other studies have 

been carried out which report on the impact of EMI on the academic 

achievements of students (Kingdon, 1996; Kumari, 2016a; Singh & Sarkar, 

2015). 

Unlike such studies which highlighted that students who do not get chance to 

learn in English are at disadvantage, there are also a few studies (e.g. Patra & 

Babu, 1999) carried out in India that concluded that the regional language 

medium school students who had high IQ levels and they performed better 

than their counterparts in EM schools. As a multilingual country however, the 

Three Language Formula language policy discussed in the previous chapter 

is not applied consistently in all states in India. Hence, the few studies that 

highlight the advantages of the regional language medium over EMI cannot be 

generalised to the entire Indian context. 

 Although some of the studies presented above involved school student 

participants, they mainly focused on the cognitive and academic outcomes of 

students learning English as a foreign language but not on the impact that it 

had on their identities. However, there have been studies conducted in Punjab 

and several other contexts, both inside and outside India, which found that 

there is a close association between English-speaking and an individual 

having higher social and economic status (Bhattacharya, 2013; Kaur, 2015; 

Malik & Mohamed, 2014; Singh, 2006). These researchers found that learning 

in English conferred students with educational, economical, and social benefits 

and, consequently, EMI is the most sought-after method of school education. 

However, there are relatively very few studies of learning in EMI and students’ 

identity formation in the EFL contexts. 



Jagdeep Gill                                                                                                                            s1476451 

 

99 
 

3.13.2.4.  Studies related to EMI and students’ identity in EFL contexts  

Alongside the researchers’ significant attention to EMI because of its 

instrumental advantages, and their consideration of the negative impact of not 

learning in English on students’ academic achievements, very few researchers 

in their investigations engaged with the students’ identity formation in relation 

to the language used as the MOI. Studies conducted in this particular field in 

different EFL contexts are reviewed in this section. 

Hamid and Jahan (2015) explored the effect of EMI on student identity 

formation. Drawing on the identity theory of positioning, and Bourdieu’s 

concept of capital and symbolic struggle, they investigated the role played by 

MOI in shaping students’ identities in a globalising world. They used an 

analytical framework comprising content analysis to analyse letters written by 

students who completed their 10th grade of school at either an EMI or a 

Bangladeshi language medium school. They analysed 33 EM (English 

medium) and 28 BM (Bangladeshi medium) letters published in the Daily Star 

newspaper from 2002 to 2011. The BM students identified themselves as more 

patriotic i.e. as true Bangladeshis which represents their national identity in 

contrast to the EM students who they (the BM students) considered did not 

have much to contribute to nation building and identified as unpatriotic. 

However, the EM students highlighted their identities as a strong group who 

were ‘able to exert their social elitism, social capital (i.e. connections with 

political power), and linguistic capital’ (Hamid & Jahan 2015, p. 87). The 

researchers thus argued that EMI triggered social divisions that are rooted in 

the discursive space in society. 

Similarly, Ladousa (2016), in his fieldnotes from a study in Banaras in North 

India focussing on the impact of social discourses concerning EMI on students’ 

identities, noted that the use of Hindi (the national language) and English as 

the MOI ‘construct centre/periphery distinction in talk about schools’ (p. 214). 

Ladousa emphasised how, in spoken discourse in Banaras, Hindi medium and 

English medium schools are viewed as polar opposites. According to Ladousa 

(2016), the linguistic difference between the two types of school is clearly 
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reflected in their advertisements using two different scripts: Devnagri (Hindi) 

and English. The researcher stated that for the people in Banaras, the 

language of instruction, Hindi or English, becomes ‘a compelling aspect of 

schools’ identity’ (p. 217). Exploring the people’s beliefs, Ladousa found that 

English medium schools are preferred because of the social and economic 

opportunities that English provides. By contrast, Hindi medium schools are not 

considered as valuable due to the insecurities for the future that learning in 

Hindi might bring. There have been some similar studies conducted in India 

which highlight the positive impact of English speaking on one’s social status 

and  positioning (Banerjee, 2016; Ramanathan, 2008; Sekar, 2013). 

Khan, Sultana, Bughio, and Naz (2014) in their mixed methods study using 

questionnaires and interviews with university students revealed that students 

from Bangladeshi medium schools faced problems in their higher education 

studies when they entered English medium universities. These students were 

not only at an academic disadvantage because they had little or no command 

of English, but this also had a negative impact on their self-image and identity. 

The students in this study were also found to be overlooked by the teachers 

and it was difficult for them to engage in discussions in English and to interact 

with other English-speaking students. Khan et al. (2014) reported that, in this 

way, students became ‘marginalised’ as a result of their limited proficiency in 

English.  

From the studies discussed in this section, it is clear that the impact of learning 

in EMI on students’ identity has been investigated in some countries where 

English is not a native language although several researchers noted the 

scarcity of research in this area (e.g. Belhiah, 2016; Chan, 2010; Hamid & 

Jahan, 2015; Lai, 2004; Luscombe & Kazdal, 2014). Contemporary 

researchers, therefore, suggest exploring how EMI affects students’ identity 

formation, in particular in contexts where English is not the first language 

(Hamid & Jahan, 2015; Sandhu, 2010). It is important to note that most of the 

studies conducted in India discussed above have investigated how learning in 

English or regional languages can have an impact on students’ cognition and 
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academic achievement. A few studies conducted in states in India other than 

Punjab have helped in identifying the gulf between the college students who 

had their school education in EM and regional language medium (e.g. 

Ramanathan, 2005).  

Competence in English in India is viewed as a ladder to success and has 

become a goal for all from primary school onwards (Erling et al., 2016). Many 

educational, occupational, and even social advantages associated with 

learning in English have been discussed in the literature (see Mohanty, 2006; 

Ramanathan, 2005b; Sah, 2020; Sandhu, 2014b), but scholars have also 

highlighted unintended adverse effects of EMI. These include the potential loss 

of indigenous languages (Manh, 2012; Mohanty, 2010); the shift away from 

and deterioration of national languages (Garcia et al., 2017; Hanewald, 2016); 

and, specifically, unequal access to the English language (Arshad & Malik, 

2016; Bhattacharya, 2013; Jaspal, 2009; Kainth & Kaur, 2015), that can have 

a negative impact on students’ self-image. Many of the studies discussed in 

the sections above indicate that unequal access to EMI may harm people’s 

perceptions of themselves based on whether or not they have had the 

opportunity to learn in English. Therefore, to investigate high school students’ 

identity formation we must consider both the advantages of learning in the 

mother tongue and the complexities associated with attempting to introduce 

EMI into all schools in India. These are discussed in the following paragraphs. 

This discussion will further help to identify the impact of EMI on an individual’s 

identity formation. 

3.13.2.5. Advantages of learning in the mother tongue 

There is a plethora of research highlighting the advantages of learning in the 

mother tongue, for example students’ better academic performance 

(Cummins, 2001); students’ better communicative skills (Cummins, 2008; 

Jayalaksmi & Hussaini, 2020; Skutnabb‐Kangas & Toukomaa, 1976) ; reduced 

language loss among students (Mohanty, 2010; Phillipson, 2017; Skutnabb-

Kangas, 2009); and a lower communicative gap between parents and children 

(Cummins, 2001; Luz & Cruz, 2013). Furthermore, some contend that mother 
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tongue education results in increased self-confidence in learners and helps 

students with learning a new or second language (Dutcher, 2003). Some 

researchers argue that children can understand concepts and content more 

easily in their mother tongue and can retain them for longer (Cummins, 2009; 

Pavlenko & Blackledge, 2006; Piller, 2016). In contrast, using the dominant 

language, instead of the children’s mother tongue in the educational system, 

prevents children's access to education because of the linguistic and 

pedagogical barriers this creates (Skutnabb-Kangas, 2009). Research 

supporting bilingualism also stresses that learning a second language 

enhances children’s linguistic and cognitive development, and has a significant 

influence on an individual’s academic, social and cultural identity formation 

(Coleman, 2006; Cummins, Bismilla, Chow, & Cohen, 2005; Norton, 2016). 

Despite the number of advantages of learning in mother tongue, as a result of 

the impact of EMI,  children are required to leave their mother tongues at the 

school gate, which is the case in many private schools in India (Jayalaksmi & 

Hussaini, 2020). Since language is an integral part of one’s identity it is 

noteworthy that asking children not to speak their mother tongue in school, but 

rather in the dominant language, is like asking them to leave their identities at 

the school gate and they, therefore, can feel rejected and become less 

involved in school activities (Blackledge & Pavlenko, 2001; Block, 2007; 

Norton, 2009).  Many applied linguists view this forced language shift as one 

of the causes of  the rapid loss of the mother tongue because it is not being 

reinforced within the school context (Creese & Blackledge, 2015; Groff, 2016; 

Pavlenko, 2002).  This language loss has been viewed as a crime against 

humanity and referred to as linguistic genocide (Skutnabb‐Kangas, 2000).   

Using a bilingual educational approach, (i.e. using both the mother tongue and 

the dominant language), may perhaps communicate to students that their 

achievements in terms of their mother tongue proficiency are acknowledged 

and appreciated within the classrooms.  This affirmation of students’ home 

languages within classrooms, in this case in the Punjabi context, can 

encourage high school students to view their competence in Punjabi (their 
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mother tongue) as a valued component of their identities. Therefore, the use 

of bilingual instruction, or the additive bilingual approach proposed by 

Cummins (2005), may not only enable students to use their mother tongue 

more productively to learn the second language and the school curriculum 

content (Cummins, 2005), but also may prevent language loss. However, in 

light of the top-down Indian education policy, the implementation of a bilingual/ 

dual language of instruction programme in Indian schools would not be a 

straightforward task. The following section provides a discussion of the 

complexities of EMI in the Indian educational context.  
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3.13.2.6. Complexities of EMI  

There are a number of complexities in implementing EMI in all schools in India. 

English is not a mother tongue but is the dominant language used in education 

in India. EMI, therefore, is believed to be the cause of some of the problems in 

the multilingual Indian context. This section discusses both the complexities of 

implementing EMI and the complexities caused by EMI in India, as debated in 

the literature.  

3.13.2.6.1. Complexities to implement EMI 

There is a plethora of research based on EMI and CLIL (Content and 

Language Integrated Learning) which highlights the complexities of teaching 

in a language other than the mother tongue (Bruton, 2011; Coyle, 2007; Nikula, 

Dalton-Puffer, Llinares, & Lorenzo, 2016).  CLIL is the policy adopted in the 

European educational system which focuses on teaching content in a foreign 

language and which has dual aims: to teach the content and simultaneously to 

teach a foreign language (Nikula et al., 2016).   

Various factors, such as teachers’ lack of training in teaching English as a 

second language (S. Mahapatra & Mishra, 2019; Walia, 2010); high pupil-

teacher ratios (Muralidharan & Kremer, 2006; Tooley et al., 2007); and lack of 

resources or materials for supporting and creating the English language 

teaching environment (Mohanty, 2010; Muralidharan, 2013; Sah, 2020), have 

been discussed as the factors contributing to the complexities with 

implementing EMI in all the schools in India.  English is not used extensively 

in families and in the social lives of children in India.  EMI students in India are 

often taught by teachers who have English as their second language and they 

share the same linguistic and social environments as their students (Bhatnagar 

& Das, 2014; Ramanathan, 2005, 2014).  Therefore, researchers argue that 

teachers have insufficient English skills to deliver the content in English, and 

that pupils are unable to understand what they are being taught (Sah, 2020). 

Hence, implementing EMI in all schools in India would add to the burden of 

teachers were they required to teach the content in English, and would 
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increase the burden for students who do not receive a great deal of support 

with their learning at home.  

Moreover, the average pupil-teacher ratio in EM private schools is less than 

the ratio in public schools in India (Government of India, 2019).  This is one of 

the main problems affecting the quality of English teaching and learning and 

EMI in India. Small class size in general, and small language class size in 

particular, are believed to enhance educational quality in EMI (Nguyen et al., 

2014). In a survey conducted in elementary schools in the eight states of India, 

Mehrotra and Panchamukhi (2006) found that some of the schools in rural 

areas were single teacher schools where one teacher teaches all the subjects 

and in the majority of cases were untrained. This situation reflects the 

widespread shortage of trained teachers in India.  Large class sizes have also 

been noted as one of the factors that may affect the quality of teaching as 

teachers may have to be more attentive to behaviour management, class 

control, and discipline such as students’ taking turns in answering etc.  It has 

also been revealed in some studies that, because of the restrictions in physical 

movement resulting from large class sizes, group project work in the 

classrooms is not possible (see Nguyen, Warren, & Heather, 2014). Large 

class size, therefore, may influence the teacher’s choice of pedagogical 

methods that can be used in the class. 

Large class size becomes a cause of insufficient communicative activities in 

classrooms which is also one of the complexities of EMI. English is a foreign 

language to students in India and teachers use the grammar-translation 

method to teach English because their main aim is to cover the topics for the 

examination so students do not receive many opportunities to communicate in 

English (Martin, Krishnamurthy, Bhardwaj, & Charles, 2003).  

As has been discussed in a previous section of the thesis, the main objective 

for implementing EMI in India was to develop students’ competence in English 

to enable them to access higher education and employment, both domestically 

and abroad.  The success of EMI in developing countries like India, however, 

is contingent upon material resources (i.e. facilities which promote language 
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learning such as libraries to promote reading, and Information and 

Communication Technologies) as well as human resources (e.g. well- trained 

teachers).   Lack of material and human resources is the case in many 

multilingual contexts, including India. For example,  Sah and Li's  (2018) study 

in Nepal, Park's (2011) study in South Korea and Kaur & Bhangu's (2015) 

study in Punjab, in India, reported that teachers’ lack of training in teaching 

English as a second language, and a lack of other material resources which 

are required to teach ESL efficiently, were important factors which prevented 

successful EMI instruction. There are pedagogical methods such as 

codeswitching (the alternate use of two languages) and translanguaging (use 

of two or more languages to prevent barriers between bilingual speakers and 

to facilitate communication in multilingual contexts) which can be used to 

enhance students’ understanding of the content (Garcia et al., 2017; Heller, 

1992). However, because of a lack of training in using these strategies in 

teaching and in classrooms, most interactions in classrooms are carried out in 

the local language/s. There can be little expectation that teachers, who lack 

appropriate training, could employ teaching techniques which would help their 

students to become competent in English. In order to implement EMI in all the 

schools, the government in India needs to consider appointing more teachers 

and, most importantly, well-trained teachers. 

Policymakers often justify the implementation of EMI because it maximizes 

students’ exposure to English. There is a common belief that in non-

anglophone multilingual countries proficiency in English, which people aspire 

to achieve to enter the global world, can be better accomplished by learning in 

EMI. Despite the stakeholders’ (parents, students) aspirations for EMI, which 

is believed to increase students’ proficiency in English, the lack of explicit 

policy on medium of instruction (MOI) in India seems to be one of the reasons 

why EMI is not implemented in all the schools in India. The Three Language 

Formula (TLF), the language in education policy, guides the use of language/s 

in education.  TLF encourages the use of regional languages at least in primary 

education so it appears to support the use of Indian languages in education. 
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For example, following the TLF, the Government of India (2019) recommends 

that:   

When possible, the medium of instruction – at least until Grade 5 but 

preferably till at least Grade 8 – will be the home languages/mother 

tongue/local languages. Therefore, the home/ local language shall 

continue to be taught as a language whereas possible (p. 80).  

Further on in the report, it states that:  

The school education system will make its best effort to use the 

regionally preponderant home language as the medium of instruction. 

However, the system should also make full efforts to establish an 

adequate number of schools having a medium of instruction catering 

to significant linguistic minorities in that region (p. 80). 

It has been discussed earlier in Section 2.9 in the thesis that the decision 

to implement EMI in 400 government schools in Punjab was influenced by 

the stakeholders’ (e.g. parents, teachers, students and local leaders) 

ideologies that EMI provides students with more educational and 

occupational opportunities.  Such ideologies appear to have been shaped 

by the hegemonic position of English in India (NDTV, 2015; Sandhu, 

2014b).  In addition, in the multilingual Indian context, English is viewed 

as an ‘alternate hegemony’ to ‘challenge traditional linguistic hierarchies’. 

EMI is perceived as ‘an egalitarian policy of redistributing linguistic capital 

of English more evenly across the diverse social classes’ with the hope 

that it will enable students to access equal opportunities in the future’ 

(Vaish, 2008, p. 199).  

3.13.2.6.2. Complexities arising from EMI 

Moving on to the complexities caused by the implementation of EMI, there 

are not only academic concerns but also social justice issues triggered by 

the use of EMI. One of the important issues is the division of people into 

different classes.  EMI leads to unequal access to English in South-Asian 

countries (Sah, 2020).  Sah argues that the provision of EMI in some 
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schools, but not in all, reproduces educational and social discrepancies 

among students.  It divides students into two categories: those who have 

access, and those who have no access, to EMI.  This further marginalizes 

students who are deficient in the language which operates as a form of 

valued linguistic capital in India and abroad.  

Therefore, by perceiving competence in English as valued linguistic capital 

in a neoliberal world, people may look down upon their native language/s.  

This may impact adversely on their attitudes towards their local languages 

and can affect their sense of linguistic identity. This could cause a serious 

threat to the survival of local languages and may lead to linguistic genocide 

(Skutnabb‐Kangas, 2000). 

Despite the negative implications of the introduction of EMI noted in many 

studies, positive effects of learning in English were also found (Macaro et al., 

2018). One of the important positive constituents of the introduction of EMI is 

the fact that English is a global language and so it provides various linguistic, 

economic and social advantages.  

Most of the studies reviewed and presented above in the literature review 

highlighted both the negative and positive effects of EMI mostly from an adult 

perspective i.e. women, teachers etc. Some of the studies also engaged 

university students. Very few studies have however involved high school 

students as the participants. The limited number of studies that do involve 

student participants in an Indian context also tend to focus on the impact of 

EMI on students’ academic achievements (Kaur, 2015; Mohamed, 2013; 

Ramanathan, 2003).  

Surprisingly, there have been relatively few studies carried out exploring how 

EMI in schools in India, can have an impact on high school students’ identity 

formation.  Despite an extensive search, no study carried out in the state of 

Punjab, in India investigating the impact of learning in English on high school 

students’ identity formation by involving high school students, has been found. 

There is a wealth of literature on EMI and adults’ identity formation. However, 
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EMI does not pose adolescents the same challenges as adults. Therefore, to 

explore several issues related to the language used for instruction and 

students’ identity formation, high school students are one of the groups which 

need to be involved in the research on such a sensitive topic. Indeed, the 

obvious gap of studies involving high school students in this significant area of 

research is one of the compelling reasons to carry out this study to contribute 

some context and age - appropriate research into the field of language and 

identity formation. 

Importantly, in a recent systematic review of literature on EMI in higher 

education in many EFL countries, Macaro et al. (2018) assert that none of the 

works they reviewed report whether the institution, faculty or the students were 

engaged in discussions about or voiced their opinion on what subjects to 

introduce EMI in. In fact, in most of the studies, the reasons given for the 

introduction of EMI were the need to match the language of exams (Belhiah, 

2016) and to learn the language of science and technology (Mojca, 2015; 

Sindkhedkar, 2012; Yip et al., 2003). Thus, it is important to engage high 

school students in this field of research and to gather their views on language 

and identity. As discussed earlier and as recommended in Erikson’s (1950) 

ground breaking work on identity, that adolescent stage of life is when a person 

may go through an identity crisis and may become stressed especially at the 

earlier stage of transition from middle to high school or high school to college. 

It is relevant therefore to explore high school students’ perceptions about their 

identity formation in relation to the language in which they are learning. 

Although some studies have generated valuable insights into identity in 

relation to EMI and learning in a regional language, not much light has been 

thrown on the contested nature of identity in contexts like Punjab in India where 

the great tensions between global, national and local languages to be used as 

the MOI in schools are basically caused by the politics of language in 

multilingual India. To my knowledge, no empirical research related to the MOI 

and its impact on either students’ academic achievements or their identity 

formation has been conducted in Punjab state, India and, in particular, in the 
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district of Gurdaspur, which is the site of the current study. This site is therefore 

considered new ground for an exploratory study of this kind.  

I believe that identity in relation to MOI is an important issue to investigate at 

this time given that the Punjab government is introducing EMI in 400 

government schools in Punjab. It was reported in a newspaper article by Singh 

(2017) in a well-known newspaper, The Tribune, that the education minister of 

Punjab, Aruna Chaudhary, had stated that ‘Back-to-back meetings are being 

held to implement the proposal [introduction of EMI in government schools]. 

Parents prefer private schools only because these have English as the 

medium of instruction’.  

The current study therefore builds on and extends research on the language 

chosen as a MOI and the effect of that on the identity formation of students as 

a result of the challenges they face related to unequal access to the English 

language.  

 

3.14. Summary 

This chapter has presented the shift that has occurred in the conceptualisation 

of identity formation in relation to language learning. Several identity theories 

of scholars from the main disciplines of psychology, social psychology and 

sociology, together with the poststructuralist theories of identity, were 

explored. Empirical studies, from a variety of geographical contexts but of 

direct relevance to how learning in English or any other language can have an 

impact on the individual’s identity formation have also been discussed. 
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Chapter 4: Methodology 

4.1. Introduction 

When selecting an appropriate methodology for any research study, careful 

planning to ensure coherence and integration between different parts and 

stages of the research, such as the aims, research question(s), data-gathering 

methods and the process of data analysis, is referred to as ‘methodological 

congruence’ (Morse & Richards, 2002). To ensure methodological 

congruence, which has been described as the hallmark of good qualitative 

research (Richards & Morse, 2007), I interwove all the above-mentioned 

components into a coherent and systematic framework throughout the current 

study. This methodological congruence allowed me to determine the most 

appropriate research approach and design. This chapter outlines the 

methodological decisions made and the steps taken to achieve methodological 

congruence. 

First, this chapter presents the philosophical underpinnings of the current 

research.  Second, it considers the research aims and the research question, 

as well as explaining the rationale underpinning the choices made about 

adopting a qualitative research approach and constructivist grounded theory 

in this study. Third, the chapter focuses on the sampling approaches and 

selection of the methods employed to recruit the participants in this study. 

Fourth, the data analysis approaches are outlined, followed by clarification of 

other research considerations, such as trustworthiness, reflexivity, 

generalizability and the ethical considerations with which this study complied. 

4.2. Philosophical underpinnings 

Philosophical or theoretical assumptions refer to the knowledge claims with 

which a researcher begins a research project. These assumptions are 

important to understand as they remain largely ‘hidden’ but play a vital role in 

providing direction when designing a research study (Creswell, 2014a). 

According to Creswell (2003), ‘researchers start a project with certain 

assumptions [knowledge claims] about how they will learn and what they will 
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learn during their inquiry’ (p. 6). These philosophical assumptions are referred 

to by different names in the literature on methodology, such as paradigms 

(Lincoln & Guba, 1995), epistemologies and ontologies (Crotty, 2007). In my 

research, the theoretical perspective that the reality of the world is established 

by people’s beliefs and understandings, and that each individual constructs 

his/her reality, provides a philosophical basis. Specifically, I wanted to co-

construct knowledge with the participants by obtaining their perspectives on 

high school students’ investment in the language in which they were learning 

and its impact on their identity formation, by using in-depth and highly-

interactive interviews (Holstein & Gubrium, 2004). New knowledge was then 

created based on the interpretive understanding of the knowledge shared by 

the participants. Thus, in executing this study, I drew on a constructivist 

paradigm which supports the idea that reality is constructed in individuals’ 

minds, and knowledge is created based on interpretations made about the 

subjects’ lived experiences (Lincoln & Guba, 1995). In such research, the 

researcher is a participant and the results of the study are believed to be co-

constructed by the shared understanding of the researcher and the 

participants. Before continuing the detailed discussion of the research 

methodology used for the current study, I will demonstrate the process of 

methodological congruence in the current study with the help of a diagram 

given below. 
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Figure 5: The research process demonstrating methodological congruence 
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4.3. Research aims and research question 

This study is exploratory, naturalistic and descriptive in nature; I sought to 

understand the phenomenon of high school students’ identity formation by 

investigating their experiences and opportunities, or lack of opportunities, in 

relation to the language in which they were learning in their school and their 

perceptions of their future possible selves, both of which may obstruct or 

nurture the formation of their identities. The research question in the current 

study was developed based on this aim and the main focus of the study which 

relates to investment and identity formation.  Thus, the overarching research 

question my study sought to answer is: In what way, if at all, does investment 

in learning in English or Punjabi affect the learners’ construction of their 

identity? 

4.4. Research approach and research design 

To answer such a broad overarching research question, the ideal research 

approach would allow me to investigate the experiences of the participants, 

and elicit their insights into the complex phenomenon of identity formation. 

Therefore, I reflected on the possible strengths and limitations of the main 

research approaches: quantitative, qualitative and mixed methods. Given that 

I wanted to explore attitudes and experiences with the participants, I decided 

that the most appropriate research approach for this study was qualitative and 

that adopting Charmaz's (2006) constructivist grounded theory would best 

allow me to find answers to my research questions. The rationale for these 

decisions is outlined below.  

4.4.1. Qualitative research 

The various debates surrounding research approaches in the methodology 

literature significantly influenced my thought process and decisions about the 

research approach and design chosen for the current study. The literature on 

research methodology stresses that the entire research approach should be in 

the service of the research aims and questions as they flow from the research 

problem and purpose statement (Bryman & Cramer, 1994; Creswell, 2014b; 
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Crotty, 2007; Maxwell, 1996; Robson, 2011; Thomas, 2013b). First, I identified 

that the research aims and the research question outlined above are 

exploratory, therefore, they necessitate a qualitative study. Second, I reviewed 

the literature on poststructuralist views on identity formation and on the 

concept of investment, and concluded that both would be particularly helpful 

to me when conceptually framing the current study. Poststructuralists view 

identity as multiple, changing, in flux, emerging and in  process as it is co-

constructed with other people in discourse (Bamberg & Fina, 2011; Cote & 

Levine, 2014; Norton, 2016b). The concept of investment, from a sociological 

perspective, serves as an overarching umbrella term which encompasses 

other main concepts used in this study such as capital, ideology and agency, 

and captures the complex relationships between power, language learning and 

identity formation (Norton, 1995).  Both a poststructuralist view of identity 

formation and the concept of investment developed my understanding that 

students’ identities are constructed discursively in dominant social discourses 

in relation to the language of the MOI, and that power relations play an 

important role in the process of an individual’s identity formation. Moreover, 

Norton (2013) drawing on a poststructuralist perspective, recognised identity 

as multiple and changing, and argued that ‘a quantitative research paradigm 

relying on static and measurable variables will generally not be appropriate’, 

for research on identity formation (p. 13). For example, several studies on 

language attitudes and identity formation which were undertaken in the 1990s 

used quantitative surveys with closed-ended questionnaires (e.g. Axler, Yang, 

& Stevens, 1998;  Evans et al., 1998; Pennington & Yue, 1994; Pierson, Fu, & 

Lee, 1980). Such surveys, however, are unlikely to reveal individuals’ attitudes 

and beliefs as the participants are restricted by having to choose from a list of 

possible answers provided by researchers, and hence they are not given an 

opportunity to express themselves openly. 

Emphasising the significance of adopting a qualitative research approach to 

investigate identity formation, Norton states that we (the researchers) require 

a research approach which enables us to focus on ‘issues of equity and power’ 
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and ‘work in this tradition [poststructuralism] calls for qualitative research 

design’ (Norton 2011, p. 426). Thus, engagement with the literature on identity 

formation, and in particular on the concept of investment in language learning 

and identity formation from a poststructuralist perspective, developed my 

understanding of how students’ identities are constructed. I therefore 

concluded that a qualitative mode of inquiry was the most appropriate 

approach for exploring the process of students’ identity formation in the current 

study. 

A third reason for using a qualitative research approach was that qualitative 

research methodologies afford the participants an opportunity to debate and 

discuss their experiences, rather than simply responding to the assumptions 

made by the researcher, as in quantitative research which mostly lacks 

narrative accounts. Adopting qualitative approaches to data gathering allows 

us to hear the voices of participants, and therefore to understand their 

experiences within the context whereas a purely quantitative research 

approach provides a limited understanding of the context (Maxwell, 1996; 

Norton, 2009; Patton, 1990; Pavlenko, 2002a). In addition, qualitative research 

approaches enable to varying degrees the researcher’s participation in the 

field and allows the researcher to explore the research context in depth, thus 

enabling him/her to better understand the particular phenomenon under study.  

There has been a strong focus on using narratives in research on identity 

formation (see Block, 2007; McKay & Wong, 1996; Norton & Toohey, 2011). 

Although I am not using narrative approaches to data gathering and analysis, 

the narrative accounts obtained in the participants’ interviews, in which 

attention was given to exploratory and interpretive inquiry, played a vital role 

in obtaining in-depth data from the participants in the current study. This type 

of research, therefore, has the capacity to illustrate the dynamics of a particular 

context. In the current study, the dialogic exchanges among the participants in 

the focus groups and with me (the interviewer) in the extended interview 

provided detailed interview excerpts or narrative accounts. Emphasising the 

significance of narrative accounts in research on identity and language, Norton 
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(2011) noted the particular contribution that narrative interview accounts can 

make to co-construct knowledge. Qualitative research, therefore, provides a 

holistic approach as it entails interactions with the participants through debate 

and discussion. Beyond these theoretical and methodological reasons, I had 

some personal reasons for preferring a qualitative research approach. Those 

are outlined in the following paragraph.  

In this study, I also sought to explore whether and to what extent the different 

languages that are used as the MOI foster social inequality among students 

and the reproduction of an elite and non-elite social class in the Punjabi 

context. I was also keen to know if the discrepancies in the language of 

learning draw on the differences between students at a social level and affect 

their social identity. Social inequality caused by the difference in the language 

of teaching and learning in school could have an impact on students’ identity 

formation in relation to the social significance of the language in which they 

were being taught. I was interested in finding out whether PM students feel 

that they are marginalised or at a disadvantage because they are not learning 

in English, the most in-demand language for higher education and good 

professions in Punjab, India. Developing a detailed account of all this to further 

help me to identify the process of students' identity formation, was possible 

only through direct interaction with the participants in order to conduct a purely 

qualitative study by using extended interviews.  

I also reflected on other types of research approaches: quantitative and mixed 

methods research. A quantitative research approach, which generally uses 

closed-ended questions, is considered more relevant when the intention is to 

generalise from a sample of a wide population (Fowler, 2013) and this is mainly 

relevant to phenomena that can be expressed in terms of quantity. 

Additionally, a quantitative research approach primarily answers questions 

related to measuring ‘how many’ or ‘how much’ of certain variables. It is mainly 

used to identify the similarities and differences between different variables, to 

measure outcomes and to test theories. Moreover, quantitative research is 

often conducted by collecting data through surveys. However, in order to 
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explore participants’ beliefs within social settings in a more contextualised way, 

it was essential to be in direct contact with them to investigate social processes 

and to establish how the language used as the MOI has affected their identity 

formation.  

Furthermore, in the literature on methodology, although quantitative and 

qualitative research tends to be viewed as two different approaches, with the 

former underpinning a positivist paradigm and the latter underpinning an 

interpretivist paradigm, many researchers argue that these two research 

paradigms are related and thus they cannot be separated completely; they, 

therefore, consider a mixed-methods approach to research as one of the main 

approaches (Creswell, 2014a; Robson, 2011; Thomas, 2013b). I reflected on 

adopting a mixed-methods approach, which is believed to enrich the findings, 

increase the depth and breadth of a study and allow generalization (Creswell, 

2014a). A mixed-methods study could have drawn on the strengths and 

minimised the limitations of both quantitative and qualitative research, helping 

with ‘bridging the schism’ between quantitative and qualitative research 

(Johnson & Onwuegbuzie, 2004). However, I decided that, had a mixed-

methods approach been used, although it could have made a further 

methodological contribution to the research9, this would not have been a 

suitable approach to answering the research question and for co-constructing 

knowledge because the use of questionnaires instead of focus groups would 

have affected the methodological congruence. Additionally, had I undertaken 

a mixed-methods study, and replaced the focus groups with questionnaires, 

the data gathered from questionnaires would have lacked an interactive 

element, which was essential in helping me in the co-construction of 

knowledge.  

 

 

9 in most of the studies about identity formation a qualitative research approach was used. 
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One may argue that questionnaires with open-ended questions could have 

been used to gather more detailed information. However, such questionnaires 

would not have provided enough freedom to the participants as they mainly 

comprise questions with options from which the participants are required to 

select a response and, in some cases, invite them to elaborate on or justify 

such responses. However, probing these brief qualitative responses further 

would not have been possible. Moreover, as explained earlier in this chapter, 

the research question drives the entire research process, and therefore a 

mixed-methods approach would have only been appropriate had the research 

question sought to allow me to gather both exploratory and confirmatory data 

(Bryman, 1994). The research question for the current study is not however 

about measuring outcomes or testing theories; it is purely about developing 

understanding and co-constructing knowledge, elements that are closely 

linked to qualitative research questions that attempt to explore a topic in some 

depth to allow researchers to collect rich data. Therefore, having carefully 

considered the overarching aims of the research, the research question, and 

the strengths and limitations of adopting a mixed-methods approach, I decided 

not to use this research design.  

In order to collect rich data and to allow me to gain a full and nuanced 

understanding, I used semi-structured, highly-active and interactive interviews, 

as described by Holstein and Gubrium (2004), as one of the data-gathering 

methods for this study. Active interviews enabled me to probe and gain in-

depth information on the topic. In active interviews, interviewers and 

interviewees interact to construct a shared understanding that creates 

knowledge, which is one of the features of a constructivist grounded theory 

approach (Charmaz, 2014). Providing a ‘thick description’ (Geertz 1994) of the 

findings also allowed for contextualisation and helped me to present detailed 

information about the context. 

In summary, qualitative research is generally subjective in its approach and it 

is considered to be the most appropriate way of exploring social world 

phenomena, such as human experiences and emotions (e.g. Bryman, 1994; 
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Flick, 2007; Lewis-Beck, Bryman, & Liao, 2004). Information on a topic such 

as identity formation, in which participants’ personal experiences need to be 

investigated, can be more effectively gathered by using a qualitative research 

approach in which participants’ voices can be heard. Considering all the 

practical advantages of the qualitative research approach outlined above in 

this chapter, the overarching research question and the desire to study 

participants in their natural setting, I concluded that a qualitative research 

approach was the most appropriate for the current study.  

4.4.2. Constructivist grounded theory (CGT) 

Given the broad focus of the current study, I considered constructivist 

grounded theory (CGT) to be the most appropriate approach with the potential 

to provide insight into the complex phenomenon of identity formation. I decided 

to use CGT rather than traditional grounded theory (Glaser & Strauss, 1967a). 

There are philosophical differences between the grounded theory designs 

developed by different scholars. For example, the traditional grounded theory 

outlined by Glaser and Strauss (1967) has its ontological roots in realism and 

it is defined as ‘the discovery of theory from data’ (Glaser & Strauss, 1967, p. 

1). It is also inductive in nature as the researcher does not have any 

preconceived ideas and all ideas emerge from the data collected (Glaser & 

Strauss, 1967a). Strauss and Corbin’s grounded theory, which has its 

ontological roots in relativism, provides researchers with an authoritative voice 

and argues that reality is interpreted. Constructivist grounded theorists, 

however, adopt a reflexive stance and focus on co-construction of knowledge 

by the researcher and participants. In CGT, the researcher is a ‘passionate 

participant’ and the outcome of such participation is the co-constructed 

understandings shaped by both the researcher and the participants (Lincoln & 

Guba, 1995, p. 196). 

In CGT, theories are not discovered but instead constructed by the researcher 

based on real knowledge of empirical worlds. Constructivist grounded theorists 

use both top-down and bottom-up approaches to derive a theory grounded in 

their interpretations of the social setting, based on the perceptions of those 



Jagdeep Gill                                                                                                                            s1476451 

 

121 
 

who live in them (Puddephatt & Charmaz, 2006). In traditional grounded 

theory, induction (discovery of patterns), the process of generating categories 

out of data, and deduction (testing of ideas), fitting these categories into other 

data, are described by Glaser and Strauss (1967) and Strauss and Corbin 

(1998). With regard to CGT, Charmaz (2006) stressed the role of abduction 

(uncovering the best of a set of explanations in order to understand results) in 

constructing a theory. Unlike induction, abduction is ‘the imaginative leap’, i.e. 

the logical analysis or considerations made by the researcher to understand 

their results and confirm a theory (Ezzy, 2002, p. 14). Thus, abduction occurs 

when, during the data collection and data analysis processes, the researcher 

takes a ‘creative leap’ whereby he/she finds some surprising empirical data or 

significant information that could fit into a broader picture or explanation of the 

phenomenon under study (Ezzy, 2002, p. 14). This imaginative leap or 

knowledge, when confirmed by further induction and deduction, then becomes 

a vital element of the knowledge and theory being developed. In CGT, 

abduction, followed by induction and deduction, involves the process of 

‘inference, insight, empirical observation and logical reasoning’ (Ezzy, 2002). 

Abduction is thus inference focussed on finding an explanation for observed 

facts that describe the grounded theory based on inductive and deductive 

reasoning (Richardson & Kramer, 2006). This process of moving back and 

forth between general propositions and empirical data allows new knowledge 

or theories to be developed.   

4.4.2.1. Why I chose CGT? 

It was appropriate to use CGT in the current study for several reasons. First, 

my philosophical assumptions closely aligned with Charmaz’s (2006) 

constructivist orientations which posit that knowledge emerges from data. 

Second, CGT emphasises the subjective relationship between the researcher 

and the participant. As explained earlier in this chapter, researchers using CGT 

are not mere observers, but rather they are part of the research (Charmaz, 

2006b). CGT, therefore, arises from the interplay between the researcher and 

the participants by using ‘what’, ‘how’ and sometimes ‘why’ questions and it 
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offers knowledge that enhances our understanding of the phenomenon under 

investigation (Charmaz, 2006). The interaction with the participants in the 

interviews in this study allowed me to gain an in-depth understanding of the 

participants’ views of the language used as the MOI and its impact on high 

school students’ identity formation. Therefore, CGT enabled me to fulfil the aim 

of the co-construction of knowledge by working together with the participants 

and situating them as contributors to the joint production of knowledge.  

Third, in her account of CGT, Charmaz (2014) argues that researchers are 

expected to demonstrate whether and to what extent their position within the 

research study has influenced their interpretations of the data. Careful and 

detailed documentation of each stage of the research process can allow the 

researcher to demonstrate how he/she has behaved reflexively. This flexibility 

in terms of ‘adding ... a description of the situation, the interaction, the person’s 

affect and [their] perceptions of how the interview went’ enriches the data 

(Charmaz, 1995). In traditional approaches to grounded theory, researchers 

were advised to enter the field with an open mind, i.e. without an extensive 

literature review (Glaser & Strauss, 1967a). The rationale behind this was to 

prevent the risk of the data and its interpretation being impacted by the 

preconceived ideas of the researcher (Charmaz 2006). However, 

disassociating ourselves (researchers) from who we are, what we know and 

the experiences we have had, is impossible (Charmaz, 2006a; Strauss & 

Corbin, 2007). Although I made every effort to be reflexive and reflective when 

asking questions during the interviews, I was alert to the fact that my role as 

an insider, and my preconceived ideas, could have impacted on my 

interpretation of the data gathered. In order to avoid the impact of my personal 

biases on the emerging categories, during the data analysis I moved back and 

forth between the data sets gathered to identify any ideas and prior 

assumptions that could have directly or indirectly shaped my interpretation of 

the data. Thus, as a researcher, I made every effort to take a step back and to 

be as objective as possible all the way through, at every stage of the research. 

The details of the steps I followed to behave reflexively during the research are 
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outlined in Section 4.10.  Fourth, Charmaz states that ‘a constructivist 

approach to grounded theory reaffirms the value to the researcher of studying 

people in their natural settings’ (Charmaz, 2000, p. 510). Thus, the flexibility 

and adaptability of the CGT methodology allow the researcher to interact 

closely with the participants in their social settings and facilitates an in-depth 

understanding of the participants’ context. Considering all the advantages of 

CGT over other qualitative research approaches and the traditional grounded 

theory approach regarding the topic of identity formation I used CGT to carry 

out this study. Additionally, reflecting on its flexibility in simultaneous coding 

and categorising of data, which enables the researcher to follow up on the data 

gathered by posing additional questions, I believe that CGT was an 

appropriate qualitative research approach to take in the current study with a 

view to understanding the complex phenomenon of identity formation 

(Charmaz, 2014, p. 25). The following section gives details of the number of 

participants and the procedures used to recruit them. 

4.5. Sampling 

The research methods literature outlines the different kinds of sampling 

approaches that researchers can use. For example, some researchers use 

convenience sampling, which makes access to the field easier and is 

considered cost-effective; however, the nature of the research results and their 

generalizability is often questioned because of the lack of a purposeful 

approach (Lewis-Beck et al., 2004). The purpose of the sample is not only to 

represent the chosen population but also to gain a deeper understanding of a 

particular social context by getting answers to what, why, when, where and 

how certain activities occur and the meanings constructed by the participants 

within that context (Holstein & Gubrium, 2004). In an attempt to identify the 

participants with the greatest potential to advance my understanding (Palys, 

2008), and to address the purpose of my research, I decided to select 

participants using purposive sampling. According to Maxwell (1996) in 

purposive sampling, ‘settings, persons, or events are deliberately selected for 

the relevant information they can provide that cannot be gotten as well from 
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other choices’ (p. 87). Whilst I initially employed purposive sampling to recruit 

the participants, at a later stage of data collection, when I was conducting 

follow-up interviews with students for further exploration of the issues raised in 

the focus groups, the sampling method became theoretical following the 

grounded theory methods.  

4.5.1. Schools within the study 

The two schools selected for the current study are Convent School10 (English 

medium school) and Government High School (Punjabi medium school). The 

selection criteria for the schools was that both the schools are located in the 

rural area, they each used a different language as the MOI and they are 

representative of all other schools of the same type in Punjab. For example, 

the English medium school is governed by ICSE (Indian Certificate of 

Secondary Education) and the Punjabi medium school is governed by PSEB 

(Punjab School Education Board), which are the national and state education 

boards respectively. Both the schools selected for this study are representative 

of all other schools governed by ICSE and PSEB in Punjab, India. Detailed 

description of the school boards is provided in Section 2.6 in Chapter 2.  

In addition to being representative of the government and private schools 

based on different education boards and schools of their type, the school 

sample also represents the socioeconomic background of the students 

learning in each type of school. The government school students’ sample 

comprises the marginalised section of Indian society. Both of the schools are 

located in a rural area of Punjab.  Given that government schools provide 

education free of cost and private schools in India charge high fees, students 

attending the private school in this study come from more socio-economically 

privileged backgrounds and are more advantaged than the students from the 

government school.  This also becomes evident from the data collected from 

 

 

10 Pseudonyms are used for the schools. 
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the headteachers and teachers presented and discussed in Chapter 5.  They 

reported that the parents of private school students are more educated than 

the parents of government school students and are financially well-off, able to 

afford their children’s learning in private school. This further confirms that the 

students from the Punjabi medium school belong mostly to the lower socio-

economic strata of society.   

 

Table 1: Research sites. 

Convent School 

Private school.  

Located in Gurdaspur District, Punjab, 

India. 

English medium of instruction. 

School run by individuals and private 

organisations on fee revenue; essentially 

no government involvement. 

Government High School  

Government school.  

Located in Gurdaspur District, Punjab, 

India. 

Punjabi medium of instruction. 

Government supported school run by the 

Punjab government on government funds. 

 

Recognised by the Punjab (state) 

government. Government recognition is 

an official stamp of approval. 

 

The total number of this type of school in 

Punjab is 1,746 (NCERT 2006). 
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Recognised11 by the Indian (national) 

government. 

 

 

The number of unaided recognised private 

schools in Punjab is 260 (NCERT 2006). 

(This number includes all the recognised 

private schools including schools 

governed by the ICSE board such as the 

one recruited for this study).  

 

ICSE (Indian Certificate of Secondary 

Education) board regulations. 

 

This private school is representative of all 

private unaided (recognised) schools 

affiliated with the ICSE education board, in 

Punjab State. This school is like other 

schools of this type in terms of recognition 

by the Indian government, the language of 

MOI, curriculum, the number of academic 

Subject to PSEB (Punjab School 

Education Board) regulations. 

 

This government school is representative 

of all government (state) high schools in 

Punjab as all these schools are affiliated to 

the PSEB (education board) in Punjab 

State, and maintain similar features, such 

as language of the MOI, curriculum, 

number of academic hours, education 

board, examination and assessment 

system and teachers’ qualifications. 

 

 

The headteacher was contacted by phone 

to obtain permission to access the school. 

I had some contacts in this school so, with 

the references they provided, access to 

this school was easy. 

 

 

11 To gain recognition a private school is required to fulfil a number of conditions. All the ICSE 

affiliated schools are recognised but not all the private unaided schools are recognised as they 

do not fulfil some of the conditions. 
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hours, the board of education, 

examination and assessment system and 

teachers’ qualifications. 

 

The headteacher was contacted by phone 

to obtain permission to access the school. 

I used to work in this school, so it was 

easier to access. 

 

 

The significant differences between the two schools recruited for this study 

allowed for the generation of rich data through comparative analysis of the 

different experiences, both personal and professional, of the participants. The 

two completely different school contexts allowed me to identify the differences 

that could exist in the students’ identity formation based on learning in the two 

different languages. Although there are many other types of private schools, 

discussed earlier in Section 2.7 in Chapter 2, in Punjab, the private school 

chosen in this study is representative of schools of its kind only.  

4.5.2. Participant sampling 

In the literature, it is noted that the choice of participants for a qualitative study 

is crucial and, therefore, that researchers are advised to comply with some 
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requirements when recruiting participants. For example, the participants must 

know about the topic, they must be willing to talk, and they must represent the 

population (Rubin & Rubin, 1995). Taking into account different stakeholders 

in the field of education, it is important to consider who the potential 

participants to be included in any particular research in this area are. It was 

important to include the high school students in the study to achieve the 

purpose of gaining their perspective about their identity formation. They were 

the first group who could share their first-hand knowledge with me. However, 

it was also important to explore the views of the school headteachers and the 

English language teachers who are responsible for language in education 

policy provision in the schools and who also represent the students’ world. 

Therefore, school headteachers, English language teachers and high school 

students were recruited as a sample for the current study.  

As the exclusion of a particular group from a research may increase the 

likelihood of the results being biased (Gubrium & Holstein, 2001) I therefore 

considered including parents as another group of participants, as they were 

the ones who financially invested in their children’s education and indeed who 

chose whether the children went to an EM or a PM school. However, the final 

decision not include parents in the sample was informed by the fact that 

English is not used for interaction at home in Punjab. In order to build a detailed 

description of learning in English or Punjabi and its impact on students’ identity 

formation, parents would need to be able to judge their children’s (students) 

linguistic skills, which not every parent may be able to do. Therefore, 

considering that parents may not directly interact with their children in English 

– one of the languages used as MOI in the two selected schools – I did not 

involve the parents in this study. However, parents’ consent was obtained for 

their children’s participation in the study.  

In brief, the sample for the current study consisted of 30 participants selected 

from two high schools – one EM and one PM school – in Gurdaspur District in 

Punjab. There were three different groups of participants. The first group 

comprised two headteachers, the second included four English language 
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teachers and the third group comprised 24 high school students, 12 from each 

of the EM and PM schools. For the individual interviews with students, 12 

student participants from the focus group discussion were invited to take part 

voluntarily in follow-up interviews. All the participants chose their pseudonyms. 

For each of these three cohorts, there were pre-set criteria that I abided by as 

far as the circumstances allowed. For example, factors such as gender, grade, 

years of experience and language of teaching were taken into consideration. 

Tables below present a detailed picture of the participants recruited and their 

selection criteria. 

Table 2: Participants’ sample size by data collection method. 

 Number of participants by the data 

collection method 

Participants’ group Focus group Individual Semi-

structured interviews 

Headteachers - 2 

English language teachers - 4 

Private school students  12 6 

Government school students  12 6 

Total  24 18 

 

 

 

 

Table 3: Participants’ selection criteria. 

Participants           Selection criteria 
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Two headteachers 

 

 

The current headteacher of the selected private 

school. 

The current headteacher of the selected 

government school. 

 

Four English language teachers  

 

 

Teachers teaching English as a foreign language 

subject. 

Teachers with more than three years of English 

language teaching experience. 

One English language teacher teaching English to 

ninth grade in the English medium school. 

One English language teacher teaching English to 

tenth grade in the English medium school. 

One English language teacher teaching English to 

ninth grade in the Punjabi medium school. 

One English language teacher teaching English to 

tenth grade in the Punjabi medium school. 

 

 

Twenty-four focus group 

participants 

 

 

Two focus groups with children from the 

government school and two from the private 

school. 

Six participants in each focus group. 

Both male and female students aged 13 to 15. 

Students had to have the ability to speak and 

express themselves. 

Obtained class teachers’ help in gathering groups. 
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Twelve students for individual 

semi-structured interviews 

 

 

 

Six students from the government school 

Six students from the private school 

The students who participated in the focus groups 

voluntarily participated in the individual interviews. 

 

Table 4: Overview of the focus group participants. 

School & 

medium of 

instruction 

No. of 

participants 

Gender Age Grades Brief 

description  

Convent 

School  

 

English 

medium of 

instruction  

12 Six males 

Six 

females 

13-15 

years 

Ninth and 

tenth 

grade 

Six students 

from each 

grade 

 

 

 

Government 

High School 

 

Punjabi 

medium of 

instruction 

 

12 

 

Six males 

Six 

females 

 

13-15 

years 

 

Ninth and 

tenth 

grade 

 

Six students 

from each 

grade 
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Table 5: Overview of the individual interview participants. 

School headteachers 

 

Name  Gender School type  MOI in school Languages 

known 

Varinder Female Government 

school 

Punjabi MOI 

 

 

Hindi, Punjabi, 

and English. 

 

Seena Female  Private school English MOI 

 

Malayalam, 

English, and 

Hindi. 

 

English language teachers 

Name  Gender School 

type 

Years in 

teaching 

Languages 

known 

Brief 

description 

Chamanjit Female  English 

medium 

school 

20 years Punjabi, Hindi, 

and English. 

Teaching 

English 

language to 

10th grade 

students. 

 

Anjali Female   English 

medium 

school 

11 years Punjabi, Hindi, 

Bengali, and 

English. 

Teaching 

English 

language to 9th 

grade students. 
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Seema  Female   Punjabi 

medium 

school  

8 years Punjabi, Hindi, 

and English. 

Teaching 

English 

language to 

10th grade 

students. 

 

Sandeep Female  Punjabi 

medium 

school 

5 years Punjabi, Hindi, 

and English. 

Teaching 

English 

language to 9th 

grade students. 

 

Student participants 

 

Name  

 

Gender  Medium of 

instruction  

Grade Languages known   

Aman Male  Punjabi 9th Punjabi, Hindi, and 

English. 

Avtaar Male  Punjabi 10th Punjabi, Hindi, and 

English. 

Jugraj Male  Punjabi 10th Punjabi, Hindi, and 

English. 

Preet Female  Punjabi 10th Punjabi, Hindi, and 

English. 

Sunny  Male  Punjabi 10th Punjabi, Hindi, and 

English. 

Taran Female  Punjabi 9th Punjabi, Hindi, and 

English. 
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Muskaan  Female  English 10th Punjabi, Hindi, and 

English. 

Simrat Female  English 10th Punjabi, Hindi, and 

English. 

Daman  Male  English 9th Punjabi, Hindi, and 

English. 

Pawan Female   English  9th Punjabi, Hindi, and 

English. 

Kajal  Female  English  10th Punjabi, Hindi, and 

English. 

Rajan Male  English  9th Punjabi, Hindi, and 

English. 
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I chose to select the student participants from the ninth and the tenth grades 

because these two years comprise high/secondary school education in India. 

Schooling culminates after tenth grade and then students choose academic 

streams for higher studies12. This is the crucial stage for the students when 

they think about their future careers; their linguistic competence, specifically 

their English language skills, as the exams to enter the university courses are 

conducted in English, centrally inform such decisions. While the majority of the 

data comprised the interviews with the students, in which their views and 

perceptions were sought, the views of headteachers and teachers were 

represented in semi-structured interviews as they come into daily contact with 

the students and with whom the students interact in English. 

4.6. Methods 

Charmaz (2006) states that methods are tools and some of these tools are 

sharper than others with various capacities to clarify what is being found in a 

given context. Therefore, in order to achieve the aims of research, different 

kinds of data gathering methods can be used either alone or in combination 

with other methods. However, when choosing data collection methods the 

researcher should consider what is feasible in terms of the availability of 

resources such as time, money and most importantly ‘the type of information 

sought, from whom and under what circumstances’ (Robson, 2011, p. 232). 

For example, with reference to the current study, ethnographic methods 

involving observation of participants by observing their actions and behaviour 

over an extended period of time could assist in obtaining rich data. However, 

due to the difficulty of accessing classrooms and time constraints, this was not 

a feasible option for this research. 

 

 

12 Their choice of and admission to these streams is influenced by their MOI (Mohnot, 2006); 
the higher level studies in these streams in India are in English medium. 
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 Having adopted a CGT approach, I decided to use multiple methods 

comprising a combination of documentary analysis, focus groups and 

individual semi-structured interviews. These methods complement each other 

in an interactive way and strengthen the study (Bowen, 2009; Patton, 1990). 

The findings from the documentary analysis were used to design focus group 

tasks and interview questions for all three groups. Any new ideas that emerged 

from the focus group data were also probed further in the individual interviews. 

In this way, the data collected through different methods informed further data 

collection.  

A detailed description of the research methods and the procedures used to 

collect data for this study is provided below. 

4.6.1. Documentary analysis 

Documents such as government reports and school policy statements are 

often used in multiple ways to address specific research questions. For 

example, some researchers use data from documents to answer research 

question/s, some to support their observational and interview findings and 

some others to plan data collection methods, such as focus groups and 

interviews (Charmaz, 2014). Documentary analysis, therefore, can either be 

used as a primary or secondary source of data.  

For the present study, it was necessary to obtain the school policy documents 

from the two schools to examine their language policies. However, both the 

headteachers stated that schools in India are not obliged by law to produce 

any school policy documents and they both noted that they follow the policies 

outlined by the school education boards13 (school governing bodies).  

Therefore, two of the documents I analysed were the Regulations Indian 

 

 

13The two schools operate under two different education boards, the ICSE (Indian Certificate 
of Secondary Education) and the PSEB (Punjab School Education Board), each of which 
regulate duties, curriculum, language policies, teaching methodologies and assessment 
systems. 
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Certificate of Secondary Education (ICSE) Examination and the Punjab School 

Education Board (PSEB) Notifications. Another significant document that I 

examined was the National Education Policy (1986) document which sets out 

the overall school education policy that applies to schools across India 

(Mohnot, 2006). I analysed the part of the national policy document entitled 

‘Language Development’. This includes details of the Three Language 

Formula (1968), the language in education policy in India (discussed earlier in 

Chapter 2 Section 2.5). These documents outline the policies that the schools 

must follow and are available online.  

I analysed these documents carefully, in particular, the parts of the documents 

which discussed language policy that schools are obliged to implement. The 

documents were cross-checked to gain information about the language 

systems used in the two schools, particularly in terms of the languages used 

as the MOI. Although these documents say very little about the languages 

used as MOI in school, they provided me with some useful information about 

the importance that English language teaching is given in schools. For 

example, in the National Policy on Education (1986), English is mentioned as 

a compulsory second language and to attain a pass certificate students must 

get at least 33% in the English examination (The Government of India, 1986). 

Moreover, careful analysis of the topics concerning teaching context, 

curriculum and pedagogical approaches to language teaching and learning 

practices helped me gather knowledge about the Indian school educational 

context, and to articulate meaningful, probing questions to obtain data from the 

focus groups and interviews. This further allowed me to highlight any 

contradictions that emerged as a result of inconsistencies between the data 

collected from the participants and the data in the documents.  

Use of the documents as a way to collect data on the research context 

rendered the documents a secondary data source because the information 

contained in them was not gathered to answer the research question directly, 

but instead to develop primary data collection methods (Appleton & Cowley, 

1997). The purpose of the documentary analysis – which was mainly to inform 
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the focus groups and interview questions for all three cohorts – in the current 

study was carefully considered. However, the documents were not looked at 

solely as sources of information. Following Prior's (2003) recommendations, I 

considered carefully the purpose of the documents, what and whom they 

affected, how the documents were interpreted and to what extent they were 

followed/used in the school context in Punjab.  

The first column in the table below presents the titles of the documents that 

were analysed and in the second column, the type of questions I sought 

answers to are given. Charmaz (2014) recommends considering such 

questions while using documentary analysis as a method to complement 

interviews.  
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Table 6: List of the documents analysed. 

Documents analysed  Questions reflected on while carrying out document 

analysis 

National Policy on 

Education, 1986 

(part of the document was 

analysed) 

 

 

Regulations Indian 

Certificate of Secondary 

Education (ICSE) 

examination  

 

Punjab School Education 

Board (PSEB) 

Notifications  

 

 

 

For contextualisation: 

1. What is the purpose of the document? 

2. Who produced the document? 

3. Who participated in shaping it? 

4. Have the participants provided enough information 

for us to develop a reasonable understanding? 

5. Do we have sufficient understanding of the related 

worlds to read this in a considered manner? 

For understanding content: 

What is the structure of the document? 

Which categories can be discerned in its structure? 

How does the document reflect its author’s 

assumptions? 

Are the documents linked to each other? 

What comparisons can be drawn between the 

documents? 

What does the information mean to the various 

participants? 

Who has access to the information? 
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Does any unintended information or unintended 

meaning arise from the document? 
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4.6.2. Focus groups 

A focus group discussion is a discussion among participants in a group to 

obtain their perceptions on a specific set of issues. Participants often feel 

comfortable sharing their views in a group and encourage each other to 

respond to their ideas in a group discussion  (Krueger & Casey, 2015). 

Discussion in a group stimulates the participants to talk about sensitive topics 

about which they generally have a shared understanding (Robson, 2002). 

Since I wanted to gain insights into students’ identity formation, which is a 

highly sensitive topic, a focus group discussion among students with similar 

experiences and understandings was designed to put the participants at ease. 

Stimulated by the comments and thoughts of other participants in the group, 

the accounts that emerged through such interactions provided insights into the 

participants’ beliefs.  

However, there are some limitations to using focus group discussions, in 

particular with adolescents (high school students). For example, power 

conflicts may arise among participants and some may dominate the 

discussion, whereas others may be reluctant to offer personal views in a group 

setting (Smithson, 2000).  To overcome this, in my role as a moderator, I 

ensured that all participants were involved in the discussion. If any participants 

were reluctant because of the dominance of some other participant/s, without 

discouraging the dominant participants, I encouraged the quieter participants 

by asking types of questions advised by Krueger and Casey (2009) such as: 

‘Does anyone feel differently’? or ‘Does anyone have another point of view’ 

(Krueger & Casey, 2009, p.118)? In this way, a range of views and experiences 

was obtained from the participants. In fact, such a situation did not arise to any 

significant degree in any of the focus groups. All the students appeared to 

enjoy the focus group discussions. They were comfortable and used it as an 

opportunity to share their ideas about the language in which they were learning 

and being taught and its impact on their identity formation. I only became 

involved in the discussion to ask follow-up questions and to seek examples to 

uncover the precise meaning of any vague but critical points (Krueger, 2002). 
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There were also several advantages and disadvantages to my being an 

insider, which I have considered elsewhere (see Section 1.2 in Chapter 1). 

However, I believe that my position as an insider gave me an advantage in the 

discussion as the participants appeared comfortable expressing their views in 

front of a person who was familiar with their school educational context 

(Smithson, 2000). One potential disadvantage of my positioning as an insider 

was that I may have led the discussion in a particular direction based on my 

assumptions. The focus group methodology, however, encourages the 

discussion to be amongst the group participants and guides the researcher to 

work as a moderator and thereby ‘shifts the balance of power in favour of the 

participants’ (Barbour & Kitzinger, 2019, p. 18). Despite some of the limitations 

of using focus groups with adolescents, I believed that this was a practical and 

suitable method by which to gain in-depth information about the highly 

sensitive topic of identity formation.  

4.6.2.1. Focus group procedures 

Carrying out focus group discussions with children is potentially different from 

conducting focus groups with adults. Hence, to stimulate discussion, many 

scholars have suggested the use of creative or task-led research methods 

alongside straightforward questioning (Mand, 2012; Punch, 2002). To initiate 

the discussion, I used a range of group discussion strategies, such as task-

based activities combined with follow-up questioning (see Appendix F). Before 

each task, I explained what was involved in the activity. After every task, for 

further clarification, any relevant questions concerning the research topic were 

asked to stimulate discussion.  

To be as convenient as possible, the focus groups were held in the 

participants’ schools. The average duration of the focus groups was one hour 

thirty minutes. However, at the start of the focus groups, I asked for the 

participants’ consent if it appeared that the discussions would be longer. The 

focus groups were conducted in the language the students were most 

comfortable with – either English or Punjabi. The focus group recruitment 

methods have been discussed in Section 4.5.2. At the beginning of each focus 
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group, I introduced the topic and the technical terms, explained my role as 

moderator and how participants’ comments would be used. I clarified the 

ground rules for the discussion, such as outlining that there are no right or 

wrong answers; that the participants may disagree with other members; that 

they must listen to others respectfully; that I would record their discussion 

(written consent was obtained); and that they could leave the group at any time 

if they chose.  

A detailed review of the available literature on focus groups indicates that 

researchers are advised to aim for homogeneity and heterogeneity among 

focus group participants (Morgan, 1997; Sandelowski, 1999; Smith, 1995; 

Smithson, 2000). However, in regard to this Kitzinger & Barbour (1999) state 

that ‘precise composition of groups will often be a product of circumstance 

rather than planning’ (p. 8). This is because such detailed reasoning of whether 

heterogenous or homogenous groups can provide useful data to answer given 

research question/scan can often only emerge when the focus group 

discussion has been initiated.  

However, the methodology literature suggests that participants in homogenous 

groups have common experiences that may help free-flowing discussions 

(Lazar et al., 2017). The homogeneous composition of the groups encouraged 

more openness and ease in talking to one another and allowed me to draw out 

the comparisons that the participants made between themselves and the 

students from the other school (Morgan, 1997). For the current study, the focus 

groups created were identical in terms of the participants’ gender distribution 

(three males and three females), age, gender and MOI. Semi-structured 

interviews were then used to augment the data from the focus groups, to reflect 

on the themes emerging, and to gain an in-depth understanding of the topic. 

4.6.3. Semi-structured interviews 

Interviewing is one of the most widely-used research techniques in social 

science (Briggs et al., 2012) and can take several forms ranging from 

completely unstructured to entirely structured interviews. Structured interviews 

involve a set of closed-ended questions asked of each participant in the same 
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order, with little or no flexibility to change the content or wording of the 

questions. Unstructured interviews, on the other hand, contain open-ended 

questions, which can be asked in any order (D. Cohen & Crabtree, 2006). Such 

interviews are completely flexible and entail minimal restrictions. Structured 

interviews lack flexibility, whilst unstructured interviews can be very time-

consuming in both the data gathering and the data analysis stages (Robson, 

2011). Moreover, when putting the data together to report findings, 

unstructured interviews can leave the researcher in a ‘frustrating’ situation 

(Rubin & Rubin, 1995, p. 83). Semi-structured interviews involve a list of 

questions to be asked in the interview, but the interviewer can add further 

questions where appropriate (Cohen & Crabtree, 2006). The semi-structured 

interview approach, therefore, offers some structured and unstructured 

elements and allows the flexibility required to gather in-depth information.  

4.6.3.1. Strengths of semi-structured interviews  

Semi-structured interviews are considered appropriate for a constructivist 

grounded theory approach as they facilitate an open-ended, in-depth 

investigation of a topic in which the participant has extensive experience 

(Charmaz, 2014). Such interviews are useful to explore participants’ beliefs, 

and therefore can become collaborative processes that involve participants in 

meaning-making work, a two-way conversation that is both interactional and 

constructive; this is referred to as an active interview  (Holstein & Gubrium, 

2004). The interviews in this study were active as they were conducted in the 

preferred language of the participants, which enabled ideas to emerge from 

the participants’ perspectives about their world (Briggs et al., 2012). Moreover, 

semi-structured interviews allowed me to stay ‘on target while hanging loose’ 

(Rubin & Rubin, 1995, p. 42), and simultaneously afforded an opportunity to 

the participants to expand on, or give details of, any topic under discussion. 

Thus, some information from the participants may suggest a new line of 

inquiry, which could then be explored further to get greater detail without losing 

focus. This further enabled me to pursue responses in detail and to check 

accuracy by repeating the participants’ views during the interviews.  
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4.6.3.2. Limitations of semi-structured interviews  

Despite the various strengths of interviews as a data-gathering approach, this 

method nonetheless entails several limitations, which cannot be overlooked. 

Among these are the time constraints and the impact that inexperienced 

researchers can have on the quality of the data collected. Reflecting on these, 

I realise that I encountered both of these challenges during this research study. 

It should be noted that I had some experience in conducting interviews, which 

I gained during data collection for my master’s research. However, in that 

study, I interviewed adult participants, whilst in the current study the majority 

of the interviews were carried out with the students (children) and there are 

specific considerations to be taken into account when interviewing students 

(Gubrium & Holstein, 2001).  

To reduce the chance that my limited experience in interviewing would have 

an impact on the quality of data gathered, at the initial stage I drafted the 

interview questions following recommendations from Charmaz (2014, p. 59-

66) which focused on the idea that interviewing in CGT has the aim of exploring 

and not interrogating. The interview questions for each group of participants 

were designed to engage them (the participants) in a conversation as a way to 

explore their experiences and beliefs. Charmaz (2014) states that when 

conducting in-depth interviews in CGT it is important to find a balance between 

hearing the participants and probing further to obtain details about a particular 

topic. Thus, following Charmaz’s recommendations, I was constantly reflexive 

about the nature of the questions I asked and whether they were appropriate 

for specific participants. The literature on research methodology also suggests 

that interview techniques vary based on the age group: children, adults and 

older people (Gubrium & Holstein, 2001). For instance, in the current study, 

some of the questions about the school management and language policy 

were more appropriate for the headteachers and teachers than the students. 

Hence, considering the participants’ age and position, different interview 

schedules were created for the three cohorts (see appendices G, H, and I).  
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However, one may argue that an effective interview design cannot be created 

simply based on learning theory from books. To overcome this barrier, 

researchers are advised to pilot interviews before using them in a given study 

(Bechhofer & Paterson, 2000). I, therefore, piloted the focus groups and 

student interview schedules with some students, who were not part of the main 

study, from both the EM and PM schools. This helped me to identify potential 

problems before undertaking full-scale research. In this way, I came to 

recognise how the focus group and interview questions were likely to be 

interpreted by the students. This helped me to consider any issues that might 

impact the data collection process and impede gathering the data required to 

answer the research question. Piloting, therefore, helped me to improve the 

interview design and the techniques for the actual interviews with the 

participants.  

4.6.3.3. Issues in interviewing student (adolescent) and adult participants  

Interviewing students (adolescents) is often associated with researchers 

encountering many challenges and dilemmas. Therefore, some researchers 

advise the use of observations rather than interviews with students 

(adolescents) (Corsaro, 1997). However, other researchers argue that 

interviews with children/adolescents can be conducted successfully by 

becoming open and friendly towards them, which helps to build rapport (Eder 

& Fingerson, 2001). In the current study, the task of interviewing children 

provided me with an opportunity to reflect the voice of high school students – 

a perspective that has been mostly unreported – in particular on a topic directly 

related to them: the language in which they are learning and its impact on their 

identity formation. This, however, presented me with the need to conduct 

interviews with students (children/adolescents). Research ethics, which are 

discussed in Section 4.12 in Chapter 4, draw attention to the researcher’s 

obligations to participants to avoid harm, for instance, not to damage their 

reputation, not to misunderstand and misreport them, not to do emotional harm 

by embarrassing them, and to respect their autonomy (Gubrium & Holstein, 

2001). In order to combat the risk of getting inaccurate information, the 
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questions asked from the students were straightforward, clear and 

unambiguous, meaning they could be easily understood. The students were 

given clear instructions, which are called ground rules in research, so they felt 

comfortable expressing themselves (Brubacher et al., 2015).  

Additionally, power dynamics between researchers and participants are 

recognised in the methodology literature; these can come into play between 

an adult researcher and adolescent participants and/or between an adult 

researcher and adult participants (headteachers and teachers), and can have 

an impact on the results of the study (Hritz et al., 2014; McFarlane et al., 2002). 

Therefore, to safeguard the students’ and headteachers and teachers’ 

vulnerability, interview settings and the interviewer’s (my) authoritative position 

and power were carefully considered and steps were taken to reduce the 

power differentials and to establish a rapport to enhance trust. To achieve this, 

the study employed the strategies suggested by Holstein and Gubrium (2001): 

smiling; not arguing; maintaining a polite tone; respecting headteachers’, 

teachers’ and students’ dignity; avoiding controlling behaviour; and reciprocity.  

Furthermore, as a native of Punjab who has also worked in a private school, I 

shared the same cultural and linguistic background as the participants. There 

were therefore, also challenges related to being an insider as I have discussed 

in Chapters 1 and 4. Participants may, for example, have felt  that they are 

being used to gather information (Gregory & Ruby, 2011), the students could 

have regarded me as a teacher with a significant amount of power compared 

to themselves, and headteachers and teachers could have viewed me as a 

researcher. To overcome this situation, I ensured that I created a relaxing 

atmosphere during the focus group discussion and interviews so that the 

researcher’s (my) perceived power could be reduced or even equalled to that 

of the participants; this was done by making the interview context more natural 

(Gubrium & Holstein, 2001). Being an insider, however, I believe was 

advantageous for me, not only in terms of access to the school and the 

participants, but also in establishing a rapport between the interviewer and the 
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interviewees; this helped me to interpret the participants’ world by developing 

a shared understanding (Rubin & Rubin, 1995). 

My review of the methodology literature revealed that there are some other 

general issues related to using interviews as a data-gathering approach. For 

example, the participants’ responses may sometimes be affected by 

interruptions and pressures of time (Anderson, 2002; Teijlingen, 2014; Uribe-

jongbloed, 2014) and the trustworthiness of the interviews can be questioned 

due to concerns about the participants’ accuracy in reporting their personal 

experiences (Sandelowski, 1999). Moreover, interviews are prone to bias; the 

researcher can be biased in articulating questions, and the participants’ may 

craft their responses in such a way as to show themselves in a good light 

(Robson, 2011). I believed, however, that the advantages of semi-structured 

interviews outweighed their limitations and rendered them the most suitable 

method for collecting in-depth data in this work (Bowen, 2009). For example, 

during the data analysis process and the presentation of the findings, 

examples of how the participants expressed their views and opinions can be 

provided through excerpts which can contribute to the understanding of the 

data and the researcher’s analysis. Personal bias by the researcher can also 

be checked by adopting a reflexive approach (discussed in detail in Section 

4.10). This method, therefore, was used in this study to develop the focus 

groups, to add to the comprehensiveness of the data collected (Charmaz, 

2014). 

4.6.3.4. Interview procedures 

Interviews were conducted with a total of 18 participants in three different sets. 

Each of the interviews was conducted in the participant’s preferred language. 

Although I initially decided that each interview should last between 45 minutes 

and an hour, the actual timing of each varied to allow the process to be 

interactive and conversational. With the participants’ written consent, all of the 

interviews were recorded to have a permanent record (Robson, 2011). The 

interviews were conducted in the schools. To put the participants at ease, all 

the interviews began with background questions and then moved to some 
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general questions about the language used as a medium of instruction in a 

given school. I then moved onto a focussed conversation about the topic of the 

research. The interview questions ranged from the role of English in school 

education to the role, status and function of English in society at present and 

in the future. Different topic sets were developed for each of the three cohorts 

based on insights emerging from the preliminary literature review (D. Cohen & 

Crabtree, 2006), the questions arising from the document analysis, and the 

themes that had emerged from the focus group discussions. The topic sets for 

the headteachers, teachers and students varied based on their personal and 

professional differences. In general, the topic sets included questions about 

demographic characteristics of the participants; language policy and provision; 

language used as the MOI; and students’ exposure to and attitudes towards 

the English and Punjabi language, etc. Further details of the topic sets for 

different cohorts are given in Appendices G, H, and I. 

4.6.3.4.1. Interviews with the headteachers 

Two headteachers, one from the PM school and one from the EM school were 

invited to be interviewed. Headteachers are responsible for executing 

language in education policy in their given school. Therefore, they were 

interviewed to seek their views on the language in education policy, EMI and 

other topics related to language and the formation of high school students’ 

identity.  

4.6.3.4.2. English language teacher interviews 

Two English language teachers teaching English as a foreign language to 

ninth and tenth-grade students were interviewed from each of the EM and PM 

school. Given that English is not used at the students’ homes, English 

language teachers in the PM school, in particular, are the only ones who 

interact in English with the PM school students as they are responsible for 

English language teaching in the school. They were therefore interviewed to 

gather information about English language learning in the schools and its 

impact on students’ present, future and overall identity formation.  
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4.6.3.4.3. Student interviews  

Six students from each school were invited to attend individual semi-structured 

interviews. Individual interviews were conducted with them to further 

investigate the aspects that the focus group participants might have been 

reluctant to discuss within the group. This also allowed me to seek additional 

information about the themes which had emerged during the analysis of the 

data gathered from the focus groups and from the headteachers’ and teachers’ 

interviews.  

The data gathered from each cohort informed the subsequent set of data 

gathered and the ongoing data analysis. This research was developed 

collaboratively with the participants as they helped in developing additional 

questions to be asked in the subsequent interviews. In this way, all the 

participants played an important role in informing the interview 

design/schedule. For example, the interviews with the headteachers informed 

the teachers’ and students’ interviews and, additionally, the teachers’ 

interviews informed the students’ interviews. This meaning-making cyclical 

process of each interview guiding the subsequent interviews, and being guided 

by them during the data gathering and data analysis, enabled me to co-

construct knowledge with all the participants involved. In this way, the data 

were constructed collaboratively by both the participants and the researcher 

(Kvale, 2008; Mishler, 1991). 

4.7. Transcription and translation of the focus groups and interviews. 

All the focus groups and interviews with the PM school students were 

conducted in Punjabi, the language in which they were most comfortable. 

Therefore, their focus group discussions and interviews were translated and 

transcribed. This highlighted an additional methodological issue; how to 

ensure that the interviews were transcribed were translated accurately without 

losing the actual meaning of the information provided by the participants. As 

the data gathering and data analysis in the current study were carried out 

simultaneously, the translation and transcription began at the early stages of 
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the research. Thus, any issues concerning both the transcription and 

translation were addressed carefully, as outlined in the following paragraphs. 

4.7.1. Transcription 

Prior to intensive data analysis, the recorded focus group discussions and 

interviews were fully translated and transcribed. Transcribing the focus group 

data before analysing is considered essential to enhancing the richness of the 

data and ensuring rigorous data analysis (Bloor et al., 2001). Transcribing 

focus group data is complex in comparison to transcribing individual interviews 

as a larger number of people are involved in focus groups. Sometimes the 

speakers in the group are not easily identifiable and sometimes more than one 

participant will speak at the same time. For this reason, when transcribing the 

focus group and individual interview data, I kept in mind several points. First, 

at the start of the focus groups, I recorded a sample of the participants 

introducing themselves by their pseudonyms (chosen by them). This served 

as a reference point for transcription and helped me to identify the participants’ 

voices. Second, I attempted to transcribe every word, including complete and 

incomplete sentences, in the focus groups and interviews. In the focus groups, 

in particular, this helped me to hear the voices of everyone and not only the 

dominant persons. Third, while transcribing, I was cautious in interpreting the 

linguistic patterns, such as short and long pauses in a speech in places where 

the participants hesitated, paused or repeated themselves. Such linguistic 

patterns can lead to discrepancies between the intended and the interpreted 

meaning of the conversation, which can result in inaccuracies in data (Marshall 

& Rossman, 2014). Additionally, body language and any aspects other than 

verbal communication, such as laughter or sighing, which could indicate the 

participants’ agreement or disagreement to some point under discussion, were 

noted. Whilst transcribing the interviews the participants’ silences during focus 

groups and the interviews were considered. Participant silence can have 

different meanings, such as ‘resisting a response, waiting for further expansion 

on the question, waiting for something to occur’ (Wellard & Mckenna, 2014, p. 

184). Memo writing during the data gathering allowed me to record the specific 
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contexts of particular interactions in which such silences occurred, and memos 

were later incorporated into the analysis of the transcripts. In this way, I believe 

that anyone reading the transcription of either the focus groups or the 

interviews would be able to create a clear picture of how the group discussions 

and interviews had progressed. I transcribed the focus groups and the 

interviews myself, which helped me to become familiar with the data and also 

assured the confidentiality of the data gathered which is an important ethical 

aspect of the research. The accuracy of the transcription was ensured by re-

reading the transcripts while the audio was played back. Repeated listening to 

the recordings often reveals previously missed but essential data, as well as 

many other significant features, especially for the group discussions, which 

may ‘improve’ the transcripts (Silverman, 2013). 

4.7.2. Translation 

Another vital issue to address was translating data from one language into 

another as some words lose meaning when translated into the target language 

(Rossman and Marshall, 2014) and this can influence the reliability of the study 

findings. Lopez, Connor and Maliski (2008) proposed that when all the data 

has been collected it should be checked by another person or the translator 

who has some sociolinguistic competence which allows him/her to provide a 

conceptually-accurate translation. Considering that the process of translation 

of the whole data set would have been exceedingly expensive in terms of time 

and money, the data was not translated by a professional translator. However, 

to check the accuracy of the interview translation and any potential mis-

translations which could change the meaning or misinterpret the content, a 

forward and backward-translation technique was used: the translated text was 

translated back into the original language to check the meaning (Robson, 

2011). For this, the translated and transcribed data were critically reviewed by 

my partner (husband) who, as a native Punjabi speaker, is sociolinguistic 

competent which is one of the important characteristics of a translator (Lopez 

et al., 2008). In this process, we read each version of the Punjabi to English 

(forward translation) and English to Punjabi (backward translation) while 
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listening to the audio recordings and discussed whether there were any 

mistranslations until we achieved an agreement. We checked whether some 

expressions or words in Punjabi were used accurately in the translated 

language (English) of the data. Then, in the writing, if the English translation 

did not retain the meaning the participants wished to convey, I used direct 

quotations in the original language (Rossman & Marshall, 2014). To help 

readers understand the text, all the words in Punjabi are italicised and literal 

dictionary translations are provided. Where necessary, I explained the words 

that do not translate easily into English. Following the procedure discussed 

above, the translation issue was carefully addressed at every stage of the 

study i.e. before data collection (in developing research instruments), during 

data gathering, data analysis and in reporting the findings.   

4.8. Data analysis 

Although data collection and data analysis are described separately in this 

chapter, they were carried out simultaneously. Following Charmaz’s (2006) 

guidelines for data analysis in CGT, the analysis commenced once the first 

focus group discussion began and it continued until the study was completed. 

The simultaneous data collection and analysis allowed me to follow up issues 

raised during the focus groups and interviews to formulate questions to explore 

further, which provided additional depth in the research. For example, in the 

interview pilot, focus groups and many of the individual interviews, the 

participants associated English language with intelligence. To explore this 

further in relation to students’ identity formation, the interview schedule was 

updated by adding a question about the perceived relationship between 

English and intelligence. This process of adding new questions into the 

interview schedules continued until the data collection was complete.  

4.8.1. Memo writing 

A ‘memo’ refers to an analytic idea that occurs during an interview or while 

using another method of data collection. Such ideas can be noted down to be 

checked during the further data collection or analysis stage. I began writing 
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memos at the start of the data collection. Writing memos allowed me to reflect 

on the ideas that emerged during the fieldwork and interview transcription. 

Data analysis in the form of memo writing commenced with the piloting of the 

focus groups and individual interviews with students and continued throughout 

the entire data collection and data analysis process.  

As discussed under Section 4.4.2., in constructivist grounded theory, 

abductive reasoning, which combines both inductive and deductive reasoning, 

plays a vital role in data analysis. Induction, deduction and abduction refer to 

different stages of inquiry and analysis, in which abduction is the process of 

associating data with ideas (Richardson & Kramer, 2006). In this process of 

data analysis, the researcher moves between generating categories from data 

(induction) and considering how these categories fit with other data (deduction) 

as a way to extract a substantive theory grounded in the researcher’s 

interpretation of participants’ perspectives on their world. In CGT, the 

researchers are often very familiar with the research area and some of the 

literature, but they must remain open to what they see in the data (Charmaz, 

2006b). Therefore, having undertaken a preliminary literature review and 

brought my personal experiences to the study site, I could enter the field with 

‘an open mind but not an empty head’ (Dey, 2007, p. 176). Coding the data 

allows the researcher to consider the data closely to draw out important points 

that the researcher might otherwise miss (Charmaz, 2006). Coding for data 

analysis in CGT is carried out in several phases: initial coding, focussed coding 

and theoretical coding. The coding procedures employed for the focus group 

and interview data analysis in the current study are outlined below. 

4.8.2. Coding of the data 

Coding refers to categorising and labelling the data by breaking the data into 

fragments. Following the initial analysis, to make sense of the data, the focus 

group and interview transcripts were coded and analysed and the emerging 

themes were discussed in the subsequent focus groups and individual 

interviews.  



Jagdeep Gill                                                                                                                            s1476451 

 

155 
 

4.8.2.1. Initial coding 

At the initial stage of coding, all the transcripts from the focus groups and 

interviews were coded line by line to order the data (Charmaz, 2014). This not 

only facilitated initial coding but also enabled micro-analysis of the data. Initial 

coding was provisional and the aim was to remain open to all possible 

theoretical directions as a way to discover the participants’ views. Openness 

during initial coding stimulates the researcher’s thinking and allows new ideas 

to emerge from the data (Charmaz, 2006). However, as mentioned above, 

Dey's, (1999) often quoted statement that ‘there is a difference between an 

open mind and an empty head’ (p.251), left me concerned at times. In 

particular, I was questioning whether I was forming links between the data 

based on my own experiences as an insider and the ideas that emerged from 

the preliminary literature review. Despite these challenges, I found the initial 

coding very helpful in gaining a general understanding of the data and as a 

way to achieve an overall sense of the topic under study. At this stage, I looked 

for similarities and differences between the interviews and made notes of the 

themes that emerged. Constant comparative methods were used to draw 

comparisons between the interviews and incidents discussed in the interviews 

as a way to undertake analytic interpretations (Glaser & Strauss, 1967b). Such 

comparisons allowed the data to be grouped under different categories (Ezzy, 

2002). 

4.8.2.2. Focussed coding 

In the process of focused coding, codes were grouped to generate promising 

tentative categories and to synthesise a large amount of data (Charmaz, 

2014). This allowed me to categorise the data as a way to locate further 

patterns across and between the different data sets. The categorisation of the 

data facilitated an understanding of what the participants were communicating 

about the impact of language as MOI on students’ identity formation. In this 

way, focussed coding illuminated ‘new threads of analysis’ (Charmaz, 2006, p. 

59). This illumination allowed me to see the data in a different light and helped 

me to address my preconceptions about the topic under study.  
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4.8.2.3. Theoretical coding 

Finally, the process of theoretical coding involved identification of the ‘core 

category’, or the final category/categories (Robson, 2011, p. 491) that the 

analysis was focused on. This helped me to draw out a relationship between 

the categories developed from the focussed coding of the data. According to 

Charmaz (2006), theoretical coding is the most sophisticated level of coding, 

helping the researcher to theorise the data and focussed codes developed at 

the previous stage of data analysis. Theoretical coding enables the researcher 

to develop a coherent analytical story by repeatedly cross-checking with the 

transcribed interview data. In this way, a central theme or category is created, 

around which all the other codes and categories can fit. At this stage of the 

research, I reviewed the literature to further understand the data. The use of a 

constant comparative method at this stage further enabled me to identify 

similarities and differences between participants’ beliefs, and it allowed me to 

compare them against the literature.  

Charmaz (2014) calls the entire process of coding data ‘interactive coding’, as 

the researcher interacts with the participants by studying their accounts 

numerous times and re-envisioning the scenes of the interviews. Following the 

CGT data analysis approach, as explained above, the data produced are thus 

considered as co-authored and co-produced by the research participants and 

the researcher (Kvale, 2008). It is always possible that new information will 

emerge from the data, but saturation is considered to be achieved when the 

coding or data analysis begins to support the knowledge that has already 

emerged (Ezzy, 2002). 

During the constant comparative analysis, I found that some themes were 

dominant across all three data sets, while other themes appeared in some of 

the interviews but not in others. However, I found that these themes were quite 

significant for exploring high school students’ identity formation. Therefore, the 

discussion of the findings is divided into two sections: key findings and 

additional important findings. To tell the story coherently, I decided to move 
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from the key findings to the additional important findings in both the findings 

chapters and in summary of the findings in the discussion chapter. 

4.9. Trustworthiness, reflexivity and generalizability 

Qualitative and quantitative researchers have different views about how their 

research findings may be evaluated. The concerns of validity, reliability and 

generalizability, used in evaluating quantitative research, are considered to 

have little significance when checking the rigour of qualitative research 

(Creswell, 1994; Golafshani, 2003; Robson, 2011). The accurate use of 

research methods is referred to as rigour (Golafshani, 2003). The researcher 

in qualitative research is not entirely objective; he/she rather becomes a part 

of the research process by asking questions such as what, why and how, in 

their efforts to obtain detailed descriptions and deeper understandings of the 

topic under study. Robson (2011) notes that the key elements of qualitative 

research, i.e. description, interpretation and theory, which are related to the 

understanding of the phenomena under study, are mainly based on the 

researcher’s evaluations and interpretations. Various qualitative researchers 

have therefore avoided the term ‘validity’ and preferred to use terms such as 

‘credibility’, ‘transferability’, ‘dependability’ and ‘confirmability’ to establish the 

trustworthiness and rigour of the qualitative research (Creswell, 1994; Kvale, 

2008; Lincoln & Guba, 1995). The following section outlines the methods 

applied to ensure credibility and trustworthiness in this study. 

The theoretical framework and literature review in this study, which were drawn 

from previous research in the field and discussed in Chapter 3, greatly 

enhanced my interpretation of the data. The connections between the data, 

theoretical concepts and findings developed from the data are illustrated by 

excerpts from the focus groups and interviews. These excerpts provide the 

reader with the opportunity to undertake an independent assessment of the 

study. The data collected from participants with different educational and 

professional experiences provided me with an opportunity to develop 

systematic comparisons which was an important component of the data 

analysis. 
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From an interpretivist perspective, the trustworthiness of research refers to 

how well the research methods and other components such as sampling, data 

gathering and data analysis have helped in investigating what the researcher 

intended to achieve (Mason 2002). To enable the reader to evaluate the 

trustworthiness of the research process, a detailed description of the key 

elements of the study, such as setting, sampling, data collection methods and 

procedures, as well as the data analysis processes used to identify categories, 

are provided. The purposive sampling, a sampling technique used in this 

study, adds to the credibility as key informants who could provide relevant 

information were selected. A detailed description of the whole research 

process, specifically the explanation of the appropriateness of the research 

methods used in this study for answering the research question, demonstrates 

that an appropriate research design was accurately devised. This allows the 

reader to assess any biases that may be revealed by the researcher. In this 

way, the transparency of the entire research process validates that the 

emerging categories, and the interpretations provided, are well-grounded in 

the collected data (Hennink et al., 2010). 

Additionally, a thick description of the systematic comparisons carried out 

between focus groups, interviews and emerging categories added to the 

originality and trustworthiness of the current research (Geertz, 1994). The 

original transcribed accounts of the participants’ focus groups and interviews 

are added in the findings’ chapters. Member checking strategy, which is also 

called participants’ verification (Rager, 2005), was deployed to obtain feedback 

from the respondents to ensure the correctness of the information gathered 

through interviews, to determine the accuracy of the interpretation of data 

(Harper & Cole, 2012; Lincoln & Guba, 1995). The overall aim of member 

checking is to provide authentic and original findings (Creswell, 2014a). 

Member checking can be carried out simultaneously during the interviews by 

verifying any information provided or at the end of the research by sending 

preliminary findings to the participants (Creswell, 2014a; Lincoln & Guba, 

1995). In the current study, no written reports were sent to the participants to 
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review the authenticity of the findings. I verified my understanding of the data 

throughout the data collection period by sharing my data interpretations with 

the participants. I contacted some participants after the data analysis to seek 

their agreement or disagreement, and to explore any conflicting issues in more 

detail to obtain clarifications to determine the accuracy of the findings. 

In this way, the trustworthiness of the current research was enhanced by 

reflecting on the research procedures and presenting them transparently 

throughout the thesis. Some researchers recommend developing a research 

audit trail for the reader to establish the trustworthiness of the research (Santos 

& Alex, 2014). The audit trails are the journals used to document all the 

research stages, which reflect the methodological decisions made by the 

researcher.  The transparency of interpretations was also therefore maintained 

by keeping an audit trail of all the decisions related to the translation. 

 

4.10. Reflexivity 

Throughout the thesis, I have described in some detail the efforts I have made 

to be reflexive throughout my research study. Reflexivity is the process of self-

reference and the recognition of the researcher’s role which encourages 

researchers to be reflective about how their research questions, the questions 

asked of the research participants, the research methods used and the 

researcher’s positioning, might impact on and influence the research process 

and results (Langdridge, 2007). Such reflection and reflexivity encourage 

researchers to remain alert to the possibility that their beliefs and assumptions 

and their role as an outsider or an insider could affect the research results. 

Emphasising the significance of reflexivity in CGT, Charmaz argues that 

researchers are ‘obligated to be reflexive’ (2014, p.27) as their reflexivity keeps 

them engaged with and close to the data which brings a ‘tone of authenticity' 

to the analysis of the data (Charmaz, 2006, p. 133).  In an attempt to be 

reflexive throughout this study, I reflected on the following questions: who am 

I and how might my position influence my research? 



Jagdeep Gill                                                                                                                            s1476451 

 

160 
 

The researcher’s role as either an insider or an outsider is viewed as 

‘situational identities’ as they may or may not share their identity, language and 

experiences with the participants; this may have an impact on a researcher’s 

perception of their power and position in comparison to the research 

participants (Angrosino, 2005, p. 734).  Although as an insider I had many 

advantages in terms of gaining access, establishing a level of trust and 

openness with the participants, which an outsider may have found difficult to 

achieve, it was possible that my interpretations of the data might have been 

influenced by my preconceived notions and experiences as a member of the 

same group; my identity was shaped in ways which were very similar to those 

of the participants and my own education and subsequent employment were 

very similar to those who participated in this research study. However, I was 

aware of the fact that constant reflection throughout the research process, and 

remaining alert to the possibility that my personal biases and perspectives may 

influence my interpretations of the participants’ accounts, could lessen any 

negative impact on the research results caused by being an insider. I believe 

that I was both an insider and an outsider; although I shared experiences with 

the participants I was also to some extent an outsider because I had lived away 

from Punjab for many years and therefore have also had many different 

experiences from most of the participants which to some extent ‘created 

immunity to the influence of personal perspective’ on my research (Dwyer, 

2009, p. 59). 

To be reflexive during my research, I examined carefully my role as a 

researcher and continually questioned whether and to what extent my beliefs 

about learning in English, because of my investment in English during my 

school education and during my work in an English medium school in Punjab, 

and my lived experiences in Punjab and Scotland, had had an impact on how 

I designed and carried out the study.  I recognise that my investment in English 

proved useful as it afforded me the linguistic capital required to access different 

global communities in Scotland and employment as a teacher in Punjab, which 

many others who learned in regional languages have been denied. This may 
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have influenced my feelings about learning in English and how I 

conceptualised and carried out the study. However, being reflexive about my 

positionality and biases reduced the likelihood of imposing my preconceived 

notions on my interpretations of the data.  

To demonstrate the reflexive approach, I adopted throughout this research 

study, I have provided a detailed account at each stage of how I sought to 

achieve this.  I discussed my position as both an insider and outsider (see 

Chapters 1 and 4); I situated my research within a poststructuralist framework;  

I reviewed critically the literature on identity formation (see Chapter 3); and I 

outlined in some detail the processes I used for participant selection, data 

collection and data analysis (see Chapter 4).  Furthermore, simultaneous data 

collection and data analysis helped to address the effect of any bias I may 

have had that impacted on the interpretation of the data.  For example, while 

concurrently collecting and analysing the data I added emerging themes from 

the focus groups and interviews to the subsequent interview schedules. This 

allowed me to ensure that the findings reflected the participants’ beliefs and 

experiences and were not influenced by my preconceptions. To avoid any 

potential impact of my personal biases on the emerging themes, during the 

data analysis, I moved backwards and forwards between the data sets 

gathered to identify any ideas and prior assumptions that may have directly or 

indirectly shaped my interpretation of the data. Thus, as a researcher, I made 

every effort to take a step back and to be as objective as possible throughout 

the research process. 

I recognise that situating my research within a poststructuralist framework, and 

the literature review on the theme of identity formation, have certainly shaped 

my conceptualisation of language and identity formation and guided me at all 

the stages of the research. Therefore, despite being reflexive, I was aware that 

there is a difference between an open mind and empty head (Dey, 2007) so 

my own experiences as a person who learned and worked in an EM school in 

a Punjabi context might have had an impact on how I engaged with the whole 

process. However, engaging reflexively by following the steps outlined in the 
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paragraphs above and discussed throughout the thesis helped me to 

acknowledge that my existing beliefs and attitudes could impact on the design 

and implementation of the study. Throughout the research process, I kept a 

reflective journal in which I documented my feelings to record my thoughts and 

feelings and to distinguish them from emerging themes during the data 

analysis. In doing so, I sought to prevent any preconceptions influencing my 

analysis and interpretation and to avoid any bias. I hope that I made effective 

use of my position both as an insider and outsider to appropriate and full effect 

and that by being reflexive I have dealt with any disadvantages that may have 

arisen. 

4.11. Generalizability 

Generalizability refers to whether, and to what extent, findings and theories 

generated from one research study and research context can be applicable or 

transferable to other research settings.  Qualitative studies are not 

generalizable in the traditional sense because of their small sample sizes 

(Thomas, 2013). In addition, Guba & Lincoln (1982) argue that in qualitative 

research “[g]eneralizations are impossible since phenomena are neither time- 

nor context-free”.  Research context and setting are particularly important in 

qualitative studies (Cohen, Manion, & Morrison, 2007). Because the current 

study is both small-scale and context-dependent, no claims can be made that 

the findings reported from this research study are generalizable to the wider 

population (i.e. high school students) in India.  

Generalizability, however, was not the principal aim of this study; it was 

considered more important to explore in detail the variety of views emerging 

from the representative groups.  In India both the National Education Policy 

(1986), and the language in education policy, the Three Language Formula 

(1968), are the policies which prevail in education in most Indian states, 

therefore some of the findings and insights which emerged from this study may 

be of particular interest to other researchers and practitioners in the field, 

particularly but not exclusively in states which are similar to Punjab where the 
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current study was carried out.  Further research and exploration, which build 

on this study, could add ‘rigor, breadth and depth’ (Denzin & Lincoln, 1998, p. 

4) as researchers and practitioners investigate the impact of English or Punjabi 

as the medium of instruction within their own particular settings and contexts 

on the identity formation of their students.    

4.12. Ethical considerations 

In this section, I have discussed points related to ethical considerations in this 

study. Many ethical issues were considered to ensure integrity, quality and 

transparency in this research. Firstly, ethical clearance to conduct this study 

was obtained from the relevant School of Education Ethics Committee. To 

safeguard the participants’ rights the details of the instruments used such as 

data collection and analysis procedures were reviewed following BERA’s 

(British Educational Research Association) guidelines. The research ethics 

committee of the University of Edinburgh granted ethical approval with a letter 

(see Appendix J). The research has complied with British, Indian, local and 

institutional ethical codes for academic research. I obtained permission from 

the relevant people to carry out research in the selected schools and to access 

the participants; this was the headteachers in both the schools. Similarly, 

written informed consent was obtained from the participants, including parental 

consent for the student participants, before the commencement of gathering 

data. The informed consent letter included details about the purpose of the 

research, the background of the researcher, ensuing the anonymity of the 

participants and, most importantly, the voluntary nature of participation. Verbal 

consent was also obtained from each participant at the start of the focus 

groups and interviews, and this was audio recorded (Allmark et al., 2009; 

Bryman, 2012). I provided contact details so the participants were able to 

access further information about the research. Such measures force the 

researcher to consider the participants as the ones providing the data in 

research and therefore note that they ‘deserve respect and concern’ (Rubin & 

Rubin, 1995, p. 95). 
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As argued by Davies and Dodd (2002, p.281), ‘Ethics exist in our actions and 

in our ways of doing and practicing research’ and, as emphasised by Rubin 

and Rubin (1995), the researcher must ‘keep thinking and judging [their] ethical 

obligations’ throughout the research (p. 96). Therefore, to respect their rights 

and values, continuous verbal consent of the participants was obtained, even 

during the interviews (Marshall & Rossman, 2014). Also, participants were 

informed that their participation was voluntary and that they could withdraw at 

any time if they chose. Confidentiality was ensured throughout, and 

participants were made aware of this from the outset. 

Research ethics relate to acquiring ‘trustworthy information’ without causing 

any harm to the participants (Rubin & Rubin, 1995). This study involved high 

school students and therefore some particular ethical considerations were 

taken into account concerning the students’ participation in the research. To 

avoid any emotional and psychological harm to the students, the content and 

wording of the focus group tasks and interviews were thoroughly checked. For 

example, in the process of designing focus group tasks and an interview 

schedule, I avoided including any activity or question evaluating students’ 

competence in English as a foreign language as this could have put the 

participants in an awkward situation. Before administration, I also discussed 

the ethical appropriateness of the focus group tasks and interview questions 

with my supervisors, who considered them suitable for use with high school 

students. Stressing the confidentiality of the data to the students, I assured 

them that it would not be disclosed, even to their teachers or any other person 

in the school. There were some additional ethical considerations necessary to 

consider in order to enhance the confidentiality of the participants in focus 

group discussions. The participants in the focus groups did not just reveal their 

thoughts to the researcher, but also to other members of the group, which may 

have led to some stress being experienced by the participants (Smith, 1995). 

Although the researcher cannot ensure absolute confidentiality, as stated by 

Smithson (2000), I acknowledged this potential problem in the introductory 
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statement at the start of the focus group discussion. I also guaranteed their 

anonymity in this thesis and any future publications of the data. 

4.13. Summary 

This chapter provides a detailed report of the methodological approach used 

in this study. To establish methodological congruence, the rationale for 

adopting a constructivist grounded theory approach has been discussed. 

Justifications for each of the decisions related to the choice of research 

approach, sampling technique, data collection methods and data collection 

and analysis procedures, are outlined in this chapter. In addition, in the final 

section of the chapter, decisions taken to address trustworthiness, reflexivity 

and ethical considerations are presented in full.  

To ensure the clarity of the findings, the findings are discussed in two separate 

chapters: chapter five presents the findings from the headteachers and 

teachers’ data, whilst chapter six reports the findings from the high school 

students’ data. 
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Chapter 5: Data, discussion, and findings – headteachers and teachers. 

5.1. Introduction 

This chapter presents key findings that emerged from the analysis of the 

headteachers’ and teachers’ interviews. I purposely integrated the data 

collected from these interviews at the data analysis stage because the 

headteachers were interviewed to hear their views about the significance of 

English or Punjabi as a MOI in schools in Punjab and to obtain information 

about the school language policy and guidelines for the English language 

teachers and therefore the context in which the teachers were teaching. 

Furthermore, headteachers monitor the teaching-learning process in their 

schools and are in regular contact with the teachers. Therefore, the data 

collected from the headteachers informed the interview schedule for the 

English language teachers and, consequently, the data from headteachers 

and teachers are deeply related. Combining them enabled me to locate the 

similarities and dissimilarities between the headteachers’ and teachers’ views, 

which provides a broader picture of the two different school contexts.  

In this chapter, I have presented the two key findings which were (a) the 

hegemony of English in higher education and employment in Punjab, and (b) 

the social significance of learning in English, along with further insights from 

the headteachers’ and teachers’ interviews. In this study, the concept of 

hegemony refers to the domination of English over Punjabi in the context of 

Punjab. These key findings are discussed under the themes and sub-themes 

that emerged from the analysis of the interviews as presented in Figure 5 

below.
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Figure 6: The findings, themes and subthemes that emerged from the 

headteachers’ and teachers’ interview analysis. 
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in higher education and 

employment in Punjab, in 
India.
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For entrance examinations
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For students to overcome academic  
difficulties

For students' high aspirations for their future

For good employment

Engl

The social significance 
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English is associated with:
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English provides students with self-confidence:

Lack of English causes anxiety in PM school students

Parents' differring attitude towards EM and PM school 
students impacts children's self-confidence
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Speaking in English is associaed with good manners.

English-speaking is viewed as a good personal attribute 
to impress others.
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5.2. The key findings 

5.2.1. The hegemony of English over Punjabi in higher education and 

employment in Punjab, India. 

From the analysis of the headteachers’ and teachers’  interviews, which was 

framed using the three key constructs of investment i.e. ideology, agency and 

identity, it was found that both the headteachers and teachers generally 

agreed that English is an investment in students’ future possible–selves 

(Markus & Nurius, 1986). To explore headteachers’ and teachers’ views on the 

significance of English, when asked how important English was in their daily 

lives, most recognized its importance for academic and professional purposes 

and some pointed out the social significance of English. From a fine-grained 

analysis of the headteachers’ and teachers’ interviews, it became clear that 

English is perceived by them as a ladder to success which works as symbolic 

capital and provides students with opportunities in higher education and 

eventually in future employment. English is not a prerequisite for employment. 

However, we cannot deny the fact that every good occupation requires at least 

a bachelor’s degree (Schwartz et al., 2009), which can mainly be obtained 

through learning in English, in the Indian context. 

A detailed analysis of recurring themes emerging from the views expressed by 

headteachers and teachers in interviews is given below. 

5.2.1.1. English is essential for entrance examinations to access good courses 

in higher education 

The view that learning in English can ease access to higher education 

emerged as an important theme in the headteachers’ and teachers’ interviews. 

Almost all the participants in this study (including students as reported in the 

following chapter) associated investment in English with access to higher 

education, which they believed had an impact on students’ identity formation. 

The following account captures an EM school teacher’s opinion about this:  
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English is very important for their [students] future. Nowadays, 

students are opting for medical sciences as their career. There also 

they need English. If they are going for non-medical stream then also, 

they must learn English ..., so students must learn English and be 

fluent and competent in English. In higher education, students can 

give their best if they know English. (Chamanjit, EM teacher). 

In the preceding extract, the teacher emphasised the significance of English 

for students entering the medical and certain non-medical e.g. Engineering14 

courses in higher education and in their future career. Chamanjit explicitly 

stated that those who know English can do better in higher education. Thus, 

she appeared to believe that students who do not learn in an EM school face 

difficulty due to the lack of required linguistic capital to access the most desired 

courses in higher education. One possible reason for this, as most of the 

participants (including students) reported, was that all the entrance tests for 

these courses in India are conducted in English (The Government of India, 

1992). Entering courses in medical and non-medical disciplines thus opens up 

opportunities for entry to professional occupations, such as medicine and 

engineering. The investment in English, which appears to open the door to 

these attractive courses, therefore, tends to provide EM school students with 

more opportunities that can lead to their better future possible selves than is 

the case for their peers learning in a PM school. This perception of the EM 

school teacher is consistent with the beliefs held by the PM school 

headteacher: 

It is quite common that students learning in PM school lag behind their 

counterparts in EM schools because the pattern of selection in good 

jobs or higher qualification, such as engineering and medical etc. is 

 

 

14Admission into these two disciplines is in high demand and very competitive in India. These 
subject areas are considered superior to other disciplines such as the humanities and arts 
(Cheney et al. 2005). 
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based on the proficiency in the English language only. All the entrance 

tests are conducted in English, and higher education is in English, so 

it is difficult for PM students to compete with EM students (Varinder, 

PM headteacher). 

Discussing the significance of English in accessing higher education and jobs, 

the PM school headteacher expressed her concerns about the PM school 

students lagging-behind their counterparts in EM schools. The headteacher 

explicitly stated that it is hard for PM school students to compete with EM 

school students. This appeared to be due to a lack of the required linguistic 

capital to pass the examinations to enter good higher education courses. This 

suggests that students from PM schools face major challenges in improving 

their skills in English enough to allow them to enter these well-regarded 

courses in higher education. Similar difficulties and challenges were found to 

be experienced by regional language medium school students in a study 

conducted by Ramanathan (2005) in Gujrat, India.  

In Varinder’s’ (PM school headteacher) account above, there was a sense of 

English as a form of linguistic capital, which can be used to exercise agency, 

for students to enter into the most sought-after fields: engineering and 

medicine. However, such beliefs related to the agentive use of English over 

any other language, for entering high profile courses in higher education, seem 

to be problematic for students’ identity formation in Punjab where English is 

not equally distributed and is used as a MOI in some schools but not in all. 

English medium school students’ investment in English, therefore, decreases 

their worry and enhances their prospects of achieving their desired future 

selves. The lack of investment in English may however contribute to PM 

students’ negative sense of self in comparison to EM students, which in turn 

may have an adverse impact on their (PM students) identity formation. 

5.2.1.2. English in relation to studying science and technology 

As noted above, it is mandatory for students to pass entrance examinations to 

enter competitive fields in science and technology. Although it is difficult to 
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pass these exams without knowing English, the students were reported to be 

keen on entering medical and non-medical streams to become doctors and 

engineers. One of the possible reasons for this might be that such courses are 

considered more valuable as they may open doors to occupational 

opportunities for students in the future (Banerjee, 2016; Bhattacharya, 2016). 

Additionally, the societal discourses which give an elevated position to these 

courses seems to rouse students’ desire to enter these so called high profile 

courses in Punjab in order to be identified as elites (Cheney et al., 2005). In 

relation to this, Das (2007, p. 59) highlighted that these courses are viewed as 

elevated streams in education and professions in India and people are 

obsessed with entering these which he refers to as a ‘craze’ and questions:  

But can everyone become a scientist or a doctor or an engineer? 

Perhaps not. Some have to be artists, musicians, writers, social 

scientists, and litterateurs. Unfortunately, a student is very often 

forced to join a science course, although his or her natural inclination 

is creative arts. The results are usually disastrous, both from personal 

and social standpoints.  

The relationship between learning in English and access to medical and non-

medical subject areas in education has also been revealed in many other 

studies conducted in India (e.g. Asadullah & Yalonetzky, 2012; Berry, 2013; 

Bowl, 2001; Briggs et al., 2012; Kumari, 2016b). 

In addition, the demand for extra classes in maths and science, according to 

one of the EM school teachers and one of the headteachers, bears witness to 

the perceived significance of English for higher education and students’ 

aspirations to enter medical and engineering fields. According to them, science 

and mathematics are considered as important subjects in higher education and 

are taught in English so students prefer taking extra lessons in these subjects: 

‘I think they do take private lessons in science and maths’ (Anjali EM teacher). 

‘I think they take tuitions more in science and maths depending how they are 

doing in English’ (Seena, EM school headteacher). Moreover, as will be 

reported in the following chapter, all the students in the focus groups agreed 
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with the statement that, English is the most suitable language for the study of 

science, medical, technology and commerce. This belief in turn provides EM 

school students with self-assurance that they possess the linguistic capital 

required to enter these elevated streams.  

My concern here is not that students are opting for science or maths in higher 

education but rather that the significance of investment in English for the most 

aspired to future selves of students, such as becoming doctors and engineers, 

is recognised by students. Higher education is mainly carried out in English in 

India and students must learn science and maths in English. Since admission 

into the two disciplines medical (science) and engineering (maths) is quite 

competitive in India, those who are admitted into these courses feel fortunate 

while those who are not admitted might feel that they had lagged behind. As 

described by the EM headteacher: 

Those students [PM students] might have to face more failures in the 

entrance exams which are generally held in English. They barely can 

express themselves in English. Hence, it is a kind of stigma... I would 

say a language stigma. They might think of doing something else, but 

that emotional stress, the stress of society, the stress of relatives; 

thinking that their cousin has become a doctor and they have not even 

passed a year one in college or university. So, a social stigma of 

failure I would say has a huge negative impact. It might be thought as 

if the person had not worked hard enough, but it has more to do with 

the base which is hard to form when all the years of school time have 

passed, and it gets too late. (Seena, EM headteacher) 

The EM school head teacher, in the extract above, described the mental and 

emotional state of students who lack the linguistic capital required to enter the 

prominent fields in higher education. Seena’s account clearly illustrates that 

PM school students, due to the lack of required linguistic capital may consider 

themselves incompetent to pass the entrance examinations to become 

doctors. Seena, however, added another string to the argument by stating that 

not all students want to enter these elevated fields. She appears to suggest 
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that some students choose these streams only because of societal pressure 

and to avoid the humiliation of being viewed as failures because they had not 

opted for courses which are considered superior in Punjabi society. The lack 

of knowledge of English, which is a pre-requisite to pass the entrance 

examinations and is viewed as a superior language, could possibly be the 

reason that the students who do not opt for medical and engineering courses 

are viewed as failures. The deficit view of PM students about their competence 

in English appeared to cause challenges and emotional stress for them which 

the EM head teacher refers to as a language stigma. The investment in 

English, which appears to be used as a measure for students' success and 

failure, plays a significant role in students’ identity formation. 

5.2.1.3. Lack of knowledge of English adds to students’ academic difficulties  

The discussion in the above paragraphs about the significance of English for 

science, technology, and entrance examinations to access higher courses in 

universities highlights the weight given to English in academics in India. The 

importance of English for academics was also noted by the EM school 

headteacher. She outlined the academic difficulties students might face that 

can lead to their failure: 

The biggest problem they (PM school students) will face I think is 

regarding the academics in higher education because they will not be 

able to understand what the lecturer is teaching. Another thing is they 

will be hesitant to ask any questions in the class, which will lead to the 

lack of understanding of the subject, and they might end up in failure 

in that subject or even that year. This might result in their withdrawal 

from studies. So that is basically the end of their career in that stream. 

(Seena, EM headteacher) 

The headteacher in the extract above indicates that students from PM schools 

might face major challenges in demonstrating their competence in higher 

education. Discussing PM school students’ academic performance in higher 

education, the headteacher expressed her concerns about the students being 
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reluctant to ask questions in class. This was because of their lack of 

competence in English in comparison to the students from EM schools. The 

EM headteacher stated that this can result in PM school students’ failure and 

withdrawal from their studies. There are a number of studies noting the 

challenges faced by students in higher education because of poor 

communication and poor understanding of lectures in English (e.g. Hiew, 2012; 

Mohamed, 2013; Kirkgoz, 2014). Singh  (2006) stressed the relationship 

between claimed proficiency in English and students’ educational competence 

in Punjab. With regard to the impact lack of English can have on students’ 

identity formation, PM school students appear to struggle to be identified as 

members of the community of practice (Wenger, 1998), in this case, as 

students of college and university. In communities of practice, such as colleges 

and universities, there are prevalent issues of power and unequal access that 

make new participants feel like peripheral members (Wenger et al., 2002). 

Thus, colleges and universities become a community of practice where, in 

order to join in, the PM school students must work hard to transform their 

position and to develop relations between them and the EM students. PM 

school students may exercise their personal agency in the form of hard work 

to develop their English linguistic competence as a way to negotiate their 

identity and to position themselves in a given community of practice such as a 

college or university. For example, PM school students in this study stated that 

they join English speaking centres to improve their knowledge and English-

speaking skills (discussed in detail in Section 6.2.3.1.2). 

A lack of competence in English further impacts on the PM students’ 

participation in wider contexts. For example, the EM school headteacher 

provided the example of the IELTS exam, which is mandatory for students to 

enrol and to achieve set grades in order to pursue further studies abroad. This 

highlights how the students from PM schools might feel because of their lack 

of linguistic and cultural capital in the form of English language skills which 

may enable them to pass the IELTS exam. In this way, a lack of competence 

in English closes the door to them regarding access to higher education 
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abroad, their future imagined communities (Anderson, 1996). As a result, the 

students lag even further behind the students from EM schools as they have 

no choice but to either withdraw from their studies or to undertake a higher 

education course delivered using Punjabi language as instruction. This is likely 

to highlight further inequalities between the two types of students which 

discourages the PM students and may shape their perceptions about 

themselves adversely. Such perceptions concerning the shortcomings of 

regional language medium school students are evident in a number of studies 

related to EM and regional language medium learning in India (e.g. Pathan, 

2012; Ramanathan, 2003, 2014; Sandhu, 2010, 2014b). 

It is apparent from Seena’s account that knowledge of English is perceived to 

be widening opportunities and preventing students from experiencing 

difficulties in higher education and life in general that the lack of knowledge of 

English can bring. This theme also emerged clearly in the students’ focus 

groups and interview data as is reported in the following chapter. Seena 

however, in an extract above, appeared to recognise the disgrace the lack of 

English could bring to PM students. Such emotional insecurity is viewed as an 

identity vulnerability which Ting-Toomey (2005, p. 219) refers to, ‘the degree 

of anxiousness and ambivalence in regard to group based and person-based 

identity issues’. 

Hence, it is clear that the lack of English which is perceived as linguistic capital 

to gain entry to the most desirable academic and professional fields can leave 

students from the PM schools feeling at a disadvantage. This might be 

because of their limited linguistic capital when it comes to higher education 

and jobs. Thus, PM students seem to suffer from emotional insecurity and 

vulnerability due to the fact that they are not competent enough to enter the 

higher education courses and professions which are much valued in Punjabi 

society. In contrast, EM school students, with their competence in English, are 

clearly at an advantage. These differences based on the accumulation of 

English as a means of accessing the most desirable positions academically 

and professionally has been found among people in North India, in the study 
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conducted by Sandhu (2014). Such beliefs that English is indispensable for 

high profile educational courses and occupations support the notion that 

learning in EM enhances the chances of EM students to enter these fields. 

This opinion about themselves may further encourage EM students to think 

that they have greater worth than their counterparts in PM schools and to form 

their sense of who they are. Therefore, learning in EM or PM seems, in the 

opinion of the teachers and headteachers interviewed, to be closely linked to 

students’ self-conception or identity formation and subsequently can have an 

impact on their future aspirations. 

5.2.1.4. English associated with students’ aspirations for the future 

The EM school headteacher’s response to the question: ‘to what extent does 

learning in Punjabi or EM school have an impact on students’ aspirations and 

hopes in the future?’ further evidenced the positive impact of learning in 

English on students’ future aspirations in relation to their higher education: 

Yes, a child learning in EM school can obviously aspire to go and 

study at Harvard or can aspire to go and join NASA because of his 

higher level of speaking in English. (Seena, EM headteacher). 

The distinction between PM and EM students is evident in the EM 

headteacher’s account. While talking about the distinguished professions and 

access to higher education in well-known universities like Harvard, Seena 

appeared to exclude PM students. Such beliefs bring into mind Ting-Toomey’s 

concept of group-based differentiation which may cause PM students feel 

‘unwelcome and excluded’ (2005, p. 220). The headteacher seemed to believe 

that learning in English is a fundamental requirement to achieve the most 

aspired to future possible selves (for instance, to go abroad and study at 

Harvard or to join NASA (National Aeronautics and Space Administration). 

Certainly, getting into high-profile courses such as medicine and engineering 

would also bring symbolic capital to students. The accumulation of symbolic 

capital incorporating linguistic, cultural, economic and social capital would 

empower those who have learned in English and further authorise them to 
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achieve their desired future selves or, as Anderson (1991) puts it, to enter the 

‘imagined communities’. Thus, entering these privileged fields in higher 

education or professionally may label the EM students as those who possess 

valuable symbolic capital, and this is likely to make a positive impact on others. 

Nonetheless, the inadequacy in English among the PM students may serve as 

an identity trigger which could make them more conscious about the fact of 

being less proficient in English which  might make them less confident about 

their possible future selves. 

A similar opinion highlighting the differences between EM and PM schools and 

the students’ learning there can be clearly seen in the following extract from 

another EM school teacher’s interview: 

See, the medium of instruction in higher education will be English. All 

the learning material like books and all will be in English, and if a child 

will not be able to comprehend vocabulary then it would be difficult. 

They might need to run for private lessons and all. So, such 

differences will always be there. That is why children, those who want 

a bright future, are leaving those schools (Punjabi medium) and 

coming to our school. (Anjali, EM teacher) 

In the extract above, the teacher seems to express the view that students from 

PM schools are transferring to EM schools because of the value of learning in 

English for aspiring higher education students. The teacher seems to be 

making a judgement and brings to the fore that the PM schools are leaving the 

students in a disadvantaged position. This is because of the lack of exposure 

to English, a language which is believed to empower its speakers and provide 

them with better access to opportunities (Kumaravadivelu, 2003). The 

teachers’ statement, however, needs to be interpreted cautiously because her 

thinking might have been influenced by her being the EM school teacher who 

had had her education in an EM school. One of the possible reasons for the 

students’ transfer, as given in the literature, may also be sound pedagogy and 

quality education in EM schools (Kaur, 2017). The pedagogical differences, in 

particular in English language teaching, between the two types of school were 
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also discussed by the student participants and are reported in Chapter 6, 

Section 6.2.3.1.  It could also be the case that the value placed on English, 

which carries linguistic capital, is perceived as a gateway to higher education 

and deemed to provide future opportunities to students and this probably 

influences parents’ decision to transfer their children from PM schools to EM 

schools (Hill & Chalaux, 2011; Okal, 2014; Singh & Sarkar, 2015). The reason 

for this shifting could therefore be either sound pedagogy or English medium 

of instruction. Nevertheless, it is apparent that parents want their children to 

have a good education, which they believe can be obtained in EM schools, to 

enable them to stand out in society and thus to have a positive impact on their 

identity overall.  

From the discussion in this section, it becomes clear that the connection 

between English and highly desired educational courses might have a positive 

impact on those who manage to get into the so-called high-profile educational 

courses. The majority of them, however, would be the EM school students who 

would have a feeling of self-efficacy (the competence to perform successfully) 

(Dornyei, 2005) because they possess the linguistic capital required to access 

these fields. Thus, learning in English gives them a feeling of positivity which 

may provide them with confidence in their ability to access these valuable and 

most desirable fields and to achieve their desired future possible-selves. This 

accords with Singh’s (2015) study in which she compared EM and Telegu 

(regional language) medium high school students in Andhra Pradesh (another 

state in India), and reported the positive effects of learning in English such as 

making a good impression on others because students had acquired self-

efficacy and agency in English. 

The feeling of self-efficacy, one of the elements of self-perception, is seen as 

something which EM students could utilize in their identity formation. The 

attributes of an individual’s personality such as self-efficacy have been named 

as ‘identity capital’ which could increase a person’s chances to gather many 

tangible and intangible resources or, in other words, economic, linguistic, 

cultural and social capital (Schwartz & Cote, 2002). Thus, it can be said that 
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among EM school students, a sense of their own ability to pass an entrance 

exam, as discussed earlier, and cope with any future academic challenges 

might suggest self-assurance in their ability to achieve their desired future 

possible selves. Learning in English, therefore, may contribute to the EM 

school students’ positive thinking about themselves in relation to their success 

in the future and their identity formation. However, the negative impact of the 

lack of self-efficacy in English on PM students’ chances to fulfil their future 

aspirations and, in turn, on their identity formation cannot be underestimated.  

The key finding highlighting the hegemony of English is discussed further in 

relation to the sub-theme: English for employment and students’ identity 

formation. 

5.2.1.5. English for employment and students’ identity formation 

The teachers’ and headteachers’ belief about the significance of English for 

students’ employment in the future is in line with their views on the importance 

of English for higher education. Such beliefs highlighting the dominance of 

English in employment in Punjab emerged consistently in the headteacher and 

teacher’s interviews and has already been briefly discussed in the section 

above. The participants explicitly focussed on the use of English to get 

employment and associated this with the students’ identity formation. 

When the headteachers and teachers were asked, focussing on students’ 

future, such as jobs or career in Punjab, how important is English for students? 

their responses suggested that English is viewed as an important language for 

students’ future jobs and career. For example, in the extract given below, 

pointing to students’ future in terms of employability, the EM school teacher 

explicitly stated how speaking good English at job interviews and in a 

workplace can enhance students’ chances of getting and retaining a job. 

Coming to their future, I will say that certainly, they will have difficulties 

in interviews and all, whenever they want to go for joining a good firm, 

they will need to speak in English to impress the job interviewers. So, 

they will have to interact in English. The first impression that a person 
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makes lasts forever and whenever a person is speaking in English 

that gives the lasting impact of that person. So, that person’s 

personality is enhanced. (Anjali, EM teacher) 

The EM school teacher, Anjali, appears to believe that English speaking is 

mandatory to secure a good job. The investment in English, which is perceived 

to function as linguistic capital in Punjab, seems to prevent students from 

encountering difficulties in job interviews which are conducted in the English 

language. Anjali appeared to stress that the use of good English at job 

interviews is a means to impress an interviewer to get a job. One possible 

reason to prefer English speaking in jobs could be that a knowledge of English 

can bring economic returns to the companies operating nationally and 

internationally (Azam et al., 2013). Along with that, English is considered as 

an identity mark of elite and well-educated people, which is mentioned in the 

SLL literature as one of the variables of motivation to learn a language (Smith, 

2013).  

The lack of investment in English, therefore, can be seen as strongly 

obstructing the chances of PM students accessing good employment, as their 

linguistic capital is considered to be of less value. This, however, reinforces 

the privilege of EM students who already have an advantage over PM students 

in terms of access to valued higher education courses that lead to good 

employment. Thus, the hegemony of English, the language which is a part of 

human capital (Latukha et al., 2016) and is inextricably tied to employment 

opportunities in an Indian context, posit a deep relationship between the 

investment in English and students’ future possible selves and their identity 

formation. Speaking in English thus seems to be considered as a specific 

factor that can provide credibility, in a Punjabi context, where it can be 

converted into economic and social capital, for instance, in the job sector (see 

Roshid & Chowdhury, 2013; Srinivas, 2013). Even if they have the same 

academic qualifications and good academic results, PM school students might 

not be successful in job applications because of their lack of investment in 

English. Such beliefs regarding the significance of English in jobs were further 
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expressed by the PM school teacher who describes the connection between 

English and good employment using a proverbial saying: 

As we say, money makes the mare go, in the same way English 

makes the mare go. (Seema, PM teacher). 

The teacher makes her point using a traditional saying to highlight the 

significance of English. The general meaning of this saying is that it is difficult 

to survive without money. Similarly, the teacher here has attempted to show 

the significance of English, which she seems to believe is a necessity in daily 

life. Although the statement given above is short, it gives the same impression 

as that given by other teachers and explicitly expressed by one of the 

headteachers i.e. that competence in English is essential to gain good 

employment. The headteacher stated that ‘I would say English is very helpful 

not only for students in getting good positions in the future but also for their 

bread earning in the future’ (Seena, EM). As discussed earlier, English in an 

Indian context, although it is not used much in daily conversation, has an 

important place academically and professionally.  

Thus, English is considered to provide access to opportunities like higher 

education and jobs in the future and comprises a linguistic capital that affords 

its speakers’ symbolic power (Bourdieu, 1991a) which enables its operator to 

convert one type of capital into another. The use of fluent and good English in 

job interviews in Punjab thus appears to exercise an invisible power (Bourdieu, 

1991a) which is not known to the people who are subject to it and those who 

exercise it. However, it has a deep impact on people’s (students’) identity 

formation. 

In short, English is the native language of most developed countries and also 

has left a mark of its superiority because of its colonial history in India. Parents’ 

high demand for EMI in schools in India (Harma, 2011; Luz & Cruz, 2013) in 

conjunction with the National Education policy (Ministry of Human Resource 

Development (MHRD), 1992)and the school education board policies (Mohnot, 

2006; Ramanujam, 2011) that approve English to be taught as a compulsory 
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language in schools all point to the hegemonic view of English in Punjab.  Such 

strong hegemonic ideology is exemplified in one of the PM school teacher’s 

statements that ‘if you fail in English you fail in all school subjects.’ (Seema, 

PM teacher).  

In summary, based on the majority of the preceding extracts, it is notable that 

in the headteachers’ and teachers’ opinion, communication in English is a 

requirement for most jobs, especially in the private sector in Punjab. This has 

also been noted by Ramanathan (2005) who argues that opportunities to learn 

English, which have been unevenly distributed in the Indian context, play a 

gatekeeping role in relation to accessing well-paid professional jobs. A number 

of studies have shown that the English language is deemed to be cultural 

capital that tends to lead to job opportunities (e.g. Enxhi, Bee Hoon, & Mei 

Fung, 2012; Feldmann & Feldmann, 2016; Tam, 2012; Taylor & Bain, 2005). 

A few studies conducted in countries where English is the native language also 

reveal that immigrants with English as a second language have fewer 

opportunities to gain employment because of their lack of communication skills 

(Trofimovich & Turuseva, 2015). Thus, it can be said that valuing one’s 

linguistic capital accords symbolic value and legitimation to a person’s identity 

in structures of power such as higher education and employment (Taylor & 

Bain, 2005). At the same time, because of the prevailing ideology in relation to 

the dominance of that particular language and systematic patterns of control, 

such as attending job interviews to obtain a good job, lacking this valuable 

linguistic capital can constitute an obstacle to obtaining the desired position.  

In the current study, however, the headteachers’ and teachers’ concerns about 

EM and PM school students’ English speaking did not end with its link to higher 

education and jobs. Instead, this led to another aspect: social discrimination 

based on the language the students are learning in. An inequitable distribution 

of the valued linguistic capital, which occurs as the result of different languages 

used for instruction in schools, reinforces inequality among students. These 

differences not only influence opportunities to access higher education and 

jobs, but also have a profound effect on students’ sense of self-worth which 
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may affect their social identity. The hegemony of English in Punjab and its 

uneven distribution in schools, seems to split students into two groups, which 

reinforce inequality among them and influences their social identities in the 

case of PM students, negatively. Such concerns were expressed frequently in 

the headteachers’ and teachers’ interviews. They informed the analysis of the 

teachers’ accounts concerning students’ identity formation in relation to their 

social status which is discussed in detail in the following section. 

5.2.2. The social significance of English in Punjab 

The fact that English is viewed as a marker of social status in society in Punjab 

was another key theme that emerged from the headteachers’ and teachers’ 

interviews. Both the headteachers and teachers made it explicit that people 

who can communicate in English are considered to have a higher social status 

in Punjab. As discussed in an earlier section, knowledge of English facilitates 

entry into occupations such as doctors and engineers which are considered 

elite professions in the Punjabi context. It is likely that students with linguistic 

capital, English, aligned with the hegemonic ideologies of people with regard 

to its higher value as compared to Punjabi, are able to make a good impression 

in Punjabi society. Likewise, the ideologies and societal discourses related to 

the valued position of English over Punjabi in Punjab may impact students’ 

perceptions about themselves based on the language they are learning in. The 

extracts given below highlight the fact that learning in English is viewed as a 

status symbol and helps to explain further why the headteachers and teachers 

perceived this to be related to students’ identity formation. 

5.2.2.1.  English associated with socio-economic status  

From the headteachers’ and teachers’ interviews it became evident that 

English in Punjab is associated with high socio-economic status. In their 

accounts, both the headteachers and teachers compared the PM and EM 

school students’ parents’ socio-economic status and linked good jobs and 

higher socio-economic status with the EM students’ parents, and vice versa. 

For example, it was apparent in an interview with the PM school headteacher 
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that most of the parents of the PM school students who worked as labourers 

had had their education in a PM school. 

I think most of them [parents] had their schooling in PM schools and 

after that, they started working as a labourer in building construction, 

rickshaw pulling and helping the farmers. (Varinder, PM headteacher) 

It is likely that a deficit view of people educated in PM school working as 

labourers, which has taken a form of a social ideology, creates an 

understanding in PM students that they are meant to enter into the labour 

market because they have not acquired English, the capital required to access 

higher ranking jobs. Such beliefs could have an impact on how students 

learning in PM schools view themselves and are viewed by others when their 

future possible selves are considered. 

Furthermore, during the interviews, English was linked to rich people in Punjabi 

society which adds further to the view of PM students that they are behind EM 

school students in respect of social standing and / or earning prospects. As 

exemplified in the account of one of the EM school teachers: 

Our society is already divided based on rich and poor. Because rich 

people can send their children to EM school, English is thought to be 

as the language of the rich and the people with a high standard. 

Therefore, one who speaks in English in Punjabi society is viewed as 

the one with a high standard of living. (Chamanjit, EM teacher). 

Chamanjit suggested that English speaking is linked to a person’s socio-

economic status and is viewed as the language of the rich people. This is 

because people who are financially secure can afford to send their children to 

EM schools. She further expressed her concern that differences based on 

English speaking have added another category, people with high living 

standards, which further divides people in Punjabi society based on their and 

their children’s learning in a particular language.  

Research in India strongly suggests that people who are financially well-off 

send their children to EM schools to show and maintain their high living 
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standards (e.g. Kingdon, 1996; Smith & Joshi, 2016) which further signifies 

their high social standard. Additionally, in the literature review, it was found 

that the association of English with people’s socio-economic status creates a 

new category of division of people in Punjab. For instance, business 27.7% 

and high ranked government jobs 60.6%) were revealed as the professions of 

parents of EM school students while farming (40%) and labour jobs (53.6%) 

were reported as the professions of parents of PM school students (Singh, 

2006).  

With regard to the link between English and socio-economic status, the EM 

school headteacher’s opinion is similar to Chamanjit’s views: 

I think in Punjab a person’s social economic status rely almost on the 

English language. Just the children from upper and middle class come 

to EM private schools. Children from lower class families do not get 

this opportunity to learn in EM school and further to get good salaried 

jobs in the future. This interrupts their growth in society and it certainly 

produces a new caste system that divides people into two categories, 

poor and elite. (Seena, EM headteacher) 

The headteacher, like the EM school teacher, identified the close links 

between learning in English and an individual’s socio-economic status. EM 

schools in India are expensive. Parents need to pay high fees, therefore not 

everyone can afford to send their children to EM schools (Harma, 2011; Singh 

& Sarkar, 2015). The headteacher seems to suggest that in Indian society the 

English language opens doors to opportunities such as higher education and 

jobs but is not easily accessible to all. The interrelationship between economic 

capital and the chance to acquire access to English language skills have also 

been highlighted by Park (2011) in his study conducted in Korea.  In the extract 

above, Seena (EM headteacher) linked English to socio-economic status and 

also referred to a new social class category based on one’s learning in EM or 

PM school, i.e.  poor and elite. Similarly, the other headteacher also highlighted 

a social class division of people as ‘English educated, and non-English 
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educated’ and stated that ‘people learning in English schools were considered 

elite as compared to others’ (Varinder, PM headteacher).  

The PM school teacher’s account, which appears to be in the form of a plea to 

the government to introduce EM of instruction in all schools, exemplifies the 

ideological hegemony of English and its importance for achieving a higher 

social status: 

If we want to grow, I mean to grow in society and if we want to go 

among the reputed ones (people) so we should try to speak English. 

I mean ... it shows our standard. If we don't speak English and not 

conversing in English, somewhere we feel shy, it hurts us that I am 

not able to speak English. So, there must be something done ... If we 

want to raise the standard of all the schools in Punjab then the 

medium of instruction should be English. (Seema, PM teacher) 

The teacher expressed her concern that English should be introduced as a 

medium of instruction in government schools in Punjab so everyone can gain 

a good position in society, or ‘grow in society’. She seems to present the 

emotional voice of students learning in PM schools who lack knowledge of 

English. The use of the expression, ‘it hurts’, reflects her concern for students 

who are unable to speak English, the language which represents social 

prestige. English is recognised as a global language (Crystal, 2005) and has 

been given an elevated place, in an Indian context, in that mastery in English 

determines an individual’s position in society. Such beliefs relate to the high 

status of English which may position the EM school students as members of 

the socially-privileged sector of Punjabi society. In contrast, the students from 

PM schools may be regarded as those with a lower social status. 

5.2.2.2. English associated with high social class 

With regard to the links between English and social class, the PM school 

headteacher, focussing on differences between the people who learned in 

English and Punjabi, stated: 
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People living in big cities [and working at officer ranks] have a better 

lifestyle than the people living in villages or remote areas. When they 

meet or get-together they always prefer speaking in English. So, to 

rise and survive in Punjabi society, which is getting more advanced 

day by day, it is important to know English. If we do not know English, 

then we cannot sit among good people, by good I mean well-read 

people. (Varinder, PM headteacher) 

The headteacher added a new perspective on how English-speaking people 

are seen in Punjab. She referred to the lifestyle of people in big cities in Punjab 

and related English speaking to higher occupational positions and better 

lifestyles. This further indicates that English speaking in Punjab is viewed as a 

marker of the higher ranks in jobs and good lifestyle in general. English has 

been described as a language used mostly by the people in urban areas and 

linked to their higher social status. This accords with the claims made by Vulli 

(2014) who, in his study on EM of instruction and Dalit discourses on this 

subject, confirms that English learning is mandatory along with the mother 

tongue to acquire good social status in an Indian society. 

 Additionally, the headteacher in the extract above explicitly relates English 

speaking to good and educated people. The use of terms like ‘good’ and ‘well-

read’ for people who can speak English serves to determine the relationship 

between English speaking and an individual’s positive and influential identity. 

Such ideologies make it quite clear that English speaking plays an important 

role in being viewed as an important person in Punjabi society. The differences 

in the use of the English language between people from urban and rural areas 

in India has been discussed in many studies (Kumari, 2016b; Singh, 2015; 

Vaish, 2008b). The positioning of English-speaking people as good people 

who are ranked higher in society, draws our attention to Davies and Harre’s 

(1990) notion of interactive positioning, whereby a person is positioned by 

another or by others. Davies and Harre (1990) presented the idea of reflexive 

and interactive positioning. Reflexive positioning is when a person positions 

himself/herself differently from others and interactive positioning is when 
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others position that person differently. Here, the teacher seems to be 

interactively positioning those who can speak English, drawing our attention to 

how people in Punjab are positioned differently within the society, based on 

their investment in English.  

Social class based division has been recognised as one of the important 

aspects of identity formation (Block, 2015). As discussed in the literature on 

Second Language Learning and identity, many factors including class 

influence  identity formation,  but here is a plethora of research highlighting the 

interrelationship between language and social class (Block, 2015; Hanafin & 

Lynch, 2002; Ladousa, 2016; Ramanathan, 2016; Sacker, Schoon, & Bartley, 

2002). Block (2007) defines a social class as one of the dimensions of identity 

which, unlike other dimensions such as gender, race or nationality, is based 

on the distribution and redistribution of material resources. In Punjab. the 

accumulation of English which brings social status appears to determine the 

individual’s social class. This might be creating differences between students 

from EM and PM schools. Ramanathan's (2005) work on English as a MOI in 

India is a good example of this, as she illustrates connections between 

symbolic markers such as the language used as a MOI and social class. 

The teacher’s account above shows that the differences based on investment 

in English divide people into high and low class in Punjabi society. The social 

class division based on the language in which the students are learning 

indicates that in their daily lives, students from both types of school might be 

positioned or identified based on the type of school in which they are learning. 

This stratification results in social class hierarchies in societies (Block, 2015), 

especially, in Indian society, which has already been stratified on the basis of 

castes and religions (Ramanathan, 2014). In this way, learning in two different 

types of schools with regard to the language used for instruction can also result 

in social inequality among students.  

Thus, investment in English appears to bring with it both economic and social 

capital. The accumulation of this capital distinguishes Punjabi speakers from 

English speakers or, to be more precise, PM school students from EM school 
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students. Examples demonstrating the differences between the two groups of 

students were evident in the interviews, where participants highlighted how 

English speakers and EM school students are considered superior to PM 

students 

5.2.2.3. English as a symbol of superiority and cause of social inequality in 

Punjabi society 

The superiority of English over the Punjabi language and therefore, the 

supremacy of EM students over PM students in Punjabi society is clearly 

exemplified in the following account from the EM school headteacher: 

It has a huge impact on their social lives because the kids learning in 

EM schools hang out together and others hang out together. It is not 

just that, even when they find their life partners it goes up to that level. 

For example, a boy who learned in a PM school and is doing a small 

business, on the other side, a girl who learned in EM school and 

becomes a doctor, if they like each other, they cannot marry because 

their parents do not agree. So, this inequality which starts at school 

level goes up to the next level of their life. (Seena, EM headteacher) 

Talking about the social inequality caused by learning in different languages, 

the headteacher asserted that students from English and PM schools do not 

socialize together. One possible reason for this might be the effect of the 

dominant discourses and ideologies concerning the differences between 

students from both types of school (Vulli, 2014). The headteacher’s account 

(given above) also reflects parental beliefs with regard to students learning in 

different languages and points to the commonly expressed parental wishes to 

marry their EM educated children to those educated in EM school. Sandhu 

(2010) identified the similar perceptions among women participants educated 
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in English and Hindi medium schools in Dehradun, in India15. It may be that 

students socialize with students from the same group (learning in the same 

language) because of parental pressure. This has also been demonstrated in 

the findings from student focus group discussions in this study and has been 

discussed in Chapter 6, Section 6.2.2.2. EMI and social inequality in Punjab. 

Such comparisons place EM school students and PM school students in 

favourable and unfavourable positions respectively, which could damage the 

PM students’ future positioning in society. For example, the EM school 

students are accepted and the PM school students are kept at bay because of 

the differences in their investment in English. The use of terms like ‘illiterate’ 

and ‘uncivilized’ indicate that students learning in PM schools do not create a 

good impression of themselves. Hence, such negative perceptions of PM 

school students by people in Punjabi society might impact adversely on 

students’ beliefs about themselves. Thus, not only is the English competence 

seen to enhance students’ higher education and employment opportunities, 

but it is also regarded as fundamental to determining social prestige or 

superiority in Punjab and perceived as an investment in people’s social identity 

in Punjab. The following extract from one of the EM school teachers sheds 

some more light on this: 

In our daily life, in society people are not interacting in English, so, 

English is not very much used. Over here, I think if people are going 

to parties there they are interacting in English with their friends. In 

parties or any other social gatherings, for example, in school functions 

where parents are also invited. Those who know English they speak 

English in parties and other gatherings. I think it is because they want 

to have their impact or impression on others that they know the 

 

 

15Arranged marriages are quite common in an Indian context. Parents themselves find and 
approve a boy or girl their child should marry. One important thing they consider and look for 
in a prospective boy or girl are their educational and professional qualifications.  
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language of high class. In this way, they want to show their status. 

(Anjali, EM teacher) 

At the beginning of the extract, Anjali appears to suggest that English is not 

that important for daily life in Punjab. However, she asserted that English is 

preferred in formal gatherings such as parties and functions. Thus, it becomes 

clear that English speaking is associated with social prestige or superiority in 

Punjabi society.  In this extract, she clearly identifies the relationship between 

English speaking and being viewed as superior and belonging to a higher class 

with the example of parents using English while attending school functions. 

These parents attempt to position themselves above others by speaking in 

English, which has been openly acknowledged as the dominant language and 

which represents a higher social status in Indian society (Mohanty, 2006). It is 

likely, that they are trying to impress others as people in India are believed to 

be impressed by those who can speak English (Hornberger & Vaish, 2009). In 

this way, they exercise agency to position themselves differently from the 

parents who cannot speak English. This might also be indicative of their 

dismissive or prejudiced attitude towards other parents who cannot speak in 

English (Sandhu, 2014). Therefore, either intentionally or unintentionally, they 

are sending a message to others who cannot speak English that they are 

inferior to them. This is an example of reflexive positioning (Davies & Harre, 

1990) according to which a person attempts to position oneself differently, 

most of the time in order to be viewed as superior to others. 

The connection between the dominant status of English and a high-class life 

in Punjab was described by Anjali, one of the EM school teachers:  

The English language has become essential to get good jobs and to 

get recognised in the society. If a person doesn’t know English, he/she 

cannot live a very high-class life at least in our society, where English 

is considered the language for enjoying a social status. (Anjali, EM 

teacher). 
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At first sight, it becomes clear that English in Punjab is considered as a 

language that brings with it opportunities and recognition for its speakers. 

Those who do not speak English are positioned by others as having a lower 

social status. The teacher’s stress on ‘at least in our society’ reinforces how 

people in society in Punjab view those who can speak English as superior to 

others.  

The impact of the lack of English as valuable social capital was exemplified in 

one of the PM school teacher’s interviews: 

English is considered as the language of high class and when 

someone is unable to speak in English, especially in a group of people 

who can speak good English, he/she feels embarrassed and, in this 

way, it hurts. (Sandeep, PM teacher) 

Sandeep suggested that knowledge of English is related to ‘high class’ and it 

is important to speak in English with people who know English in Indian 

society. It appears that lack of competence in English in Punjab, can cause 

embarrassment. The lack of this linguistic capital can thus become a cause of 

stress for PM school students.  

The EM school headteacher’s comments concerning lack of competence in 

English and social stigma, discussed earlier, echo those of the teachers. A 

strong relationship between lack of knowledge of English and social 

humiliation among students has also been reported in previous studies 

conducted in some countries where English is used as a MOI in some schools 

but not in all (Mohamed, 2013; Sandhu, 2010; Tamim, 2014). It can be argued 

that because of negative feelings, such as embarrassment, the students from 

PM schools might position themselves as inferior to their counterparts who can 

speak in English. Such feelings were articulated by one of the PM school 

teachers who appeared to position herself as a student when she says: 

If we don't speak English and not conversing in English somewhere, 

we feel shy, I mean it hurts us that I am not able to speak English. 

(Seema, PM teacher). 
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It appears that PM school students want to speak English, but due to their lack 

of knowledge of English, they are hesitant about communicating in English. 

Thus, the lack of this valuable linguistic capital becomes a reason for their 

reluctance or hesitation. Such insights into the importance of the English 

language to achieve high social status cannot therefore be ignored when 

thinking about the impact of learning in a particular language on students’ 

identity formation. This unintended downgrading of Punjabi while considering 

English the language of status, can be seen as a kind of linguistic imperialism 

(Phillipson, 1992). Punjabi, which is the regional language and is also used in 

most of the government offices in Punjab, is undermined because English is 

viewed as a form of symbolic capital. With regard to linguistic imperialism, the 

powerful language not only replaces other languages but also displaces some 

(Phillipson, 1992). Thus, it is not inappropriate to suggest that in the Indian 

context English has displaced other languages. For example, the elevated 

position of English as the official language in the Constitution of India places it 

alongside Hindi, the national language (Indian Constitution, 2007). In practice, 

however, English enjoys an even more eminent position in comparison to 

Hindi, or any of the other regional languages in India (e.g. Erling et al., 2016; 

Evans, 2002; Petrovic & Majumdar, 2010; Rao, 2014). The same seems to be 

true in relation to Punjabi, as the participants in the current study appeared to 

associate the knowledge of English to a person’s good manners which, they 

expressed, is generally believed are not to be found in students learning in PM 

schools. 

In the discussion in the section: the social significance of English, the 

hegemony of English in relation to social status has been considered from 

different perspectives, such as its association with socio-economic status, 

social class, the superiority which it provides and its use by individuals 

perceived as well-mannered. All the discussion above, makes it clear that a 

knowledge of English or lack of it plays a vital part in validating a social class 

or social status of an individual in Punjab.  
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The interrelationship between social class and the English language has also 

been recognized by sociolinguistics (Rampton, 1996) and applied linguists 

(Pennycook, 1995, 1998). It has been argued that this has had an impact on 

an individual’s identity (Block, 2015). Such beliefs about access to English 

learning and thus higher social status could have a significant impact on 

students’ views about themselves and their social status in relation to the 

language in which they are learning. They might feel that because they are not 

learning in English, they do not have a high social status, and they may feel 

they do not have the same social power as others who are learning in English. 

Such feelings about themselves would certainly have a negative impact on 

their confidence about their position in Punjabi society. 

In summary, proficiency in the English language, which seems to provide 

social mobility and prestige in the Punjabi context, can be closely associated 

with a person’s identity. Thus, it can be argued that investment in English offers 

an elevated social status to those who have access to English, but threatens 

others’ social identities. For example, in Punjab, viewing English as a language 

of status can be good for EM school students, but could have serious 

consequences for PM school students with regard to how others view them. 

Thus, the prevailing ideology that competence in English is important with 

regard to someone’s position in society tends to relegate PM school students, 

rather than encourage them and offer them opportunities for upward social 

mobility. In a nutshell, learning in EM school is viewed as an investment in 

students’ social identity.  

5.3. Further insights from the headteachers and teachers’ interview data 

As I was looking to explore students’ identity formation, I wanted to know in 

what other ways teachers considered EM and PM students to be different to 

each other. Therefore, I consciously steered the conversation in the interviews 

towards the topic of potential differences between students based on the 

language in which they were learning. The contrasts the headteachers and 

teachers made between the students shed light on how students may position 

themselves and are positioned by others in society based on the differences 
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between them. This further aided understanding of students’ identity formation. 

The differences in the competence of English speaking between the two 

groups of students that may influence the students’ sense of self are reported 

in this section and further extends the discussion of the main findings of this 

study.  

5.3.1. English provides students with self-confidence 

In response to the question which focused on perceived differences between 

an EM student and a PM student, both the headteachers and the four language 

teachers asserted that investment in English by learning in English develops 

confidence in students. This was one of the most prevalent themes that 

emerged from the data collected from all the participants, including students. 

In relation to this, the PM school headteacher stated: 

Because of the lack of knowledge of English, there is a lack of 

confidence in PM school students. When private school student 

speaks in English with a government school student then that student 

gets so scared, and because of that fear and hesitation, he cannot 

speak if he wants to. So, he lacks the confidence.  (Varinder, PM 

headteacher) 

Comparing students from the two types of school, the PM school headteacher 

asserted that PM school students exhibit a lack of confidence while speaking 

to EM school students. The headteacher thus seems to believe that PM school 

students aspire to speak English, but they hesitate due to anxiety. 

Furthermore, with regard to the reasons for the difference in students’ 

confidence in speaking in English, the PM school headteacher Varinder stated 

that ‘EM school students get more exposure to English not only in school but 

at home also’. This however, contradicts the EM school headteacher’s 

assertion that: ‘they (EM students) do not quite often speak English at home’. 

Despite the EM school headteacher’s claim that students do not speak much 

English at home, EM students do of course get to speak in English in school. 

Moreover, it has been strongly evidenced that increased exposure to speaking 
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in a foreign language develops communication skills and confidence in 

speaking in this language (Kim, 2012). Hence, the lower exposure to English 

in PM schools seemed to trigger a sense of anxiety among PM students. This 

further seemed to be governed by the ideology that English is the language of 

power. For instance, Chamanjit suggested that EM students feel more 

empowered as a result of learning in English: 

They can express themselves. They are more confident than the PM 

students and feel more empowered. They also feel that they have 

more knowledge. So, they feel they are more confident and intelligent. 

They know that they have more opportunities and they are far ahead 

than PM students. So English definitely gives empowerment to the 

people. (Chamanjit, EM teacher) 

This statement appears to confirm the critical role of English, suggesting it 

plays a powerful role in creating opportunities, for example, in jobs and higher 

education, as was discussed by many participants in the interviews. Since EM 

school students can exercise agency in the form of English language abilities, 

Chamanjit argued that they perceive themselves to be more empowered than 

the PM school students. This sense of empowerment, as a result of 

accumulated linguistic capital, in turn, makes EM students feel more confident.  

One of the possible reasons for feeling this empowerment might be due to the 

powerful status of English in the discourses of people in Punjabi society 

(Sandhu, 2014). Societal discourses certainly give rise to ideologies related to 

comparisons between students from English and regional language medium 

schools (Ramanathan, 2008). The influence of such societal discourses on 

parents of students learning in EM and PM school was reported by many 

participants in this study.  

On the other hand, the PM students’ lower level of proficiency in English seems 

to impact negatively on their sense of self and thus makes them feel less 

confident. With regard to speaking in English, it was noted by the EM school 
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teacher that students from the PM schools need to think and translate in their 

minds before they say anything in English. 

The student who is learning in EM school will not need to think much 

and translate before speaking in English, which I think the PM student 

will need to. So, there is always an imbalance between them. That is 

why the EM school students are more confident and fluent in speaking 

English. (Anjali, EM teacher) 

Anjali, in the extract above, recognised the imbalance between students from 

the two types of school and seemed to believe that EM students are more 

confident and express themselves clearly and fluently in English. This might 

be due to their increased exposure to English in EM schools which facilitates 

student proficiency in English speaking. Anjali’s beliefs can be questioned and 

may be considered as discriminatory owing to her position as an EM school 

teacher who had her education in English. However, considering that lack of 

investment in English, which is considered as the language of power, can 

result in an imbalance of power between students from the two types of 

schools; it does seem that the lack of English hampers PM student’s 

confidence. Such beliefs, however, again place the EM school students in a 

higher and more favourable position.  

5.2.3.1.1. Lack of knowledge of English causes anxiety in PM students  

Not getting an opportunity to learn in English in Punjab, which is considered 

essential for students to reduce their fear of failure in personal and professional 

life, in particular, aiding their future possible selves, is considered to cause 

students anxiety when it comes to English speaking. Anxieties in relation to a 

lack of investment in English seem to occur because of the negative attributes 

ascribed to those who lack a knowledge of English. This was believed to have 

an impact on students’ communication and views about themselves, as is 

exemplified in the extract below: 
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If people are speaking in English and he is the only one who is not 

then the inferiority complex will surely be there in that person. So, 

obviously it will impact his identity. (Anjali, EM teacher) 

Talking about student identity, Anjali asserted that a lack of proficiency in 

English creates an ‘inferiority complex’ in PM students. This makes them more 

vulnerable to a state of anxiety that can have a negative impact on their 

identity. This is what Krashen (1981) referred to as a ‘low affective filter’ that 

impacts the learner's motivation, self-confidence and anxiety state.  

It is likely that a student’s lack of competence in English may make them 

introverted, and that anxiety renders them quiet in the classroom when the 

English teacher asks them to speak in English, as suggested in the following 

account: 

If you will ask them [PM students] something in English, they will be 

quiet and will not say even a single word. If you strictly ask them to 

talk to each other in English, then they will start laughing and remain 

quiet during the whole period. (Seema, PM teacher) 

In the similar vein, another PM school teacher stated that PM school students 

face difficulties in English speaking and are not able to express themselves: 

They [PM students] think that it is better to be quiet than to answer 

any questions. So, they prefer listening to others than speaking or 

expressing themselves. (Sandeep, PM teacher) 

Both the teachers from the PM school stated that students become quiet when 

they are asked either in school or in college to speak in English. This is due to 

the lack of proficiency in English which makes them feel shy and introverted. 

5.2.3.1.2. Parents’ differing attitude towards students learning in EM or PM 

schools impacts children’s self-confidence 

The headteachers’ and teachers’ interview accounts further highlighted 

parents’ dominant ideologies indicating general differences between EM and 

PM students. As expressed by the EM school headteacher, EM and PM 
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students’ parents make comparisons between their children. These 

comparisons are mainly based on the advantages attached to learning in 

English:  

I think when parents who were not able to send their children to EM 

school, they compare their children to others they do feel that their 

kids lag behind ... they do feel bad about them that they (children) did 

not learn in EM school. I too think that kids when they realise how 

important English is in their lives, they would blame their parents that 

if they had learned in an EM school, they might have that confidence 

to compete with other students. Certainly, they do feel that there is a 

gap that cannot be filled at that stage; it’s too late by then ... On the 

other hand, parents who send their children to EM schools they feel 

pride that their children are getting good jobs. EM school students feel 

good about themselves and they might feel that their parents have 

done a great job by giving them an opportunity to learn in EM school. 

(Seena, EM headteacher) 

In the extract above, while describing the differences between the students, 

the EM headteacher echoed the beliefs of parents that parents of EM students 

feel proud because their children are learning in an EM school and parents of 

PM school students believe that their children lag behind the students learning 

in English. These comparisons, based on knowledge of English, seem to begin 

at home as the parents of students learning in Punjabi themselves feel that 

their children lack confidence because of the lack of investment in English. On 

the other hand, parents of the students learning in English were reported to 

feel proud that they are sending their children to EM schools. Parents’ differing 

attitude towards children learning in English and Punjabi medium school was 

evident in the students’ interview accounts and is discussed in the following 

chapter in Section 6.2.2.2. Due to the advantages attached to learning in 

English, PM school students seem later in their lives to criticise their parents 

for not giving them an opportunity to learn in English. They feel this opportunity 

might have given them the confidence to compete and attract educational and 
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professional opportunities. Ideologies such as these appear to favour EM 

school students and seem unfavourable towards PM school students. It further 

indicates that in the stratified Indian society, such differences between 

students can be related to not possessing attributes that are considered more 

desirable in society, in this case, the English language. English language 

proficiency is thus viewed as legitimate cultural capital that can provide 

excellence and, in turn, self-confidence (Lueg & Lueg, 2015). 

5.3.2. English speaking makes a good impression on others 

As discussed above, parents associate learning in English with pride and 

status and since English is related to high social status (Akram & Ghani, 2013; 

Banerjee, 2016; Samaranayake, 2015), acquiring the cultural capital of English 

that can create social and economic capital can make a good impression on 

others. This is why both the headteachers argue that English should be 

introduced as the MOI in all the schools in Punjab. Although in the literature 

there are concerns about the loss of cultural language, which has been 

referred to as a linguistic genocide (e.g. Skutnabb‐Kangas, 2000), a number 

of studies outline the advantages of English MOI (e.g. British Council, 2014; 

Kirkgoz, 2014; Mohamed, 2013; Yip et al., 2003), especially in the postcolonial 

contexts where English is considered as a language of power. As discussed 

in section 6.2.2: the social significance of English, investment in English by 

learning in an EM school provides students with socio-economic capital in 

Punjab and, therefore, students from EM schools are viewed as belonging to 

a higher social class than PM school students. This is why the headteachers 

and teachers reported investment in English as a means for EM students to 

create a good impression on others in society. This has been identified as one 

of the additional findings and has been discussed under different themes in 

the following paragraphs. 

5.2.3.2.1. English-speaking is associated with good manners 

Most of the participants in this study associated good manners to learning in 

English. Focussing on the importance of English, one of the EM school 



Jagdeep Gill                                                                                                                            s1476451 

 

201 
 

teachers pointed to the prevalent ideologies of people in Punjabi society, which 

suggest that people who are not able to speak English are devalued: 

People who do not know English are mostly considered as illiterate 

and uncivilized in our society. English is a marker of success. One 

who knows English or is fluent in English have more chances to 

succeed, whether it is in studies, or jobs in the future. (Chamanjit, EM 

teacher) 

Here, the teacher appears to believe that competence in English is a marker 

of success in education, and of being an educated person in Punjabi society.  

One possible reason for this might be the significance of English as a global 

language (Graddol, 1998) to access higher education and job opportunities not 

only in the context of Punjab but worldwide. What is important to note here is 

the teacher’s views that people who do not know English are positioned as 

‘illiterate’ and ‘uncivilized’ in Punjabi society. This demonstrates the 

unfavourable impression that students learning in PM schools make in 

comparison to students learning in EM schools in Punjab.  This corresponds 

with the EM school headteacher’s assertion that EM school students in Punjab 

are believed to have good manners: ‘I think that students from EM are thought 

to be well-mannered. I do not agree with that because I think values come from 

family’ (Seena, EM Headteacher). The headteacher disagreed with the 

dominant ideology of EM school students being considered well-mannered; 

however, she appears to concur with the belief that students learning in English 

are well-mannered. Good manners are seen as central to the formation of good 

public identity (Eliason, 1996; Vignoles, 2011), the lack of which threatens a 

person’s reputation in society and impacts on their identity  formation 

(Goffman, 1959).  Probing for further information, the headteacher was asked 

if she agreed that EM school students were well mannered, her response was: 

EM schools, for example, in our school we stress on manners and 

students’ behaviour in society. I don’t think there is much stress laid 

on teaching good manners to students in government schools. I have 

seen people from PM schools who are polite and well mannered. But 
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overall, I think that students of EM are thought to be well-mannered. 

(Seena, EM headteacher) 

In the headteacher’s account given above, she asserted that in EM schools, in 

particular in the school in this study, there was more attention given to 

students’ manners and behaviour in comparison to PM schools. This 

perception is consistent with the commonly held beliefs about English and 

good manners by the majority of other participants. This might be the 

headteacher’s tactic to support the hegemonic ideology of learning in English 

and its association with good manners in Punjab. This is because English is 

hegemonically positioned as a legitimate language that empowers people, and 

lack of English can put people at a disadvantage (Bucholtz & Hall, 2005). 

Investment in English thus appeared to be thought of as a way to convey a 

good impression on others in society.  These findings echo the results of a 

study by Pathan (2012), emphasising that because of the nervousness and 

shyness among regional language medium school students, they develop  

inferiority complexes, get distracted easily and do not behave well. It is 

important to note that behaviour is the umbrella term that encompasses 

manners, acts and emotions (Chowdry et al., 2010).  

In the extract discussed earlier, the participants’ use of the two oppositional 

words, ‘well-mannered’ and ‘uncivilized’, referring to the EM school students 

and PM school students respectively, clearly indicates that students are 

recognised socially based on the type of school in which they are learning. 

Thus, this stigmatising gaze of people in Indian society might force the 

students from a PM school to internalise negative self-images and prevent 

them from developing a positive identity. This is in alignment with idea of 

recognition, which is essential to the development of a sense of self as the 

misrecognition of an individual can lead to ‘an injury to one’s identity’. Thus, 

belonging to a group that is devalued or misrecognised is ‘to suffer a distortion 

in one’s relation to one’s self’ (Fraser, 2000, p. 109). 

 Moreover, positioning the PM school students as ‘illiterate’ and ‘uncivilized’ 

reflects an attitude of ‘othering’ and ‘stereotyping’ (Said, 1978), and points up 
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the dichotomy of self and other by perceiving the other as inferior. Othering 

refers to the ways in which people are identified and positioned in opposition 

to self; thus, it is an ‘us’ and ‘them’ view that constructs an identity for the other 

as well as for the self (Palfreyman, 2005). The concept of Self and Other plays 

a central part in the process of identity formation as a personal identification 

takes place only through one’s contact or comparison with other (Jackson, 

2008). This can be fully explained in Bakhtin’s words: ‘I am conscious of myself 

and become myself only while revealing myself for another, through another 

and with the help of another’  (Bakhtin, 1984, p. 287). Nonetheless, the 

decisions for othering are mainly based on the stereotyped viewpoints about a 

person or a group as a whole (Riggins, 1997), in this case, the PM school 

students group. 

Since there are no empirical studies about the association of learning in the 

English language with students’ good manners, it is important to pause and 

analyse this in relation to other distinctive features, which express the social 

differences among students from both types of schools, in the stratified society 

of Punjab, India. This is because, as Bourdieu (1984) suggests, all the indices 

of good manners are contingent upon the market they are placed in. The 

market, in Bourdieu’s theory, denotes a social field in which the individual 

struggles to acquire the symbolic resources such as status and wealth. Thus, 

the market according to Bourdieu can be domestic, social and scholastic. The 

product which is marked favourable or valuable by a particular market is 

considered superior. Hence, it can be said that the weight of social capital 

inherited by EM school students mark them as valuable and make them look 

better than their counterparts in PM schools. On the other hand, the social 

capital of PM school students is still attached to their labouring class roots. 

Thus, in Punjabi society, the meaning of manners to assign a mark of 

identification to a person, as a well-mannered or ill-mannered seems to rest on 

the language in which students are learning.  
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5.2.3.2.2. English-speaking is viewed as a good personal attribute 

Discussing about the future of the students in relation to their employment and 

interviews for employment, the EM school teachers stressed that: ‘students 

will need to speak in English to impress others.’ (Anjali: EM) and ‘English 

speaking will be more impressive aspect of one’s personality’ (Chamanjit: EM). 

Speaking in English in Punjab, therefore, appears to have a significant impact 

on others because of English speaking being considered as an important 

aspect which enhances the personality of those who speak English. Such 

interrelationship between English speaking and enhanced personality was 

further highlighted by Chamanjit in answer to the question, how important is 

English speaking for students? 

In every aspect of our life, whether at school, in a job, in society, 

career or in higher education. Whatever is there, if we are lacking in 

our communicative skills then we cannot impress others. Surely, it has 

become a part of our personality. The lack of English will be a 

negativity in our personality. (Chamanjit, PM teacher) 

Chamanjit has extended this idea further by noting the importance of English 

in all spheres of life: ‘at school, in a job, in society, in career or in higher 

education’. In this regard, it seems as if English is not considered a language 

but a skill, which, if used effectively, can add value to an individual’s 

employability and life in general and most importantly to one’s individuality. 

One can argue that the value and advantages attached to being bilingual and 

multilingual (Gorter et al., 2006) could be one of the possible reasons why 

people are impressed if someone speaks English in Punjab, especially in 

formal contexts like schools, offices and other workplaces. However, it is 

important to note that from the demographic data on the current research 

participants  it was clear that all the research participants, except the EM 

school headteacher (Seena), could speak Hindi (third language), the national 

language. Then again, there was no suggestion that speaking in Hindi offered 

any kind of social or economic benefits.  In most of the societal discourses in 

India, English is viewed as ‘the language of power and opportunity’ (Kachru 
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1986, p. 90) and, when it comes to employment, English is believed to be even 

more valuable than Hindi, the national language. Such stereotyped societal 

discourses reproduce power and dominance (Dijk, 1989), and develop power 

relations among learners which have repercussions for their social identities 

(Block, 2013; Norton, 2016).   

Moreover, English speaking is strongly viewed as one of the personal 

ambitions and attributes which position English as superior to other languages 

and its speaker as superior to the non-English speakers. This is not simply 

because someone can speak an additional language or is multilingual but 

because there is a weight given to English which makes its speakers feel 

confident and allows them to create a good impression. Again, it is important 

to understand that no language can be powerful in itself; it is essentially the 

advantages attached to a certain language which give it the higher status. 

English is well documented as a global language (Crystal, 2005) and is 

deemed to be the language of social and economic prestige (Bhattacharya, 

2016; Dearden, 2014; Mlay, 2010; Murali, 2009; Samaranayake, 2015; Tamim, 

2014; Tse, 2000), which has made it a symbolic capital that brings social, 

economic and cultural capital as compared to other languages, such as Hindi 

and Punjabi in Punjab, in an Indian context. English in Punjab appeared to be 

recognized as a ‘commodity’ which is linked to wealth and is offered in the 

private education sector (Mckinney & Mckinney, 2007). 

This belief about knowledge of English viewed as an important personal 

attribute, is further reflected in the following EM school teacher’s account. 

While comparing the students from PM and EM schools in terms of 

employability Anjali stated: 

I do not deny that they will be able to get through, but the thing is that 

the first impression that the person will make on another person. If he 

starts speaking fluently or if he hesitates that shows the personality of 

a person. So, from that, I think if one must put an impression, the first 

impression on a person then he must be that much communicative in 
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English that the person (interviewer) gets satisfied with his 

performance. (Anjali, EM teacher). 

Although Anjali did not suggest explicitly that the students from PM schools 

may not succeed, it is clear that the teacher is expressing the belief that 

students from EM schools will have more opportunities. This is because of the 

important linguistic capital they possess which gives them an advantage over 

those who cannot speak English. Similar to Chamanjit, Anjali another EM 

teacher viewed English speaking as an individual’s strong personal attribute to 

impress others. It is apparent within the EM school teachers' accounts given 

above that the students’ identities are likely to be shaped by their English-

speaking skill, which is perceived as a personal attribute of an individual. In 

relation to the links between an individual’s personality and identity, Schwartz 

et al. (2009) state that no clear distinction can be made between the 

individual’s personality and different aspects of identity so it is useful ‘to 

consider ... [ a person’s] individuality when examining how identity is 

embedded within a person’s personality’ (p. 346). English-speaking which the 

EM school teachers appeared to believe is an important personal attribute for 

students’ well-being and personality, therefore, may have a significant impact 

on students’ identity development based on their learning or not learning in 

English. 

The headteachers’ and teachers’ interview accounts discussed above 

demonstrate the ideologies suggesting that if a person wants to achieve 

academic and professional success, they must use English. English is 

considered as linguistic capital to acquire economic capital in the form of jobs 

in Punjab. The hegemonic ideologies related to English speaking reflect 

people’s differing attitudes towards English and PM learners. Hence, it can be 

inferred that people who can speak English are granted elevated positions in 

society, academically as well as professionally. They therefore make a good 

impression on others in society. One of the most likely reasons for this is that 

people who can speak English are viewed as intelligent, which was another 

recurring theme in the interviews. 
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5.2.3.2.3. English and intelligence 

The students in the pilot frequently used the term ‘Intelligent’ to describe a 

person learning in English and it was therefore included in the interview 

questions. When teachers in this study were asked if they consider those who 

can speak English as intelligent, the responses to this question were generally 

consistent with the one below: 

Only from speaking English we cannot consider someone intelligent 

or weak, but sometimes if someone is very intelligent but he cannot 

stand in society with high-profile people those who are fluent in 

English and those who are highly qualified, there this factor is 

considered ... this factor comes. In general, when we think about our 

society this is also true that a person who speaks English is looked as 

an intelligent person. (Chamanjit, EM teacher) 

Most teachers appeared not to believe that competence in English speaking 

means that a person is intelligent; however, they emphasised that people in 

society, in general, consider those who can speak English as intelligent. As 

can be seen at the beginning of the quotation, Chamanjit is suggesting that 

those who can speak English are not always intelligent; however, at the end of 

the quotation, she seems to self-contradict, admitting that largely people in 

Punjab view English speaking people as intelligent. These views are similar to 

those expressed by the EM school students in the focus groups, (discussed in 

detail in the next chapter), all of whom believed that a person who could speak 

English was not necessarily intelligent. However, they all agreed to the 

statement that: A person who can speak English is viewed as an educated and 

intelligent person (in Punjabi society). 

In contrast, to the EM students, all the PM school students expressed the view 

that those who can speak English are intelligent. They also agreed with the 

statement that: A person who can speak English is viewed as an educated and 

intelligent person. This reflects how a lack of investment in English, which is 

clearly viewed by the PM school students as a lack of intelligence, can have 
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an impact on their opinions about themselves and making sense of their 

identities in comparison to their counterparts in EM schools. Similarly, Vaish's 

(2008, p. 209) ethnographic study conducted in the city of New Delhi in India, 

support’s the view that people who speak in English sound more ‘intelligent 

and polished’ than those speaking in Hindi or any other regional language in 

India. 

 The perception that there is a link between English speaking and intelligence 

further enhances the position of those learning in EM schools. The association 

between English and intelligence, which has also been discussed in the 

identity literature as a possible characteristic that can be used to describe 

someone (Bamberg & Fina, 2011; Vignoles, 2011), may have an impact on 

people’s beliefs of students’ intelligence contingent on their learning in English 

or PM schools. Hence, this could be how people could get that impression from 

students, based on the type of school they are learning in. It might also have 

an impact on students’ perceptions of themselves and their identity formation. 

This further reveals the hegemonic ideology of the people in Punjab; it appears 

as if English is not viewed as a language but is seen as a symbolic power that 

the EM school students are believed to possess. 

In a similar vein, the use of English to impress others has been described by 

the EM school headteacher who calls the English language as valuable as a 

gem: 

It is such a gem for people in society. If there is someone speaking in 

good English people here are all over that person thinking like ... oh 

my God! ... People who speak English, they do get more attention and 

respect. People do adore them and they are thought as the role model 

and maybe inside people wish that they can speak like him or her. So, 

they kind of respect them [English speaking people]. (Seena, EM 

headteacher) 

The headteacher described the importance of English for social status by 

comparing it to a ‘gem’. The word gem in general means a precious jewel or 
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stone. The English language seems to be considered as valuable as a gem 

and the possession of this ‘gem’, makes people have a good impression on 

others. A good impression of English-speaking people in Punjabi society was 

described by the headteacher, who stated that people are ‘all over’ the English-

speaking person and respect him/her. Most of the expressions used in relation 

to an English-speaking person, such as ‘gem’, ‘attention’, ‘respect’, ‘role 

model’, place the English-speaking person at a higher social level than others. 

Again, the headteacher gives an example of how people in Punjab treat 

tourists as ‘celebrities’, especially those who have English as a native 

language. It highlights the hegemonic ideology of Punjabi society. With regard 

to this, the headteacher stated that, ‘I have seen people talking to them in 

English and feeling at the top of the world.’ (Seena, EM headteacher). This 

feeling of being at ‘the top of the world’ might be because of the higher status 

of English which is perceived as having the power to impress others. It is likely, 

that people who know English use the opportunity to impress the native 

speakers as well as others around. English is considered as a language of 

social prestige in Punjab and it is therefore no surprise that those who can 

speak English are viewed as superior and make a good impression on others. 

5.4. Summary 

To conclude, English is associated with the academic, professional and social 

success of an individual in Punjab in India. For this reason, it cannot be denied 

that the possession of this highly-valued cultural and symbolic capital enables 

the person to create a good impression. The ideologies related to English 

speaking in Punjab highlighted through the headteachers’ and teachers’ 

interviews are telling indications of English as symbolic and cultural capital. 

Thus, competence in English can have a significant impact on people in terms 

of how they view themselves based on whether or not they have knowledge of 

English. Hence, English, which can work as an agent to access and maintain 

a powerful position in society, might affect the PM school students negatively, 

as they are deprived of the valuable capital that could aid them to position 

themselves differently. English in Punjab not only enjoys a high position but 
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can also move people who are skilled in English to the higher positions within 

the society. 

From the discussion of the main findings of this study under various themes 

and sub-themes, I conclude that the English language provides many 

educational and professional opportunities and is viewed as symbolic capital. 

The accumulation of this capital gives EM school students agency, whilst the 

PM school students lag behind. All these differences, along with the discourses 

and ideologies of people in Punjabi society, highlight the differences between 

the students from the two types of schools. Hence, the ideologies associated 

with English as capital which gives agency may have an impact on students’ 

identity formation. They may feel more or less confident and also perceive 

differences in the way they are viewed by others, which in turn makes a 

negative or positive impression on others in society. In a nutshell, it can be 

concluded from an analysis of the extracts discussed in this chapter, that 

English-speaking people in Punjabi society are viewed as having a higher 

social status. An example of this is the previously mentioned categorisation of 

students from EM and PM schools as ‘well-read’ and ‘uncivilized’, respectively. 

Since English speaking is closely linked to factors such as the accumulation of 

linguistic capital, a unique personality characteristic, and an individual’s 

perceived intelligence, in the Indian context, it adds value to a person who 

learns in EM and, therefore, adds to his/her identity formation accordingly. 

In this chapter, I reported the outcome of the analysis of the headteachers’ and 

teachers’ interview findings. The chapter began with a discussion of the key 

findings under the themes of English providing educational and professional 

opportunities. The findings revealed that students from EM schools have more 

access to such opportunities than PM school students. In presenting the main 

findings, I also drew on other themes discussing the relationship between 

knowledge of English and a person’s social status, and identified differences 

between the two group of students which are attributable directly or indirectly 

to knowledge or a lack of knowledge of English. 
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Chapter 6: Data, discussion, and findings – students. 

6.1. Introduction 

The previous chapter provided an interpretation of the headteachers’ and 

teachers’ interviews, and, using themes and subthemes which emerged from 

these, the key findings were analysed and discussed. In this chapter, the key 

findings from the student focus groups and interviews are presented, together 

with emergent themes and subthemes. Findings from the analysis of the focus 

groups informed the interview schedule, thereby providing an opportunity to 

explore in more depth issues which had emerged in the focus group tasks. 

This enabled me to explore further any discrepancies that emerged between 

students’ views during the focus group discussions. A comparison is also 

drawn between the data from the focus groups and the subsequent interviews 

in order to identify whether the students’ opinions had changed or had 

remained the same. This chapter begins by presenting, in an integrated way, 

an analysis of the student focus groups and individual interviews, and the key 

themes and subthemes that were identified.  

Like the headteachers and teachers, the students emphasised the hegemony 

of English and the educational, occupational and social advantages attached 

to investment in English. Students believed that learning in English provides 

them with access to opportunities and, therefore, gives them confidence to 

achieve their possible selves and creates a good impression of EM students. 

The key findings identified from the analysis of the students’ responses are: 

(a) the hegemony of English (b) the social advantages of learning in English 

for students’ identity formation. Further insights from the student focus groups 

and interviews revealed that speaking in English develops students’ self-

confidence and enable them to make a good impression on others, which, in 

turn, they believed, can have an impact on their identity formation. The findings 

also highlight the perceived differences and similarities between students 

learning in English and Punjabi in Punjab and reflect their perceptions of their 

identity formation.  
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This chapter has been organised around these two key findings and additional 

findings which have been discussed under the themes and sub-themes that 

emerged from the students’ focus groups and interview accounts as 

summarised in Figure 5 below. 

Section 6.2.1 therefore presents and discusses student beliefs regarding the 

language in which they are learning and its impact on their identity, particularly 

the hegemony of English in higher education and employment; Section 6.2.2, 

discusses the social significance of learning in a particular language, the 

advantages or disadvantages attached to that and how the language of 

learning influences students’ identity formation; and Section 6.2.3 reports 

further insights from students based on the difference in their investment in 

English and its impact on their identity formation.   
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Figure 7: Key findings, themes, and subthemes that emerged from the 

students’ interview accounts. 
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Analysis of the student focus groups and interview accounts revealed that 

English has a significant impact on students’ decisions when contemplating 

their futures in their academic studies, careers and their social lives. The 

majority of the students in this study believed that learning in English is vital in 

making their ‘future secure’ (PM1: Sunny)16 and that English is ‘more valuable’ 

(EM1: Daman) than Punjabi, especially ‘for higher education and good jobs in 

the future’ (Aman: PM interview). Such beliefs about the significance of English 

appear to have an impact on how students form their identities, depending on 

whether they are learning in English or in Punjabi. Furthermore, the 

significance of English perceived as linguistic, cultural and social capital, in the 

educational, occupational and social context of Punjab, appears to have a 

significant and different impact on students depending on whether they know 

or do not know English. Students’ views on the effect of knowing and not 

knowing English on their identity formation are discussed below. 

6.2. Key findings 

6.2.1. Hegemony of English in education and employment and its 

influence on students’ identity formation 

Students’ competence in English, which, according to them provides access 

to higher education and better opportunities in the future, appears to be 

fundamental to their identity formation. Students from each of the focus groups 

provided an affirmative response to the statements describing English as a 

form of linguistic capital which provides them with access to higher education 

and employment in the future. For example, students from all the focus groups 

agreed to the statements: English should be the language for learning in all 

 

 

16 Participant codes: EM = English medium; PM = Punjabi medium; 1 = focus group # 1; 2 = 
focus group # 2. 
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the schools in Punjab, India; English provides chances for overseas (foreign) 

education; and English is the most suitable language for the study of science, 

medical, technology, and commerce. Additionally, in the focus groups, all the 

students, irrespective of the language in which they were learning, agreed with 

the statement that when they think about their future, it is important that they 

study in English. Thus, all the students reported a positive perception of 

English as an important language for learning in schools. 

Furthermore, in response to, if given a choice, I would like to learn all the 

school subjects in the ... language because ..., most of the students from the 

English medium17 school focus groups preferred English over Punjabi. Some 

of the underlying reasons the students gave for their preference for English 

were: all the modern subjects like science, technology, and computing are in 

English. (EM1: Pawan); English is important for our bright future. (EM1: Rajan); 

and, English is more valued, nowadays. (EM2: Simrat). Similarly, PM school 

focus group participants noted the importance of English for their future. This 

is exemplified in the quotation given below: 

 If we think about the future, then maybe in ten years from now Punjabi 

will not have much value so we need to learn English. So, I choose 

English. (PM1: Sunny) 

Most of the student participants asserted that learning in English is essential 

to secure entry into higher education and the employment market given that 

all the courses that lead to good jobs are delivered in English in India (Cheney 

et al., 2005). The students thus appeared to relate the language in which they 

were learning to their future possible selves. Their positive attitude towards 

learning in English, and its association with high profile educational courses 

and occupations, seems to work as a powerful element in constructing EM 

students’ powerful identities and, in contrast, may have a negative impact on 

 

 

17 Hereafter English medium will be referred to as EM 
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PM students’ identity formation. Students’ perceptions regarding the 

hegemony of English highlighting the advantages of investment in English for 

their higher education and future employment, as discussed in the sections 

below, further demonstrate how this could have an impact on their identity 

formation. 

6.2.1.1. English for higher education 

The majority of students believed that English is very important for them 

academically, both at present in school and in the future for their higher 

education in colleges and universities. As discussed earlier, the student 

participants in the focus groups preferred English over Punjabi because they 

viewed English as a gatekeeper to access higher education. To explore this 

further, when the students were asked about their choices and reasons behind 

their preference of English over Punjabi, some of their responses in the 

interviews demonstrated their views on the significance of English for higher 

education.  

I think learning in English medium will give me the privilege to go to 

one of the best colleges where I think people with very good English 

language skills are selected. (Muskaan: EM). 

 We can get admission in some elite colleges of the country where 

students are chosen only on the basis of their English-speaking skills. 

So, I think to be fluent in English is really a plus point. (Daman: EM). 

English medium school students appeared to view themselves as the potential 

beneficiaries of learning in English and more privileged than their PM 

counterparts. They appeared to believe that learning in English leads to 

opportunities to gain admission to elite colleges and universities. In the extract 

above, Muskaan’s certainty that she will be selected for entry to an elite college 

appears to be grounded in her belief that she possesses linguistic capital which 

comes with competence in English. This is what appears to make her think 

about herself as privileged over her peers in PM schools.  Similarly, another 

student, Daman, from an EM school, highlighted the importance of learning in 
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English and its association with admission to elite colleges. Both the quotations 

from the EM students reflect that, given that English carries linguistic capital, 

learning in an EM school is perceived by the students as an investment which 

could bring them higher education opportunities in the future. Thus, investment 

in English by learning in an EM school is seen by students as a passport for 

them to access higher education and enter into elite colleges and universities. 

The explicit use of expressions like ‘privilege’ and ‘plus point’ respectively by 

Muskaan and Daman, in relation to their learning in an EM school, further 

indicates that EM school students feel privileged because they believe that 

they have an advantage over their PM counterparts when it comes to 

accessing higher education. Such feelings appeared to be driven by their 

personal agency and power derived from their investment in English.  

In addition to accessing good colleges and universities in Punjab, the students 

also believed that investment in English provides them with entry to good 

colleges and universities all over India:  

In English medium school... obviously, you will get a strong base in 

English and it will be easy for you to go for higher studies outside the 

state. (Simrat: EM) 

Because India is a multilingual country, English is considered as a language 

that links the different states (Mohanty, 2006). Knowledge of English thus 

enhances the likelihood of students securing admission to colleges and 

universities outside the state. Therefore, EM students seem to be well 

equipped to compete to enter higher education within Punjab, elsewhere in 

India, or, as is discussed in Section: 6.2.1.2. English to study abroad, globally.  

It comes as no surprise then that, because English plays the role of a 

gatekeeper to higher education, learning in EM implies an advantage for the 

students learning in EM schools,  an already advantaged class,  of Punjabi 

society (see Singh 2006), and enables them to construct their ‘imagined 

identities’ (Anderson, 1996). Thus, investment in English by learning in an EM 

school seems to be an investment in students’ identity formation to become a 
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member of the desired imagined community, for example, members (students) 

of elite colleges and universities. 

In the literature on identity formation, the concept of identity has been linked to 

desire (West, 1992): ‘the desire for recognition and the desire for security and 

safety’ (Norton, 2016). Such desires are closely related to the material 

resources one possesses (West, 1992), and so, a student’s desire to enter 

elite colleges and universities cannot be separated from their knowledge of 

English which they must go to an EM school to gain if they are to acquire the 

required linguistic capital to access higher education. EM school students’ 

accumulation of English as the required linguistic capital, which may enhance 

their chances of future possibilities, is therefore likely to make them feel more 

privileged. This echoes the findings of the study conducted in Pakistan by 

Rahman (1997) who emphasised that learning in English makes students feel 

privileged and further creates elites out of elites. Several other studies 

conducted in an Indian context also conclude that students learning in EM 

schools feel privileged over the students from vernacular language schools 

(Bhattacharya, 2013; Ramanathan, 2006b; Sandhu, 2010; Vulli, 2014).  

In the paragraphs which follow, attention turns to the perceptions of PM 

students with regard to the importance of English for entry to higher education 

and for their identity formation. Focussing on the importance of English, the 

PM students stressed the differences between them and their counterparts in 

EM schools. Both schools follow the National Policy on Education 

(Government of India, 1986) and the Three Language Formula which was 

designed to teach Hindi, the national language, English, as a foreign language, 

and Punjabi, the regional language of the state. Despite the fact that all schools 

adhere to the same education policy, there are differences in the language 

used as a medium of instruction. The PM students, however, were not only 

conscious of the difference between the language used as a MOI in their 

school and English medium private schools but also emphasised the 

pedagogical differences and the difference in their exposure to English in 

terms of the time and opportunities they get to speak and listen to English 
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between the two types of school. They stressed the negative impact on their 

proficiency in English of having markedly less exposure to English than 

students in EM schools. This, in turn, they believed, affected their chances to 

obtain admission to a good college or university for their higher education. As 

a result of these perceived differences, PM students on the whole, in contrast 

to EM students, demonstrated that they were more anxious about their 

chances of being admitted to good colleges and universities. It is significant 

therefore that the PM school students saw themselves as less privileged than 

EM students.  

Although PM students did not say much about this in the focus groups, they 

agreed with the statement: English is the most suitable language for the study 

of science, medical, technology, and commerce. A close association between 

learning in English and access to fields like medical and engineering was also 

described by the headteachers and teachers and was discussed in the 

previous chapter under the section: 5.2.1.2. English to study science and 

technology. Since these subjects of study are identified as amongst the most 

prestigious in higher education in India (Cheney et al., 2005), lack of 

knowledge of English could be a cause of PM students’ anxiety. Further 

analysis of the interviews showed that anxiety among the PM students might 

also be due to the lack of an English linguistic environment and pedagogical 

differences in PM schools, which was a common view amongst the PM school 

students.  

6.2.1.2. English for entrance examinations and to study abroad 

Another important theme that emerged from the students’ interviews was the 

hegemony of English in the context of entrance examinations and for study 

abroad. This appeared to add to the PM students’ difficulties in the 

examination-oriented education system, in particular, ‘to get admission in the 

courses in universities to enter the medical and non-medical streams’ (EM1: 

Simrat). For example, students have to sit All India Institute of Medical 



Jagdeep Gill                                                                                                                            s1476451 

 

220 
 

Sciences (AIIMS) exams18 in order to enter professional courses in the medical 

stream in India. Following the National Policy on Education (1986), 

government schools in every state teach students in the regional language; 

however, when it comes to entering higher education, the exams conducted 

by AIIMS and other such institutions are in English. The hegemony of English 

in the entrance examinations in an Indian context undoubtedly constrains the 

performance of students who have had their school education in the regional 

language. As discussed above and also in the previous chapter, medical and 

non-medical (engineering) are the most valued and desired courses as they 

provide students with the opportunity to become doctors and engineers in 

India. Students from the EM schools, therefore, possess the linguistic capital 

required to enter these fields and thus feel privileged over their PM 

counterparts.  

PM students, on the other hand, feel that they lack linguistic capital – English 

– which makes it difficult for them ‘to gain admission in some courses for which 

entrance exams are held in English’ (Aman: PM). In this way, many external 

pressures such as competition, globalisation and the hegemony of English, 

leave PM students with a negative view of themselves because they have 

learned in Punjabi, the educational and professional use of which is confined 

to Punjab.  

The instrumental gains (e.g. study abroad, opportunities for work and trade) 

and integrative motivation (e.g. to make friends, attraction towards a foreign 

culture), associated with learning in English (Hennig, 2010; Lukmani, 1969; 

Luscombe & Kazdal, 2014) seemed to have greatly influenced the students’ 

desire to study abroad. This was a common theme as many students 

expressed their desire to go abroad for higher studies. 

 

 

18http://www.directmbbsadmission.com/list-of-medical-entrance-exams/ 
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In response to ‘I need to learn English to be able to ...’ most of the EM students 

stated that they need to learn English as it can help them with studying abroad 

in the future. Investment in English, therefore, appeared to be essential for 

studying abroad and for integrative purposes. This is illustrated in the following 

quotation: 

English is the language which is known by most of the people in the 

world. When we go to other countries, there are many other 

languages spoken which we do not know, languages such as Italian, 

Spanish, etc. But people in these countries speak some English as 

well so we can communicate with them. So, English is a link-

language’. (EM1: Rajan) 

This extract highlights the fact that EM students appeared to believe that 

English, an international language, would help them to integrate into new 

linguistic environments abroad in the future. English also seemed to be viewed 

by the EM students as a tool to earn social capital, as they felt that proficiency 

in English would help them make contacts with people from other countries. In 

the extract above, Rajan mentioned some countries where English is not a 

native language, but is a language that can be used to communicate. Thus, 

EM students gave the impression that they feel themselves to be equipped 

with the most significant tool, the English language which carries linguistic 

capital and further enables them to obtain social capital. 

However, in the PM school focus groups, the students’ responses to the same 

statement, with regard to the need to learn English, were slightly different. They 

mainly focussed on their need for the basic use of English in their daily lives. 

For example: 

To use the internet. (PM1: Sunny) 

English is important in life because if someone asks a question in 

English then to answer him/her we need English. (PM: Aman) 

In the focus groups, the PM students did not explicitly express a desire to learn 

in foreign countries. One possible reason for this seemed to be their 
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awareness of their lack of English, the linguistic capital required for higher 

studies in most foreign countries. Notably, most of the students considered 

English to be important for using the internet, thus the popularity of the internet 

culture among students may be seen as an example of their desire to interact 

with people in foreign countries. Hence, their lack of competence in English 

could be the reason why PM students in the focus groups did not openly 

express their desire to go abroad. 

An understanding of their lack of competence in English and its impact on their 

desire to go abroad for higher studies, however, was clearly expressed by the 

PM students in the individual interviews. In these, PM students acknowledged 

their lack of competence in English as obstructing their path to study abroad. 

This is because it is mandatory to pass an IELTS (International English 

Language Testing System) exam to gain admission to courses in universities 

abroad. Jugraj, the PM student, stated in his interview: 

I think I will not be able to fulfil my dream of going abroad for higher 

education. For this, I need to pass the IELTS exam and interview to 

get admission to a good university abroad (Jugraj: PM).  

Jugraj seemed to have a low opinion of himself as a result of his lack of 

competence in English. This further reflects the way in which PM students feel 

themselves to be ‘lesser’ than EM students. PM school students thus appeared 

to believe that their limited knowledge of English was a major impediment to 

them studying abroad. This perception was further revealed by some other PM 

students in their interviews: 

My English is not that good, so I do not think it will be easy for me to 

go abroad for higher studies. (Aman: PM) 

Not knowing English is the biggest hurdle for me to fulfil my dream to 

study in a foreign country. (Jugraj: PM) 

This illustrates PM students’ disappointment when they relate the language 

used for learning in their school to their imagined future identities, whether in 

higher education in their home country or in a foreign country. Thus, the 
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obstacles perceived to be encountered by PM students widen the gaps 

between English and Punjabi medium students in terms of how they view 

themselves. These differences between EM and PM students’ proficiency in 

English and their perceptions of themselves with regard to their abilities in 

English were clearly visible in the interviews. In relation to this, it is noteworthy 

that all the EM school students preferred the focus groups and interviews to 

be conducted in English. In contrast to the EM school students, the PM school 

students preferred Punjabi over English.  

Thus, it is clear from the above that at least some PM students do have a 

desire to go abroad for further studies. From the interview analysis, however, 

it was found that in contrast to EM students, PM students were not optimistic 

about their chances of gaining admission to foreign institutions. Hence, it 

cannot be denied that the lack of knowledge of English in an Indian context, 

where English is perceived as a gateway to access and to succeed in higher 

education, could impact adversely not only on the futures of PM students but 

on their overall identities. Once again it appears that a lack of investment in 

English and consequently linguistic capital and agency, causes an inner 

conflict and turmoil for PM students concerning their desire to go abroad in the 

future.  

The significance of English as described by both English and Punjabi medium 

school students raises the question of the extent to which, if at all, learning in 

Punjabi is considered important for higher education. The student participants’ 

views regarding this are discussed in the following section.  

6.2.1.3. Punjabi for higher education 

When students were asked if learning in Punjabi is important for their higher 

education, some of the EM focus group students appeared to believe that 

Punjabi was not that important for their academic careers in the future. 

Furthermore, in the interviews, the EM school students stated that Punjabi is 

confined to Punjab state and thus learning in Punjabi may obstruct their wider 

access to opportunities. This is illustrated in the following extract: 
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I think to communicate with our families it is Punjabi, but if we come 

to higher education then learning in English medium is the must. 

English brings more opportunities and students get a bright future. 

Punjabi is limited to our area, but if one wants to explore and to get 

higher education, they get more opportunities with English. So, 

English is important. (Pawan, EM) 

In the extract above, Pawan, an EM student, stated that Punjabi is the 

language that is used for general communication in Punjabi society and 

English is associated with higher studies and good future opportunities: a 

‘bright future’. This further confirms the hegemony of English and its agentive 

use which endows EM students with linguistic capital and thus identifies them 

as linguistically more powerful than PM school students. This is why, during 

the focus groups, when asked what language the students would like to learn 

in, all the EM and most of the PM students chose English over Punjabi because 

they believe that English is more significant than Punjabi for their future 

academic and professional lives. This is exemplified in the following quotation: 

If we think about the future, then maybe in ten years from now Punjabi 

will not have much value, so we will need to learn English. (PM1: 

Sunny) 

In the quotation above, the PM student seemed to believe that in the future 

Punjabi will not have as much importance as English. It could be that, because 

of the increased significance of English over Punjabi in the employment sector 

in Punjab, Sunny the PM student felt that Punjabi will have less value than 

English in the future. Despite this, however, the view that English is preferred 

over Punjabi expressed above was not undisputed.  

When asked which language would they prefer to learn in in school some 

students from the PM school focus groups stated that they in fact preferred 

Punjabi over English. This is because, having learned in a PM school since 

the beginning of their school education, they do not feel confident about 
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learning in English at this late stage of their high school education. This is 

illustrated in the following quotation:  

If I am asked now, I will say Punjabi. If, suppose I had been asked 

when I was young in the primary classes, then I would have said 

English. Now I think it is not easy for me to move to an English medium 

school and learn in English. I think I have a strong foundation in 

Punjabi by learning in a Punjabi medium school. (PM1: Aman) 

Although the majority of students stated that English is important for higher 

education and future careers, a few students preferred Punjabi over English. 

This is because they did not seem to be confident in learning in English. 

However, it is also important to note that the few students who chose Punjabi 

over English did not deny that English is important for learning in higher 

education. Rather, it is because of the lack of exposure to English in their 

school that they find it difficult at this stage (high school) to learn in English.  

From the preceding discussion, both the EM and PM school students’ 

acknowledgement of the critical roles of English and Punjabi in their academic 

lives and in turn on their identity formation becomes clear. Hence, it becomes 

apparent that EM students were more satisfied with their knowledge of English 

and their futures in higher education than the PM students. This may have an 

obvious positive impact on them in terms of their identity formation. The PM 

students’ perceptions of themselves lagging behind EM students can certainly 

have an impact on how students view their possible selves in higher education 

and occupations in the future.  

6.2.1.4. English for employment and job interviews 

From the fine-grained analysis of the students’ accounts, it seems that they 

believe that learning in English or proficiency in English promises access to 

good/white collar jobs in Punjab. Focussing on the occupations the students 

wanted to enter in the future, most of the students in the focus groups agreed 

with the statement: I must study in English to be successful in my future career. 

The majority of the students also recognised English as the most important 
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linguistic skill required for the occupations they are hoping to enter in the future, 

such as becoming a ‘lawyer’, an ‘agriculture officer’ or ‘biotechnologist’, to 

name a few. Since the interviews to gain access to these jobs are mainly 

conducted in English, English appears to be a gateway to such professions.  

Success in job interviews appears to largely depend on the candidates’ 

presentation in English, which must convey a good impression of the candidate 

and enhance his/her chances of being recruited. As stated by one of the PM 

school students: ‘In the future, we need English to pass the interviews to get 

good jobs’ (Preet: PM). One of the possible reasons for the preference of 

English for jobs might be that it is commonly believed in Punjab that people 

who can speak English are intelligent (Kaur, 2015; Ramanathan, 2016). Such 

beliefs are exemplified in the following extract from one of the students from 

EM focus groups: 

Most of the interviews for good jobs are conducted in English. The 

interview questions are asked in English so if we respond to that in 

Punjabi then it is thought as if we are not very intelligent. (EM1: 

Simrat) 

Simrat appeared to believe that is important to use English in job interviews as 

this can make a good impression on the interviewer and the candidate is 

considered intelligent if he/she speaks in English. In a similar vein, another 

student from the Punjabi medium school stated during the interview that: 

In 80% of jobs in Punjab, the English language is preferred to be used. 

If we want to move to some other state in India then definitely, we 

need to know English to work and communicate there. English is 

considered as a gauge to measure a person’s intelligence. It is 

thought that the one who speaks in English is smart. (Aman: PM) 

From the extracts above, it is clear that English in Punjab in India is considered 

the most important language to help gain access to a good occupation. Similar 

beliefs were found to be held by the teachers and the headteachers as 
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reported in Section 5.2.1.5., English for employment and students’ identity 

formation, of the previous chapter.   

Additionally, the PM school students expressed their concern that, as a result 

of their lack of proficiency in English, they may not get jobs in the private sector 

where English is mandatory for professional and communication purposes. In 

relation to this, in the study conducted by Singh (2006), 69.9 percent of the 

participants were found to believe that people who were proficient in English 

were given more attention in all fields, whether in education or in employment 

in Punjab, and 74.4 percent held the view that learning in English makes a 

person look ‘intelligent and broadminded’. Moreover, looking at people who 

lack knowledge of English as inferior to others in terms of intelligence seems 

to represent English speaking skill as a characteristic that plays a vital role in 

students’ identity formation. Since the interconnection between English and 

intelligence was frequently expressed by the students, the prevailing 

ideologies and perceived connection between English and intelligence in 

Punjab will be discussed in detail in section: 6.2.3.6.  

6.2.1.5. Punjabi for employment in Punjab 

Focussing on their future professions, some of the PM students stated that 

‘Punjabi is the language of the state so for some of the Punjab government 

jobs Punjabi is important’ (PM2: Taran). From the interview analysis, the PM 

students appeared to believe that they might get a chance to enter some 

government jobs, where English is not required, for example, jobs in the 

Punjab Electricity Board, Punjab Police, etc. This is exemplified in the following 

extract: 

If we are going to stay in Punjab in future then it is beneficial to study 

in Punjabi medium school. For instance, we can do any jobs here in 

Punjab such as in the Punjab Police Department, Punjab Electricity 

Department. But in the private jobs like in a bank, we need English in 

Punjab (Avtaar: PM). 
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In the quotation above, Avtaar seemed to believe that learning in Punjabi is 

adequate to live in Punjab because it is sufficient for jobs in the Punjab state 

departments. In the end, however, he acknowledged that, for private jobs, 

English is mandatory. It is important to note here that there is currently an 

emphasis on privatisation in most of the government sectors in Punjab, for 

example, the privatisation of the Electricity Board in Punjab is being considered 

(Ranganathan, 2004). This may have an impact on recruitment for jobs in this 

sector depending on whether Punjabi remains a preferred language or fluency 

in English will be necessary since this is the most sought-after language for 

jobs in the private sector (Sandhu, 2014a). Additionally, working in these 

departments is not considered as prestigious as working in fields such as 

medical and engineering and this can certainly have an impact on students’ 

identity formation. 

PM students also expressed their concerns about the continuance of Punjabi, 

in occupations in the government sector in Punjab. As discussed in the focus 

group, PM students emphasised that ‘in ten years from now... Punjabi will be 

eliminated or will be least required in jobs’ (PM1: Sunny). Another PM student 

stated that ‘even in government jobs Punjabi will have very less importance’ 

and it will be required only ‘for the job of Punjabi language teacher’ (PM2: 

Preet). In this way, all the participants in these focus groups agreed that 

English would always be preferred over Punjabi when they think about their 

future possible selves in employment.  

From the discussion above therefore it appears that hegemonic ideology 

concerning the significance of English in higher education and employment 

predominates in Punjab. The views of another PM student however add a 

further element to how the PM school students view themselves with regard to 

the language in which they are learning and their future professions: 

If I was learning in an English medium school or if I knew English then 

I would have thought to go for a medical line and become a doctor, or 

else if I choose non-medical, I can become an engineer. But I think 

because I do not know much English, I can do some jobs like in 
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Punjab Police or any other clerical job which is under the Punjab 

government. In Punjab Police, I can work at the junior ranks such as 

constable etc. I think I will apply for some driving jobs or try my luck in 

the police department where I will have to go for a test but that will be 

in Punjabi. (Sunny: PM) 

In the above extract, Sunny expresses the current state of affairs in Punjab 

where, because of the lack of English, a person would not be selected for 

occupations like doctor or engineer but could manage to be selected for the 

Punjab Police Department where not much English is required. Talking about 

himself, he further stated that if he does not get a chance to be in the Punjab 

police, he might think of doing some general jobs like driving. This indicates 

the low self-perceptions of PM school students in accessing good jobs as a 

result of their lack of investment in English. In a similar vein, another PM school 

student noted: 

 We do not get many options and, most of the students learning in PM 

schools do general jobs like driving and security jobs for which not 

much English is required (Aman: PM). 

From the accounts above in this section, it becomes clear that, although some 

PM students asserted that learning in Punjabi could help them to get 

government jobs, they were anxious about their future possible selves. They 

felt that they did not possess the linguistic skills required to enter good jobs in 

the private sector. They imagined their future selves as ‘junior constables’ in 

the police, ‘drivers ‘and ‘security guards’, which are not considered as the most 

prestigious professions in Punjab, and not as doctors and engineers. Similar 

results emerged in a study conducted in Iran, where the participants 

considered ‘engineering and medicine’ as prestigious occupations, ‘farming 

and manual working as non-prestigious ones and government office jobs as 

midway between the two’ , and people’s identity formation was found to be 

related to and shaped by the occupations in which they were involved 

(Mirhosseini, 2015). 
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To summarise, English, and learning in English, are viewed as very significant 

for academic and occupational purposes in Punjab. The perceptions of 

students thinking about the significance of English could shape students’ 

identities with regard to the language in which they are learning in school. This, 

however, does not stop here but goes further in their lives when they think 

about their social life in general. People are driven by the belief that learning 

in English can open doors for them and could provide them with social mobility. 

This leads to the consideration of the influence of learning in English or Punjabi 

on an individual’s social status, another theme that occurred from the analysis 

of the students’ interview accounts. The discussion below of English and its 

importance in the students’ social lives will allow me to analyse the students’ 

perspectives on their social identities and how they are viewed by others in 

society.  

6.2.2. Social significance of learning in English 

With regard to the social significance of English, almost all the students 

responded in a similar way, expressing beliefs that seemed to be formed by 

their personal experiences within the social context of Punjab. Students 

articulated their perceptions of their identities in relation to how they are treated 

and positioned in Punjabi society based on the type of school in which they 

were learning. Some students, especially those from the PM school, reflected 

on the higher status accorded to English, and thus to students learning in EM 

schools. PM school students frequently mentioned that they feel 

disempowered and that society does not have a positive image of them. In 

contrast to the PM students, EM students mainly communicated their positive 

experiences. Several examples from the students’ excerpts illustrate how PM 

and EM school students feel about themselves, which in turn shapes the 

students’ self-perceptions and identities in the outer world. These are 

discussed under various themes and sub-themes in this section. 
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6.2.2.1. English as the language of high social status in Punjab 

In the opinion of most of the students, irrespective of the language in which 

they were learning, the English language, which provides opportunities for 

higher education and good employment in Punjab, also endows an individual 

with a higher social status. Thus, the hegemony of English not only seems to 

prevail in the educational and professional sectors but also in the social lives 

of the people of Punjab. In the focus groups and interviews, almost every 

student participant acknowledged that knowledge of English, which is 

generally obtained by learning in an EM school, is associated with higher social 

status, such as a good 'reputation', ' high social standard' and 'class’ in Punjabi 

society. The ideologies revealing an association between investment in 

English and the acquisition of higher social status can be found in the 

statements of EM students in the focus groups: 

People think that those who can speak English have a high standard. 

(EM1: Pawan)  

English is the language of status so it develops our standard and 

reputation in society. (EM2: Simrat)  

People who can communicate in English are thought to have a high 

status. (EM2: Daman) 

The PM school students expressed similar views in the focus groups. When 

they were asked how they perceive those who can speak in English, all the 

students stated that they consider people who can speak in English to have 

‘higher social status’ (PM2: Aman [all the focus group participants agreed]). 

In the interviews, the students elaborated on this distinction, emphasising that 

this is not just their assumption and offering evidence that this is how people 

in Punjab view those learning in EM schools, as is exemplified in the following 

extract: 

This is how it is in our society. People think that a person who knows 

English has a high status and a person who doesn’t know English is 

illiterate and doesn’t have much knowledge. Knowledge of English is 
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very important in our society. A person who knows English is 

considered to have class. I will give you an example. My uncle’s 

[father’s brother] children are learning in EM school and we are 

learning in a PM school. Their English is better than ours because 

they are learning in an EM school. So, they think of us as rural and 

backward, with no manners and low standards. (Aman: PM) 

Investment in English seems to endow those who learn in EM schools with a 

high class19 or social status. On the other hand, the example provided by Aman 

indicates that students from PM schools are perceived as ‘illiterate’, ‘rural’ and 

‘backward’ with ‘no manners’, and thus considered to have a low social status 

just because of their poor knowledge of English. This illustrates how 

discrimination in society is exercised based on learning in English or Punjabi.  

In the same vein, when talking about the significance of English in Punjabi 

society, Daman, an EM student, stated that ‘English speaking has become a 

trend in our society’; he noted that people who can speak good English are 

thought to be ‘better than others’ who cannot speak in English. Proficiency in 

English thus seems to be a parameter by which to judge an individual’s social 

status in Punjabi society, and, therefore, a person is positioned in a society 

based on his/her learning in English or Punjabi. Such positioning based on the 

language in which a person is learning and a sense of being considered inferior 

can have a significantly negative impact on PM students’ views of themselves 

and their social identities. This, in turn, may create a bad impression of those 

not learning in EM schools, a concern expressed by most of the PM school 

students. The way in which an individual learning in an EM or PM school views 

him/herself is naturally influenced by the context (Pavlenko, 2002a) a person 

is in; in this case the type of school in which they are learning. This validates 

 

 

19 The word ‘class’ here refers to social status and not social class division based on castes 
and religions in India. 
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the poststructuralist’s position that an individual’s identity is ‘context-sensitive’ 

(Pavlenko, 2002a).  

Thus, it appears that learning in English is believed to make a good impression 

on others in terms of a person’s social status. For example, Daman, an EM 

student, explicitly stated that parents want their children to learn in English, ‘to 

impress others’ (Daman: EM1). Although Daman’s statement was followed by 

laughter from the other focus group students, no-one denied this, and thus 

they seemed to give their assent to him.  

Another interesting example highlighting the positive impact of learning in EM, 

its association with social status, and illustrating parents’ outlook on this, was 

provided by a PM student in another focus group: 

70% of people in Punjab marry based on how literate they are. 

Arranged marriages are very common in Punjab, so before getting 

married, especially for girls, their parents want a boy to be well-

educated and they want them to have a good job. So, if a girl has 

learned in an English medium school then there is no chance of her 

marrying a boy who learned in a Punjabi medium school. (Sunny: 

EM2) 

The quotation above illustrates that learning in English is perceived as a status 

symbol and this may be one of the reasons why parents want their children to 

marry a person educated in an EM school. This ideology among the people in 

North India was also noted by Sandhu (2010) in her study of women educated 

in Hindi and English medium schools. These women explained very clearly 

how some of them were unable to marry the person they wanted to because 

the difference between the languages in which they learned was unacceptable 

to their parents.  

This further indicates the hegemony of English in India. English was introduced 

to India by the British, but it seems to have occupied a prominent position ever 

since. People in Punjab seem to draw comparisons between the students 

learning in English and Punjabi medium schools. Hence, it does not seem to 
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be imposed on people in India; instead, due to its value as linguistic capital 

that can create economic and social benefits (Sandhu, 2010), it seems to be 

the most sought-after language in the Punjabi context.  

The association of learning in English with high social status could therefore 

result in PM students having difficulties when it comes to socialising. As noted 

by Sunny: ‘If you do not know English, it will be difficult to make friends and 

then you will feel alone’ (Sunny: PM). Comparing themselves with others who 

are more competent in speaking English may have a negative impact on PM 

students’ self-esteem and social identity. Thus, the deficit view of PM school 

students in the Punjabi society may threaten their self - esteem and create 

conflicts with their sense of competence which may have serious implications 

for their social identity. The students thus seemed to believe that people who 

know English receive more public attention and are held in higher regard by 

society. Such beliefs with regard to the high status which English and learning 

in English provides adds to social inequality in Punjab (Singh, 2015). 

6.2.2.2. EM of instruction and social inequality in Punjab 

Although the students from both types of school may be able to achieve the 

certificate for completing high school studies, the future opportunities offered 

to EM and PM students may differ widely. The inequality of opportunity to 

access higher education and good employment brings further inequality at 

societal level and divides those who know and those who do not know English 

into two groups: elites and non-elites, respectively. PM students in Punjab 

appeared to be discriminated against on this basis. For example, as illustrated 

in Jugraj’s extract below, parents in Punjab make judgements of each other on 

the basis of the type of school in which their children are learning.  

People in society make others [PM students’ parents] feel lower if their 

child is learning in an English medium school. There was a fight 

between two families, now one of the families has moved to another 

city. Once their children were playing together here in the street and 

they had a fight. Their parents came and the one who was sending 
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his children to an English medium school yelled at his children, saying, 

‘Why are you playing with these kids going to a government school? I 

am sending you to learn in a very good English medium school. So, 

you come back home and study. These kids are not going to succeed 

in the future. They will stay where they are.’ This is what I heard, but 

such things are very common. People who send their children to 

English medium schools, they don’t want their kids to be friends with 

Punjabi medium school children. Those who send their children to 

government schools [Punjabi medium schools] send them there 

because they cannot afford English medium schools. (Jugraj: PM) 

A wide range of stigmatisation and discrimination against PM students appears 

to prevail in Punjab. From the example given by Jugraj above, parents’ 

discrimination between the students learning in English, the elitist language of 

power (Mohanty, 2010), and Punjabi, the regional language, seems to be one 

of the causes of discrimination which can further extend the social inequality 

in Punjabi society. Such discriminatory practices and negative stereotypes that 

students from PM schools are ‘not going to succeed in the future’ seems also 

to construct inequalities between the students. These discriminatory social 

practices may put PM students at a disadvantage and lead to the development 

of unequal power relations between EM and PM students and, further, 

between their families. Thus, PM students’ identity formation and social identity 

can be affected (Tajfel, 1978; Verkuyten, 2003) which ultimately leads to 

negative repercussions for the PM students. There is empirical evidence from 

various geographical contexts which  demonstrates the impact of social 

discrimination based on different languages used as MOI in schools on 

people’s social identities (Arshad & Malik, 2016; Belhiah, 2016; Luscombe & 

Kazdal, 2014; Sandhu, 2014b; Tsui & Ngo, 2017). From this discussion, it 

becomes clear that students from the PM school perceive that they and even 

their parents are looked upon as inferior to the EM students and their parents.  

Parents of EM school students, on the other hand, were believed to feel proud 

of their children learning in an EM school. As stated by Daman, an EM student, 
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‘my parents feel proud that their child is learning in an EM school and can study 

abroad’. This seems to be because they perceive their child’s learning in an 

EM school as an investment in his linguistic capital that could bring additional 

social and cultural capital to him. Daman’s views, thus, can be linked with the 

notion of imagined communities (Anderson, 1991) because learning in English 

was perceived by his parents as allowing him to participate in the future in 

imagined communities if he decides to study abroad. As such, Daman 

positions himself as a person who possesses linguistic capital and thus 

negotiates his future identity as an English-speaking person.  

Another example which highlights parents’ beliefs and feelings of superiority 

with regard to their children learning in English is given below: 

My parents are really proud to send me to study in an English medium 

school. They don’t feel hesitant in front of others who have their 

children studying in a Punjabi medium school. From that, I mean that 

some relatives or friends of my parents have their children learning in 

Punjabi medium schools. So, I think they [relatives and friends] cannot 

suppress my parents [laughs] that their children are learning in good 

schools. Because there is discrimination between the English medium 

and Punjabi medium schools in the eyes of our society. (Muskaan: 

EM) 

The extract above is a clear example of language prejudice related to learning 

in the English language. This prejudice was not only found among the EM 

students; it was also noted that parents of students learning in EM schools, as 

reported by the EM students, feel privileged over other parents. As the quote 

from Muskaan above reflects, her parents feel proud and superior to other 

parents whose children are learning in PM schools, even when they are 

relatives and friends. Thus, sending children to an EM school in Punjab is 

certainly considered as a mark of superiority.   

Additionally, in the interviews good manners which were described as one of 

the most expected characteristics of EM students further extend the social 
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distinction between EM and PM school students. A majority of the students in 

the focus groups stated that English speaking people get respect in Punjabi 

society. This perception was also discussed in the previous findings chapter. 

During the interviews, when asked if people who learn in English are respected 

in Punjabi society, Daman an EM student, stated that: 

Those who learn in English medium schools are generally well-

mannered and people only respect well-mannered people. (Daman: 

EM2) 

Daman appears to believe that people respect those who know and speak 

English because they are considered well-mannered. In a similar vein, another 

EM student highlighted that ‘the students from PM schools do not have good-

manners’. (Rajan: EM). Such negative judgements about PM school students 

segregate the two groups further and thus impede PM students’ social 

development and may even impact PM students’ perceptions of their own 

identity. One example of such segregation was given by Preet, a PM student:  

I think this is the mental set-up of people in our society: that the 

students from Punjabi medium schools are not well mannered. So, 

they stop their kids from playing with PM students and ask them to 

avoid their company. (Preet: PM) 

It was also reported above that some parents of EM students do not want their 

children to play with students from PM schools. In the extract above Preet 

seems to suggest that this is because they think PM students are not well-

mannered. It thus appears that this is the general opinion of people in Punjab: 

that most of the students learning in EM are well-mannered. 

From the discussion in this section, it becomes clear that English is considered 

a symbol of high social status in Punjab. This seems to be the reason why 

most of the children stated that their parents want them to learn in an EM 

school. However, because EM schools charge high fees, enrolment in EM 

schools ultimately depends on the economic situation of parents. Thus, people 

in Punjabi society are categorised into two groups, not only according to their 
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socio-economic conditions but also based on whether or not they and their 

children had the opportunity to learn in an EM school. This has, therefore, 

become a means of discrimination and has reinforced inequality among the 

people in Punjabi society. Due to this conferred status, people make fun of 

those who do not know English, and the PM school students, as well as those 

in general who do not know English, feel humiliated and embarrassed. Based 

on these linguistic differences, people in Punjab seem to have particular 

features or characteristics attributed to them that then impact adversely on 

their perceptions of themselves and others.  

6.2.2.3. English signifies socio-economic status in Punjab 

EM schools are very expensive and not everyone can afford to send their 

children to EM schools (Bhattacharya, 2013; Ladousa, 2016; Mohanty, 2006; 

Singh, 2015). Therefore, the social discrimination grounded on the link 

between families’ socio-economic status and the type of school in which their 

children are learning is perpetuated. This could have a substantial impact on 

students’ views about themselves. Firstly, because of the families’ poor 

economic situation, students are deprived of the opportunity to learn in an EM 

school. Secondly, because of the lack of linguistic capital they are excluded 

from opportunities to enter good employment in the future. And thirdly, due to 

their lack of opportunities, their deficit view about themselves can have a major 

impact on their identity formation thus reinforcing the social differences. 

It seems that the instrumental vitality of English in Punjab is the reason why 

investment in English over Punjabi is preferred in Punjab. Since ‘competence 

in language functions as linguistic capital’ (Block, 2007, p. 14), English, which 

is viewed as a valued language in Punjab, provides EM students with access 

to economic and cultural capital. This might be the reason why it is thought 

that ‘the poorest of the poor want to send their children to English medium 

school’ (Daman: EM).   A study conducted by Azam, Chin and Prakash (2013) 

provides an example of economic capital delivered in the form of a 34% 

increase in wages for men with more ability to speak in English compared with 

a 13% increase for those with less ability to speak English in India. Luscombe 
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and Kazdal (2014) highlighted this aspect of the instrumental motivation to 

learn a particular language and its impact on students’ identity formation. This 

has also been articulated in many other studies conducted in India (Kainth & 

Kaur, 2015; Mohanty, 2006; Tully, 1997). 

The dominant ideology of the relationship between students’ socio-economic 

background and their learning in an English or Punjabi medium school in the 

context of Punjab, therefore, appears to create the impression that PM school 

students come from a poor socio-economic segment of society. This could 

perhaps be one of the reasons why most of the students emphasised, in their 

interviews, that learning and speaking in English can make a good impression 

on others. Hence, learning in an EM or PM school associated with socio 

economic status in Punjab appears to be an important constituent of students’ 

identity formation.  

However, this perception that all the students in PM school are from a poor 

socio-economic background does not seem to be true in all the cases, as 

revealed from the students’ interview analysis:   

Some parents can afford EM schools but their child is not very good 

in English and it is difficult for him to score good marks. So, parents 

send their child to Punjabi medium school. (Daman: EM) 

Thus, it is not reasonable to generalise that all the students in PM schools 

belong to poor families. However, considering the high fee demands of EM 

schools, it is clear that parents from lower socio-economic class in Punjab are 

forced to send their children to PM schools (Bau, 2015; Singh & Sarkar, 2015). 

Such ideologies  highlighting the interrelationship between families’ economic 

constraints which results in students’ lack of knowledge of English have been 

reported by many researchers in studies conducted in different states in India 

(Bhattacharya, 2013; Ladousa, 2016; Ramanathan, 2014) and, in particular, in 

Punjab  (Kaur, 2017; Rani et al., 2015; Singh, 2006). Thus, it seems likely that 

in Punjabi society, which is already stratified on the basis of socio-economic 

resources that one holds (Singh, 2015), learning in English or Punjabi further 
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divides students into the privileged and underprivileged. Such stratification and 

positioning might accentuate the concerns related to identity, based on the 

language one is learning in school. Indeed, the dominant ideologies with 

respect to the perceived instrumental importance of English for education and 

economic benefits that position regional language medium students differently 

from EM students in India (Mohanty, 2010) can presumably have a damaging 

effect on PM students’ social identity. This could perhaps be one of the reasons 

EM students did not consider learning in Punjabi important as they appeared 

to believe that this could have a detrimental effect on the impression they 

would make in society with respect to their socio-economic background. 

With regard to the relationship between families’ socio-economic status and 

children’s  learning in EM school, Gill (2017) asserted that parents’ desire to 

send their children to an EM school in Punjab in order to show their superiority, 

exerts financial pressure on parents themselves. In the same vein, in Kaur's 

(2017) study, conducted in the district of Mansa in Punjab, parents said that 

they send their children to EM schools because ‘government schools (PM 

schools) are labelled as the schools for the poor’, and also because children 

look smart in their private school (EM school) uniforms. Hence, the perceived 

financial and social incentives linked to learning English seem to convince the 

parents to invest in an EM school education for their children. From this it is 

evident that learning in EM schools labels the EM students as different from 

the PM students, thus providing the two groups with distinct identities, 

financially and socially.  

Furthermore, the students themselves expressed the inequality they perceive 

between them. In order to explore students' perceptions of their social 

identities, when they were asked how they feel about themselves in a social 

group comprising either English speaking or Punjabi speaking people, the 

majority of students from both EM and PM groups stated that they are more 

comfortable speaking Punjabi  in a group of Punjabi speaking people because 

Punjabi is their mother tongue. However, in one of the focus groups, the EM 
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students explicitly stated that they do not feel uncomfortable in English-

speaking social groups: 

It is not very difficult to communicate in English. We all know some 

English, so we feel comfortable in an English-speaking group as well. 

(EM2: Muskaan [All agreed]). 

On the other hand, from the analysis of the PM students’ focus group and 

individual interviews there was no suggestion that they were comfortable in 

English speaking social groups. This might be the reason why most of the PM 

students in the focus groups and interviews referred to the ‘shyness’, 

‘hesitation’ and ‘inferiority complex’ that they feel while speaking to EM 

students or any other English-speaking person, which feelings could be 

described as a high affective filter (Krashen, 1981). All such negative feelings 

expressed by the PM students indicate how they view themselves in a group 

of people who speak English. This could have a significantly negative impact 

on their identity formation in general. Thus, it can be reasonably inferred that, 

in contrast to PM students, EM students feel more comfortable when in a social 

group of Punjabi and English-speaking people.  

The student participants also emphasised that people who know English are 

highly respected in Punjabi society. In the focus groups all the students, 

irrespective of the language in which they were learning, agreed with the 

statement: Learning in English is important to me because it will bring more 

respect to me and my family. During the focus groups, when the students were 

asked how they viewed people who can speak in English, most of them stated 

that people who can speak in English are respected and considered 

respectable in Punjab.  

In stark contrast, one of the students from the PM focus group argued: 

Just speaking in English cannot bring respect. A person must behave 

well and have a good attitude towards others to get respect. I think 

people think that we [PM students] are learning in a government 

school, so we do not know much. (Taran: PM2) 
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This seems to be an example of resistance (Canagarajah, 1999a) or counter-

hegemony, which involves refusing to accept the dominance of a dominant 

group. It could possibly be that Taran was simply resisting the hegemony of 

English. This further indicates the student positioning himself in a group and 

seems not to be driven by the pre-existing or dominant ideologies regarding 

the differences between English and Punjabi medium students. Such an 

outlook has been termed as critical self-reflection (Bondy, 2015). This could 

also be viewed as a use of power or agency to position oneself differently 

(Bucholtz & Hall, 2007). Despite this student’s unwillingness to accept that 

knowing English can bring a person respect in Punjab, the fact itself cannot be 

denied considering the majority of the students’ views on this, which became 

clear in the individual interviews. 

6.2.3. Further insights from students based on their investment in 

English and its impact on their identity formation 

6.2.3.1. Difference in English teaching and other English related 

practices in the EM and PM school 

The PM school students particularly highlighted pedagogical differences 

between how the English language is taught in their school and in EM schools, 

differences which they thought accounted for their lack of proficiency in 

English. The following extract from one PM student’s interview explains in 

some detail why he feels he lacks proficiency in English: 

English taught in our school is very basic. It becomes difficult in 

college and university. We have only one period of English in school, 

which is not enough. We started learning the English alphabet in sixth 

grade and, students from English medium schools, they learn English 

almost all day from the beginning of school. So, it is not easy to bridge 

the huge gap between us. (Avtaar: PM) 

Avtaar seems to focus on the time allocated to teaching English as well as the 

difference in the English teaching approaches employed in both the types of 

school. Many PM school students stated in the focus groups and it is also 
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reported in the literature discussing the educational context of India (Cheney 

et al., 2005) that English in PM schools is taught for only 45 minutes a day. 

This is far less in comparison to EM schools. Avtaar’s observations are not 

surprising if seen in the light of a comparative study conducted by Rani et al. 

(2014) which reported that most of the students learning in PM schools are  

first generation learners who get little exposure to English in their daily lives. 

Moreover, bearing in mind that English is not the native language of 99.8% 

people in India (Azam et al., 2013), it is the case that children’s  main exposure 

to English is in schools only. Hence, learning English only for 45 minutes, 

which is not adequate compared with the time EM students are exposed to 

English in school can place PM students at a disadvantage. 

Moreover, many other differences in school practices and classroom English 

teaching practices in the two types of school were reported by many of the PM 

student participants. For example, in EM school premises, the use of any other 

language than English is prohibited and classroom interaction is exclusively in 

English. By contrast, the regional language, Punjabi, is used to teach all school 

subjects, including English20 in PM schools. Indeed, English speaking is 

emphasised in EM schools in India to the extent that EM students are 

penalised and fined for speaking in any language, even their mother tongue, 

except English during school hours (NDTV, 2017). This is a further indicator of 

the hegemony of English and self-imposed imperialism of English over the 

local languages in India. Spolsky (2009) condemned this approach of ignoring 

and denying students’ mother tongue saying that it may cause among students 

to feel inferior in their communities. I argue that the significance of English over 

Punjabi in the educational contexts in India can hamper PM students’ positive 

perceptions about themselves because of their lack of competence in English 

 

 

20 Grammar translation method is used to teach English in PM school. 
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and little acknowledgement of their competence in Punjabi their mother tongue 

and the language in which PM school students have their education.  

Furthermore, a grammar-translation21 based approach to teaching English as 

asserted by the PM students again appears to be an obstruction that leads to 

less exposure to spoken English and subsequently to their lack of competence 

in English. Similar results were found in the study conducted by Ramanathan 

(2005) highlighting an 'English and vernacular [regional language]  divide', 

between the students. This division was reported to be caused by the 

differences in pedagogical practices in EM and Gujarati medium schools in 

Gujarat, a state in India. The findings from the PM school students in this study 

were similar to the findings of the regional language medium school students 

in Ramanathan’s (2005) study. Those students asserted that the grammar-

translation method helped them to learn English but did not prepare them to 

speak English fluently in contexts like job interviews. It could be one of the 

reasons why Avtaar, in the extract above, stated that English taught in his 

school was ‘very basic’. 

Moreover, the PM students in contrast to the EM students appeared to be more 

conscious of their lack of competence in English to communicate in general, 

or, to draw on Cummins' (1979) terminology, in their BICS (Basic Interpersonal 

Communicative Skills), which they believe can be detrimental to the 

impression they make on others. Focussing on the English language teaching 

approach in the PM school, one of the PM school students stated that: 

We know English for exams, but we need to learn English to speak 

with others who know English [for example, teachers and EM 

students]. English that we learn from the English-speaking centre 

 

 

21Grammar-translation methods rely heavily on teaching grammar and practicing translation 
and the main focus in teaching English tends to be on reading and writing, with relatively little 
attention paid to speaking and listening which enables a person to use English for 
communicative purposes. 
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develops our English language skills and makes it easier for us. In 

school, they [teachers] just read the lesson and give us the exercises 

to learn for exams. (Jugraj: PM) 

Jugraj explicitly stated that the method applied for teaching the English 

language in their school was responsible for their lack of competence in 

English. As suggested by Jugraj, the English language seems to be taught in 

PM schools only with the intention that the students will be able to pass their 

examinations. This was also pointed out in Section 5.2.1.5. in the previous 

chapter, where one of the English language teachers from the PM school 

stressed that if a student fails in English, he/she is considered to have failed in 

all other school subjects. Thus, it appears as if the teachers’ main focus in PM 

schools is to help the students to pass the examination. This appears to be 

why PM students do not have many opportunities to speak in English in school, 

but are given exercises to enable them to learn for tests, an approach which is 

called rote memorisation, ‘learning for the test’ (Bhattacharya, 2013) in the 

Indian context.  

Although this method has become very common in the Indian educational 

context, it also has been condemned because it does not test  students’ 

‘analytical and creative skills’ (Ninnes et al., 1999). This approach to teaching 

English seems to impact negatively on PM students’ abilities to create 

sentences on their own in order to speak in English. This is perhaps the reason 

why Jugraj differentiated between the English language taught to them in 

school and the type of language the students need to learn for communication 

purposes. Considering the importance of English, which provides linguistic 

capital for higher education, the unequal distribution of English and the 

differences between English teaching approaches in both types of school 

could certainly impact on PM students’ self-perceptions in terms of their future 

possibilities and identities in higher education. It is worth noting that a 

significant difference was found between PM school students’ and EM school 

students’ English language speaking skills in a study conducted in the district 

of Sangrur, in Punjab, (Rani & Thakar, 2014). 
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6.2.3.1.1.  English teaching from 6th grade onwards in PM school 

Furthermore, to begin formally to learn English in school from 6th grade 

onwards, which is very late in comparison to EM students who begin to learn 

English academically from the beginning of their school careers, adds to PM 

students’ difficulties with learning English. In the interviews, this was 

suggested by most of the PM students as a barrier to them developing 

competence in English. In order to better understand how learning a second 

language early can make a difference to an individual’s language proficiency, 

we can look at Cummins’ concept of CALP (Cognitive Academic Language 

Proficiency). Academic language proficiency as defined by Cummins depends 

on ‘the extent to which an individual has access to a particular language in 

school’ (Cummins, 2000, p. 67). Cummins' (1979) rationale for 

CALP(Cognitive Academic Language Proficiency), the concept used in many 

SLL (Second Language Learning) studies (Berry, 2013; Cummins, Bismilla, 

Chow, & Cohen, 2005; Tickoo, 1993) appears to support PM students’ claims 

that their proficiency in English is hampered by a  lack of exposure to English 

in their school,. According to Cummins (2008), in order to fully attain academic 

proficiency and to overcome academic difficulties in a second language, a 

bilingual learner needs more exposure and time to learn a particular language 

than PM students in this study appear to have. Thus, the PM students’ anxiety 

about their lack of proficiency in English in their future academic lives in 

colleges and universities seems to stem from their own comparisons with their 

counterparts in EM schools. The unequal distribution of English in the two 

types of school and the requirement of English for entrance examinations and 

to study abroad, as noted by most of the student participants, further indicates 

the hegemony of English in an Indian context. This was presumed by the PM 

students to have a detrimental effect on their identities in general.  

 Moreover, the students’ responses to the question ‘How do you evaluate your 

English? Do you think that it is good, very good, not very good?’ clearly 

demonstrated that EM school students were more assertive about their 

competence in English, whereas the PM school students hesitated and 
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highlighted their lack of competence in English. Notably, three out of the six 

EM school students stated in the interviews that their English was not bad, but 

was not very fluent when it comes to public speaking. Despite this, it is 

important to note that, further into the interview, when comparing themselves 

to PM school students in relation to public speaking, these students appeared 

to believe that, because of their knowledge of English, they would have an 

advantage over their counterparts from PM schools.  

This appears to be why the PM school students join private English-speaking 

centres to improve their English linguistic skills and subsequently their chances 

to access the highly valued educational courses. This is how PM students 

appeared to use agentive methods to enhance their linguistic skills which could 

benefit them in terms of their future possible selves and their identities in 

general. 

6.2.3.1.2. PM students joining English speaking centres 

Considering their lack of investment in English and the value of English which 

carries linguistic capital, most of the PM students stated that they had joined, 

or were thinking of joining, private English-speaking centres. The reason for 

joining such centres, as described earlier, appears to be the limitations of the 

grammar-translation approach to English teaching in PM schools. The PM 

students pointed out that they did not get to practise English speaking in school 

and therefore join private English-speaking centres to enhance their English 

language skills after school in order to avoid future difficulties in higher 

education.  

In the individual interviews, PM students explicitly expressed concerns about 

their lack of investment in English which they believed could hinder their 

performance in higher education. This is exemplified in the following quotation 

from a PM student’s interview: 

In colleges or universities, most of the subjects will be in English. I will 

face difficulty there because I do not know much English (Preet: PM).  
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The language used in higher education in India is mainly English (Cheney et 

al., 2005). Ashe National policy of Education in India seems to have made 

English a prerequisite for accessing higher education, the lack of exposure to 

English in PM schools can have serious consequences for PM students. For 

instance, as discussed above, PM students might be denied access to elite 

colleges or universities to which the relatively privileged EM students have 

access or, should they manage to gain access to higher education, they may 

find it more difficult than EM students, as has been described in the quotation 

above by Preet, the PM student. Thus joining English speaking centres 

appears to support PM school students in making progress in their English 

language learning and helping them to cope with  challenges arising from the 

linguistic differences between English and Punjabi medium students (Mohanty, 

2010).  

Further, in relation to joining English-speaking centres, one of the PM students 

said: 

Those who do not get a chance to learn in English medium, they join 

English speaking centres which help them to improve their English. 

So, one can join an English-speaking centre for a few months, even 

more than that if one wants to. There they teach English speaking, 

reading, writing and listening. English is important for the future, that’s 

why there are so many such English-speaking centres in Punjab’. 

(Aman: PM) 

In this extract, Aman reports that PM students rely on private English-speaking 

centres. PM students do not have many opportunities to speak English in 

school, therefore, they join English-speaking centres, in the belief that learning 

English is imperative to their future careers and, in turn, might help them to re-

imagine their identity. In this way, they seem to exercise agency and are 

invested in learning English in private English-speaking centres, in order to 

acquire linguistic capital which could help them to negotiate their identities in 

the future. PM students appear therefore to have bought into the ideologies 



Jagdeep Gill                                                                                                                            s1476451 

 

249 
 

and discourses of the power of English, which surround them in society and in 

the socio-political Indian context.  

The connection between the knowledge of English and power with which it 

endows the students in Punjab was frequently reported by the students and is 

discussed in Section 6.2.3.8. The PM students’ uncertainty about their possible 

selves in future imagined communities (Anderson, 1983), in this case colleges 

and universities, appears to motivate them to exercise agency by investing in 

their English language learning in English speaking centres. Here, parents’ 

agency also comes into play in the form of financial investment of their 

children’s learning English in the private English-speaking centres in order to 

accumulate the linguistic capital needed to access the fields dominated by 

power structures, for example, elite colleges and universities. Hence, this 

seems to be a self-imposed linguistic imperialism, as Troudi (2009) claims, and 

also a weak form of agency which reinforces disparities between EM and PM 

students, rather than addressing them. Hence, the students seem to accept 

the hegemony of English and, with the accumulation of this particular linguistic 

capital students, continue to be caught up in this hegemony. 

From the discussion above, it seems that students from the two types of school 

have different perspectives about themselves and their futures in higher 

education. English medium school students seem to believe that they are in 

possession of linguistic capital, English, which will gain them access to elite 

colleges and universities. The PM school students, on the other hand, feel 

disadvantaged because of the lack of English which is a prerequisite to gain 

access to higher education. In this way, students from both the schools 

construct their identities or subjectivities based on the language in which they 

are learning. From  a poststructuralist perspective, 'subjectivity and language 

are seen as mutually constitutive' (Norton & Toohey, 2011) and thus an 

unequal distribution of English, which is viewed as linguistic capital, appears 

to have the potential to impact students’ sense of self constructed on the 

language in which they are learning in school. 
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6.2.3.2. English provides students with confidence and a good 

impression on others 

The themes that English provides students with confidence and allows them 

to make a good impression on others are overlapping and have emerged as 

additional findings, and are discussed under different themes in this section. 

These two recurring themes are reported in the following section under the 

sub- themes of English associated with intelligence, power, self-confidence. 

These associations may also have an impact on students’ identity formation. 

This discussion will then highlight how the knowledge of English can endow 

EM students with confidence but also how the lack of it can have a negative 

impact on PM students’ confidence and their impression on others, and 

subsequently on their identity formation. 

Some of the students explicitly stated that their competence in English gives 

them confidence. For example, Rajan from English Medium school focus 

group 1 said that ‘speaking fluently in English gives me confidence’. Another 

participant, Pawan, from the EM school focus group 2, asserted that ‘it brings 

confidence that we can speak in a language that is spoken by many people in 

the world. If we know English, it can prevent us from many problems in the 

future’. On the contrary, Sunny, from PM school focus group 1, stated that ‘we 

do not feel confident because we are not able to speak in English’. In response 

to these statements, all other students in the EM school focus groups and PM 

school focus group 1 agreed with the statements that English provides them 

with confidence.  

Most of the students, irrespective of the language in which they were learning, 

associated English with gaining confidence. For example, when asked to 

complete the statement: ‘I want to speak English fluently because...’, the 

students aligned English-speaking people in Punjab with many positive 

characteristics but mainly intelligence and confidence. Some of the EM 

students’ responses to the statement above were as follows:  

Speaking English fluently gives me confidence. (EM1: Simrat) 
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It provides confidence that we can speak in a language that is spoken 

by many people in the world. So, we will not have many problems in 

the future if we know English. (EM2: Muskaan) 

The EM students explicitly stated that English provides them with confidence. 

They appeared to associate English speaking with a level of confidence that 

could prevent them from encountering challenges in higher education or their 

future career.  

During the interviews, all six EM school students stated the connection 

between learning in English and improved confidence. The EM students used 

the terms ‘confident’ and ‘confidence’ quite often, creating the impression that 

they believe that confidence relates to them because they can speak in 

English. One possible reason for this might be the usefulness of English for 

higher studies and future careers which endows them with the confidence that 

they can achieve their future possible selves. Some comments from the EM 

student interviews while comparing themselves with PM students indicate their 

positive perceptions in relation to their confidence. Muskaan’s account given 

below illustrates such positive feelings of EM students with regard to their 

confidence because of learning in English: 

I think English is everything in a person’s life. Without English, as I 

said earlier, I wouldn’t have been that confident; I would have been 

shy, maybe sitting in a corner. I think English gives me an existence. 

(Muskaan: EM) 

This broad statement that ‘English gives me an existence’ concurs with 

Phillipson and Skutnabb-Kangas' (1996, p. 441)statement that ‘It [English] is 

the language in which the fate of the world’s citizens is decided, directly or 

indirectly’. It is the strong feeling of self-efficacy gained by learning in English 

among the EM students which appeared to enhance their ‘linguistic self-

confidence’ (Clement et al., 2006). Linguistic self-confidence refers to the 

learner’s ‘confident and anxiety-free belief that the mastery of an L2 is well 

within his/her means’ (Csizer & Dornyei, 2005). Hence, proficiency in English, 
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which carries linguistic capital is thought to generate opportunities for students 

and provide them with linguistic self-confidence and confidence in general. The 

perceived relationship between English and the confidence it delivers 

appeared to create positive self-perceptions among EM students. This indeed 

would have an impact on their beliefs about their PM student counterparts, as 

less confident because of their lack of investment in English. This is 

exemplified in the following extract:   

I feel confident that I can speak and express myself in English. But if 

I think about others, Punjabi medium students, then I understand why 

this difference exists. Punjabi medium school students feel inferior. 

(Simrat: EM) 

Simrat expressed her concerns about PM students’ lack of competence in 

English and how this could impact on their beliefs about themselves. Her 

positive attitude about herself as an EM school student and her belief that PM 

students might feel inferior reflects the general perception of EM and PM 

students in Punjab. To a large extent, these are the same views that the other 

five students expressed when they compared themselves with PM students. 

This sense of EM students being recognised as superior and confident and 

their belief that PM students consider themselves inferior to them (EM 

students), given the hegemonic status of English in Punjab, can be read as 

EM students drawing comparisons with PM students and positioning the ‘self 

‘and the ‘other’ differently. Similar comparisons between EM and PM medium 

students were made by the headteachers and the teachers. 

Another representative example highlighting positive self-perceptions among 

EM students is provided below: 

I think if I had been a PM student, I would not have been this confident. 

I think confidence level goes up a level if we study in English medium 

school. I would have been a shy person learning in a PM school. I 

wouldn’t have been able to express myself the way I am expressing 

myself right now. So, I think the most important thing in English is 
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confidence. I don’t think PM students are that confident, so they feel 

that they are behind us. (Muskaan: EM) 

Since learning in English, or knowledge of English, is viewed as an important 

component of creating confidence in students, it is unsurprising that EM 

students have more positive beliefs about themselves, which they made 

explicit by expressing a sense of superiority over PM students. Thus, poor 

knowledge of English seems to undermine PM students’ confidence and, in 

turn, influence their identity formation in a context where English is perceived 

to be the most sought-after language.  

There is a sharp contrast between EM and PM students’ views about their 

confidence in relation to speaking in English. This lack of confidence was 

reported by Sunny, who further viewed this as a cause of hesitation to speak 

English: 

If I was learning in an English medium school then I would speak to 

anyone in English without any hesitation and I would be more 

confident in myself that I know English, so I would not have any 

problems in the future. (Sunny: PM) 

PM students appeared to perceive themselves to be at a disadvantage 

because they are not learning in English. Such distinctive perceptions of EM 

and PM school students in relation to their level of confidence seem to be the 

result of the association of English with different self-related beliefs such as 

intelligence, hesitation and accumulation of power. Many beliefs highlighting a 

strong connection between the knowledge of English and positive attributes 

such as intelligence, lack of hesitation and good manners emerged from the 

analysis of the students’ interview accounts. The hegemonic ideologies about 

the relationship between these positive characteristics and the knowledge of 

English, appear to endow EM students with the feeling of advantage over PM 

students.  
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A brief discussion of all these factors, which seems to have deep connection 

with students’ level of confidence and, in turn, with their identity formation, is 

given in the following paragraphs. 

6.2.3.2.1. English is associated with intelligence 

The knowledge of English was hegemonically associated with intelligence 

which presumably makes EM students feel more confident about themselves. 

In all four focus groups, students agreed with the statement: ‘I view the people 

who speak English as intelligent’. Learning in English, therefore, seems to 

label those who do so as intelligent. Intelligence is also likely to be perceived 

as an attribute of a person learning in English. Various examples of this were 

provided by the students. For instance, in the English for job interviews section 

above, it was noted that in Punjab people who can speak English during job 

interviews are viewed as intelligent and are recruited for good jobs. Thus, 

intelligence appears to be one of the characteristics bestowed upon a person 

who knows English in Punjab. Such discourses related to English and its 

connection with intelligence could motivate the EM students to consider 

themselves more intelligent than their counterparts in PM schools. This could 

certainly have an impact on students’ identity formation. 

To explore this further, students were asked during the interviews if they think 

that people who can speak English are intelligent. Most of the students held 

the opinion that those who can speak in English are considered as intelligent 

in general in Punjab. English, as a global language, seems to be perceived as 

superior to Punjabi because it provides access to opportunities like good 

employment and access to higher education in India and abroad. It is perhaps 

for this reason that the majority of the participants, irrespective of the language 

in which they were learning, felt that those who can speak in English are 

intelligent.  

The desire to be fluent in English among the PM students seems to be 

motivated by wanting to distinguish themselves from those who cannot speak 

English and are looked on as inferior to EM students in terms of intelligence, 

in Punjabi society. The ability to speak in English, thus, is thought to give the 
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impression that a person is intelligent, and save him/her from being exposed 

to the humiliation that the lack of knowledge of English can cause. This in turn 

can boost an individual’s confidence and thus aids students’ identity formation. 

This was suggested by one of the PM students: 

If someone who can speak English speaks with us and we speak in 

Punjabi then we will feel embarrassed thinking that other person 

knows English and we do not. (PM2: Aman). 

Speaking English fluently, which creates confidence among EM students, is in 

contrast a protective shield for the PM students, which enables them to avoid 

embarrassment and to change peoples’ opinions about them. As a result, they 

assume they will be viewed as intelligent and confident. This finding is in line 

with Ramanathan's (2016) study in India, which revealed that knowledge of 

English is considered an ‘instrument’ by which to assess students’ intelligence. 

Previous research in the area of language and education has also 

demonstrated how English language proficiency can serve as a gatekeeper 

that determines students’ access to specific fields (Chand, 2005; Ramanathan, 

2005a). Identifying the significance of English for students in relation to 

educational achievements, Wells (2009) suggests that it is not only a person’s 

intelligence  but  also a difference between the use of a particular language at 

school and at home which influences their performance. Hence, the lack of 

opportunity to speak in English in Punjabi medium schools discussed 

previously may be influencing PM students’ competence and confidence in 

speaking in English during the job interviews negatively, which creates the 

impression that they are not intelligent. 

Although English in the Indian context is not, due to the hegemony of English 

and the presumed high status of English in professional lives, used much for 

integrative purposes, students believe that they will be considered intelligent 

and confident, if they speak in English. Such ideological underpinnings of 

English as a dominant and beneficial language reflect Phillipson's (1992) 

account of linguistic imperialism. English seems to become a highly-regarded 

language that people use as a measure of a person’s intelligence in Punjab. 
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Hegemonic discourses about English in Punjabi society influence students’ 

perceptions of English and its association with intelligence. As a result, the PM 

students’ intelligence is questioned due to their limited investment in English. 

Thus, PM students’ identity construction is influenced by hegemonic ideologies 

that value those who can speak in English. English thus seems to be viewed 

as an identity marker in Punjabi society, and imparts EM school students with 

confidence and distinct identities. 

6.2.3.2.2. Lack of investment in English is one of the causes of hesitation among PM 

students   

During the interviews, when the students discussed the English language in 

relation to higher education, they strongly emphasised the difficulties that a 

lack of investment in English could cause. One of the often-reported problems 

was the hesitation PM students may experience while speaking to those who 

know English which may be one of the factors that could have an impact on 

PM students’ identity formation.  The EM students’ interview account given 

below exemplifies this:  

I feel very well-educated and it boosts my confidence and helps me to 

speak fluently in English. Punjabi medium students feel shy and they 

hesitate to talk to English medium school students. (Rajan: EM) 

Rajan, in the extract above, clearly stated the difference in levels of confidence 

between them (EM students) and their counterparts in PM schools that results 

from differences in their proficiency in English.  For instance, EM students are 

believed to have more oral fluency than the PM students. This further 

demonstrates that EM and PM students invest differently in acquiring English 

language skills. As previously described, PM students feel that they cannot 

communicate in English well because the main focus of their school is to teach 

English to pass examinations. This is why the PM students felt that they are 

held back.  

The EM students’ perceptions of PM school students, i.e. that they will be ‘shy’ 

and ‘hesitating’, indicates their positive feelings about their own future 
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possibilities. This echoes Erikson’s views on identity development in 

adolescence. He  calls it a ‘sense of knowing where one is going’ (1968, p. 

165). English medium school students feel assured that they have acquired 

linguistic capital in the form of knowledge of English, which will help them to 

meet any academic or social challenges. This is why, as discussed above, 

students from the EM school appear to feel confident that they will be selected 

for elite colleges for higher studies in the future. The PM school students 

themselves reported the feeling of hesitation while speaking to those who 

know English. This is exemplified in the excerpt below from PM student’s 

interview:  

There is a hesitation. When somebody speaks in English with me, I 

cannot understand some words. So, I hesitate to answer because of 

the fear that if I will say something wrong, what other people around 

will think about me’. (Aman: PM). 

Such sentiments, coming from a PM student, clearly highlight the impact of not 

receiving much exposure to English on one’s views about oneself, and the 

impact on one’s identity formation, with regard to perceived lack of 

competence in English. Aman reported that he hesitates to speak in English in 

order to avoid the embarrassment that might occur because of his poor 

command of English. Aman’s decision to remain silent because of his 

perceived limited English abilities further indicates his feelings of being 

different from others who can speak English confidently. 

In some studies in the SLL literature, learner’s silence has been viewed as a 

form of resistance to unequal power relations (Howarth, 2016; Norton & 

Toohey, 2011; Trang & Baldauf, 2007). In this study, however, the participants 

perceived English as linguistic capital and expressed a strong desire to learn 

English. Therefore, Aman’s reason for being silent could be inferred as his 

‘hesitation’ to avoid embarrassment but not his resistance towards English. 

This inference can be further substantiated with another scholars’ view that 

English in India is recognized as linguistic capital for communication reasons 
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and thus is not resisted for being a British language anymore (Kumaravadivelu, 

2003). 

Then again, despite the students’ belief that the use of English creates a good 

impression on others and thus could endow students with social capital, PM 

students like Aman prefer to be silent and listen while communicating with 

someone who knows English well. One possible reason for this could be the 

fear of being judged as well as to avoid committing any mistakes. This could 

also be inferred as Aman’s way of exercising agency by pretending to be 

comfortable and hiding his perceived lack of proficiency in English. 

Nevertheless, to remain quiet because of the lack of competence in 

communication skills in English puts PM medium students at a disadvantage 

as they can be assigned a position as someone with limited English. Such 

feelings may create a sense of weakness among PM students and they might 

construct their identities based on how they position themselves, i.e. separate 

from those who can speak English. Therefore, the hesitation to speak English 

seems to be an important contributing factor to students’ identity formation. 

One of the possible reasons for PM students’ hesitation to speak in English 

could be the result of a psychological distance22, that is PM school students’ 

lack of involvement with EM school students, between the students from EM 

and PM schools, which involves language discrepancies (Schumann, 1976). 

In a study conducted by Rani et al. (2015), in the district of Barnala in Punjab, 

a comparative analysis of EM and PM students’ speaking skills also revealed 

that PM students avoided communicating in English. The anxiety about 

revealing their lack of competence in English was considered to be a cause of 

PM students’ hesitation (Rani et al. 2015). PM students may perhaps worry 

that what they want to say in English would not reflect their ideas accurately, 

or would be understood differently by the listeners. Such contemplations 

 

 

22 Psychological distance refers to psychological factors such as language shock.  
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according to Schumann (1976) could lead to the second language learner’s  

anxieties about being looked on as comic. Hence, such psychological 

distances between PM and EM students seem to contribute to constructing 

their identities. Remaining quiet, and being afraid of being perceived to be 

comic and made fun by others, was also described by students. 

From the discussion above, it is clear that the limited English language abilities 

of PM students sometimes prevent them from speaking and force them to 

remain quiet in order to conceal a lack of competence in English which may 

impact others’ perceptions about them in regard to their English-speaking skills 

and their possibilities for the future. Again, the poststructuralist view that power 

relations in discourses have repercussions for learners’ identity (Norton, 

2016a; Pavlenko, 2002b), seems to be true in the Punjabi context.  

The relationship between the knowledge of English and the power it endows 

on those who learn in an EM school was another recurring theme in students’ 

interviews. This belief of empowerment seems to have an impact on students’ 

identity formation. 

6.2.3.2.3. Investment in English extends power to EM students 

Given that English is perceived to provide linguistic capital, the advantages 

attached to learning in English and the dominant ideologies linking English with 

positive attributes such as confidence, making good impression, and 

intelligence seem to bring power relations among students from both the types 

of school and to endow EM students with powerful identities. This further 

reproduces and maintains the power relations among people in Punjab where 

the hegemony of English prevails not only in the education system but in 

general in society and professional lives. Language, in poststructuralism, is 

viewed as a social practice rather than a phonetic system consisting of 

grammar and phonology (Pavlenko, 2002b) and thus, how people 

communicate with each other and who has more power to speak  is considered 

to have an impact on a person’s identity formation (Norton, 2016c). 
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As a postcolonial language in India, English has long been viewed as a 

language that signifies accumulation of power (Ramanujam, 2011). A clear 

indication of this was found in an example given by Muskaan stating how those 

who know English extend their linguistic power to oppress those who do not: 

I have seen many such cases. But I will give you an example of a lady 

who was in a group of other ladies. She didn’t know much English and 

there was another lady who was from a very good family. She knew 

English well. She belonged to a very respected family. I don’t know 

why she did this; she spoke in English and the other lady who didn’t 

know English felt left out. I think that the lady did it purposely because 

she didn’t like the other lady [the one who does not know much 

English]. This might be because of some personal grudge. It is natural 

to feel left out if a person doesn’t know English and the entire group 

of people speak English. (Muskaan: EM) 

In the example above, the student described how a person who is well-versed 

in English can exhibit his or her power by using the English language to speak 

to a person who does not know English. The general sense that emerges from 

this quotation is that English is viewed as a language of power in Punjabi 

society. This might be because of the potential English is believed to have to 

create opportunities for a person and help him/her to lead a better life. 

Alternatively, it might be, as noted by Kachru (1976), because English was the 

language of political power in India during the colonial period, and this has 

naturally continued to endow those who speak English with power. This further 

indicates that English, which has become the language of trade, banking, and 

commerce in India (Jenkins & Leung, 2013) is also preferred socially, where it 

is not mandatory. This might be because people are able to exert control by 

engaging the influential power of English and thus oppressing others who do 

not know English. This kind of use of English is an example of self-imposed 

linguistic imperialism (Troudi 2009), which, in this case, seems to be employed 

to silence people who do not know English. In this way, the power of English 

is employed to exclude those who do not know English and who are thus 



Jagdeep Gill                                                                                                                            s1476451 

 

261 
 

oppressed; hence, learning in EM seems to provide a pathway out of such 

exclusion and can enhance a person’s confidence. 

In the literature on identity formation, specifically in SLL, older studies 

(Cummins, 1979a; Dornyei, 1998; Michell, 1994; Krashen & Gingras, 1978; 

Schumann, 1986)as well as more recent work (Abraham, 2014; Oral, 2013; 

Sergiu, 2010) have discussed the influence of power and power relations. 

Poststructuralist research has identified a strong relationship between power 

and identity in educational contexts. Most  identity theorists, and in particular 

Norton (1995b, 2000, 2010a), when conceptualising identity formation in 

association with her theory of investment, focus on the role played by power 

in the social world which, as Norton argues, if distributed unequally, can impact 

negatively on individuals’ opportunities to participate in particular contexts, and 

in turn can affect their identity formation. English, which has been viewed as a 

signifier of power and wealth in postcolonial contexts (Choi, 2003), can 

certainly have an impact on people based on whether or not they possess this 

power. For example, Simrat suggested in her interview that a lack of 

knowledge of English results in an inferiority complex in PM students: 

I think students who are studying in Punjabi medium, they really feel 

inferior that they can’t speak this language, so they think they are 

inferior to others. (Simrat: EM) 

The fact that English is considered a language of power is, therefore, thought 

to make the PM students view themselves as inferior to others; or, this perhaps 

reflect Simrat’s assumption, as an EM student, that she considers herself 

superior to PM students. Either way, it is evident that the individual’s sense of 

self in relation to others, in this case, the PM students’ in relation to EM 

students and others who can speak English well, influences their identity 

formation. Lack of competence in English can certainly influence PM students’ 

thinking about themselves and lead them to perceive themselves as inferior to 

EM students, especially because English medium schools facilitate the 

development of proficiency in English, which is viewed as an international, and 

even the most powerful language (Graddol, 1998).  
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The PM school students extensively expressed their negative experiences 

because of their lack of competence in English and the power and prejudice 

associated with learning and speaking in English, in Punjab. Any such negative 

experiences were notably absent from the EM student interview accounts. For 

instance, all six PM students shared experiences of being made fun of by 

others who know English, especially those who are learning or had learned in 

EM schools. Some of the quotations below from the PM school students reflect 

such experiences:  

In a group of people where most of the people do not know English, 

the few who know English will always show off and speak more than 

others. They also sometimes don’t like speaking to others who don’t 

know English. Some people even pretend that they do not know 

Punjabi though it is our mother tongue. (Preet: PM) 

The perceived supremacy of English over Punjabi is evident in the quotation 

above. As Preet suggested, people who know English sometimes ‘show off’ 

and even pretend they do not speak Punjabi at all. This presents another 

example of self-imposed imperialism and could be understood as a process of 

linguistic genocide (Skutnabb‐Kangas, 2000). This linguistic genocide seems 

to be enforced through the unequal distribution of languages in schools in 

Punjab, thereby adding to the disadvantages of PM students. 

Another PM student expressed concern about the way in which people who 

know English can be sarcastic if others make any mistakes in English 

speaking, and this reflects the way in which they sometimes extend their 

oppression: 

Yes. Suppose you are saying something in English, then if you say 

something wrong, the person who knows English interrupts you and 

corrects that, but in a sarcastic way to show that he knows English 

better. Then the other person feels oppressed and hesitates to say 

anything in English. (Sunny: PM) 
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In the quotation below, Taran seems to extend the idea of discrimination 

exercised by such people, describing how those who do not know English are 

viewed as uncultured: 

People who learn in English medium schools, they think that those 

who are learning in Punjabi medium schools are uncultured, they do 

not know anything about fashion; people say things like that. Actually, 

calling a person who does not know English uncultured or rural is quite 

common, even in Punjabi movies and other TV shows; people who 

play characters who did not learn in a good school are often called 

uncultured. (Taran: PM) 

Learning in Punjabi, therefore, seems to be linked with an individual’s lack of 

knowledge of English and disadvantages. In the quotation above, Taran 

acknowledges that people’s limited knowledge of English is often made fun of 

in films and TV shows in Punjab. English seems to dominate in the mass media 

and this further works to devalue Punjabi-speaking people. This dominance of 

English in the mass media, education and communication has also been 

identified in the literature (Crystal, 2005). Lack of proficiency in English in 

Punjab thus seems to be synonymous with backwardness and being 

‘uncultured’, which further subjects PM students to embarrassment and can 

have a negative effect on their identity formation.  

From the quotations above it becomes clear that linguistic inequality, which is 

institutionalised in India (Mohanty, 2010), is ideologically constructed. In India, 

two types of ideologies, social and political (Pennycook, 1999), seem to prevail 

when it comes to language teaching and learning: politically, through the Indian 

constitution that declares English an official language; and, socially, through 

people’s ideologies, that is, the way people think and behave in society with 

regard to the languages used by others.  

Thus, from the discussion above it is clear that the consideration of English as 

linguistic capital allows it to become a means of upward mobility in the Punjabi 

context, and those who get the chance to learn in EM schools feel more 
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confident than others in part because of the association of English with positive 

characteristics such as intelligence, confidence and empowerment. They 

appear to possess linguistic capital and therefore have less anxiety about their 

future and imagined identities. The fact that the EM students were clearly more 

comfortable speaking in English during the focus groups and interviews 

validates their claim that they feel confident speaking in English. Indeed, 

learning in an EM school in itself is a factor that has led them to be more 

confident than their PM counterparts.  

6.3. Summary 

To sum up, from the student data analysis it appears that English is considered 

as linguistic capital in Punjab. The hegemony of English in relation to Punjabi, 

in the academic, professional and social lives of people in Punjab situates EM 

students as socially higher than their counterparts in PM schools. This is why 

it seems to be generally believed that speaking in English and learning in an 

EM school can create a good impression on others. Such ideologies and 

societal discourses related to the hegemony of English push people to send 

their children to EM schools. This further seems to perpetuate the power 

dynamics between the two groups of students and, in general, in society. For 

instance, those equipped with the tool of the English language use this directly 

or indirectly to oppress others. This further enforces students’ perceptions of 

themselves as different from the other. The self-perceived differences and the 

significance of English encourage PM students to use agentive methods like 

learning English in private centres. In this way, PM students invest in their 

learning in English, which, because of its domination in Punjabi society, would 

provide them with more advantages and opportunities. It is believed that this 

will enable PM students to construct different and better identities in Punjab. 

Such differences caused by different languages used as the MOI in school 

form a criterion by which to recognise students from English and Punjabi 

medium schools as two different sets of individuals.
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Chapter 7: Conclusion and Recommendations. 

7.1. Introduction 

The aim of this study was to investigate to what extent, if at all, high school 

students’ investment in English by learning in a English or Punjabi medium 

school affects their identity formation. To explore the participants’ perceptions 

of their identity construction, I drew on poststructuralist theories of identity 

formation and, specifically, employed Norton’s concept of investment, which 

incorporates identity, agency and ideology. The umbrella term ‘investment’ is 

intertwined with Bourdieu’s forms of capital (Bourdieu, 1991) and Markus and 

Nurius' (1986) account of ‘possible selves’, concepts which further allowed me 

to explore identity formation, a complex phenomenon. Investment is a 

sociological concept which focusses on the role of power dynamics in a society 

that could influence an individual’s identity formation. This concept, therefore, 

was very useful for this study, which was undertaken in a multilingual Indian 

context, a context which Mohanty (2006) calls the ‘multilingualism of the 

unequals’ where languages are associated with a hierarchy of power (p. 262). 

The concept of investment has been discussed at length in Chapter 3, Section 

3.7.  

I recruited the headteachers, teachers and student participants from two 

contrasting schools in Punjab, an English medium and a Punjabi medium 

school, in order to gain insights into their experiences in different contexts. All 

the participants, the headteachers, the teachers and the students believed that 

students’ investment in English rather than in Punjabi can have a significant 

impact on their identity formation. The key findings of this study are as follows: 

(a) English is hegemonic in higher education and employment in Punjab and 

(b) there are social advantages to learning in English. Therefore, investment 

in English by learning in an EM school is significant in relation to high school 

students’ identity formation.  

Other than these key findings, there were some recurring themes which were 

quite interesting and noteworthy in relation to the high school students’ identity 
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formation. These were neither new nor original findings and some were only 

mentioned by a few participants. However, these are important elements which 

could have a significant impact on students’ identity formation. Therefore, I 

identified these as additional findings, which were of value to include in the 

thesis. These additional findings are (a) English provides students with 

confidence and (b) English speaking creates a good impression. 

This chapter presents a discussion of the results of the current study. First, a 

brief summary is provided of the findings which answer the main research 

question. Second, focussing on different stakeholders: policymakers, 

teachers, parents and students, the implications for policy and practice of 

these findings are considered.  Finally, the limitations of the study, its 

contribution to research and recommendations for future research are outlined. 

7.2. Research question: In what way, if at all, does investment in learning 

in English or Punjabi affect the learners’ construction of their identity? 

This research study set out to find answers to this research question. The key 

findings revealed that the participants from all three cohorts viewed Punjabi as 

a language to be used at home, whilst English was the language of education 

and employment. The student participants in this study, regardless of their 

MOI, displayed a less favourable attitude towards Punjabi as a language to be 

used as the MOI in school. High school students learning in English and 

Punjabi medium schools were not found to have the same return on their 

investment in English. English is taught as a foreign language subject in PM 

schools. In contrast, it is used as the MOI in EM schools, that is, all school 

subjects except Hindi and Punjabi are taught in English. Hence, investment in 

English, which most of the participants from all three groups believed provided 

students with agentive control to access educational, occupational and social 

opportunities, appeared to have an impact on students’ identity formation. 

Moreover, most of the participants from all three groups associated social 

advantages and symbolic capital with knowledge of English in Punjab. 

Therefore, proficiency in English was linked to students having increased 
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levels of confidence. The students were also very alert to the fact that the 

investment in English allowed them to yield rewards in the form of symbolic 

capital and to make a good impression on others in society. Societal 

discourses and hegemonic ideologies which associate English with power and 

intelligence, specifically in Punjabi society where knowledge of English 

symbolises a higher socio-economic status, appeared to have an impact on 

students’ perceptions about their social identities. Therefore, the investment in 

learning in English, in comparison to learning in Punjabi, was believed to be 

significant in terms of students’ future career opportunities and their 

educational, occupational and social identity formation.  

A brief summary of the key findings which revealed the impact of the variation 

of investment in English on EM and PM high school students’ identity formation 

is given in the following paragraphs. 

7.3. Summary of the findings 

7.3.1. The hegemony of English and the emerging impact of the students’ 

investment in English on their future educational and occupational 

identities in Punjab, India. 

The data revealed that English is the primary language required to access 

higher education and employment in the most desired fields in Punjab, namely 

medicine, engineering and technology. However, English was not often used 

at home, so students’ competence in English was entirely contingent on their 

investment in English learning and use in school. Because of the EM school 

students’ greater investment in and accumulation of linguistic and cultural 

capital in English in comparison to that of PM school students, all three cohorts 

positioned EM school students as advantaged.  

7.3.1.1. The hegemony of English in higher education in Punjab 

Both EM and PM school students aspired to enter medical and engineering 

fields. However, the PM school students perceived their lack of knowledge of 

English as a barrier that would prevent them from gaining admission to these 

courses. For example, one student from the PM school, explicitly expressed 
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his helplessness, stating that having been taught in a PM school, he would be 

left with a limited choice of higher education courses. In contrast, the EM 

students were clearly very comfortable with their English language skills and 

thus were confident that they could enter the courses that would lead to the 

professions they aspired to enter, such as doctors and engineers. Investment 

in English by learning in an EM school thus appeared to be viewed by EM 

students as an investment in their future possible selves and their imagined 

future selves as medicine or engineering students in higher education. Such 

differing opinions concerning EM and PM students’ proficiency in English, and 

the impact that such proficiency would have on their higher education and 

career choices, emerged clearly in the data (see students’ accounts given in 

Chapter 4). PM students’ awareness of their lack of ability to exercise agency 

to achieve certain goals, therefore, could have an impact on their identity 

formation.  

Moreover, PM school students revealed significant levels of anxiety about the 

challenges they may face in their daily lives in colleges and universities 

because of the dominant use of English, in students’ daily communication. 

Consequently, they may become quiet and be identified as introverted or shy, 

as was the case for some of the immigrant participants in Norton's (1995) 

study. PM students appeared to feel that they lacked the power or agency to 

enter a community of practice, in this case, college or university, which 

comprised mainly and was dominated by English speaking EM school 

students. PM school students, therefore, did not recognise English as part of 

their linguistic identities and they identified themselves most closely with 

Punjabi, the language in which they learned at school. 

7.3.1.2. The hegemony of English in employment in Punjab 

A reason given by all the participants, including the headteachers and 

teachers, for the significance of high school students learning in English, was 

to gain access to good employment in the future. This was the case whether 

the students had high aspirations for future possible selves, for example, 

becoming a doctor or an engineer, or they simply believed that English would 
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provide them with good occupational opportunities. The market returns on 

investment in English, which works as linguistic, cultural and symbolic capital 

to access good employment in India, is perceived to be higher and thus 

increases EM school students’ competitive power in the employment market 

place. EM students, therefore, imagined their future identities as skilful 

professionals, confidently perceiving their future possible selves as successful 

doctors and engineers. In contrast, because of their lack of investment in 

English, the PM students were anxious about the possibility of achieving their 

desired future selves in employment.  

One possible reason for such feelings is that English has become a corporate 

language in India and, because of the privatisation of many work departments, 

English is the most sought-after language for most occupations (Mehrotra & 

Panchamukhi, 2006). It is this environment of guaranteed future employment 

for those learning in EM schools that appeared to create marked differences 

between the self-confidence levels of students learning in EM or PM schools 

in relation to their future identities.  

Furthermore, occupational identity has been considered a core element, along 

with other components, contributing to the development of the general identity 

of an individual (Vondracek & Skorikov, 1997). A person’s occupation in 

Punjab is not only a source of income; it appears to have become a mechanism 

for social integration and a means of expressing one’s identity, in which the 

use of language plays an essential role. Thus, the policies which afforded 

English a dominant position by unequally distributing English in government 

and private schools, appeared to make PM students feel unworthy in 

comparison to EM school students. The hegemony that English enjoys vis-à-

vis Punjabi further extends to diminishing the use of Punjabi in higher 

education and workplaces in Punjab. Hence, the unequal accumulation of 

linguistic capital has implications for students’ wider social participation and 

their social identity formation. 
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7.3.2. Social significance of learning in English and students’ identity 

formation 

As discussed above, most of the participants from all three cohorts 

emphasised the educational and occupational benefits of learning in an EM 

school. However, they specifically focussed on the social advantages in 

relation to their identity formation, which emerged as another key finding. The 

participants from all three cohorts viewed English as the language of power 

which, in turn, gave English speakers a higher socio-economic status, both of 

which brought them more respect and a higher social status in Punjab. One 

possible reason why English was linked with powerful and well-off people 

could be because those who can afford to pay the fees for EM schools can 

send their children to learn in an EM school. Additionally, knowledge of English 

offers economic benefits in the form of well-paid employment. Consequently, 

skills in English in Punjab appeared to result in increased linguistic capital, 

which agentively increases economic and social capital of those who learn in 

EM schools. Investment in English was thus viewed as an investment in an 

individual’s social identity formation as a socially and economically empowered 

person. PM students are therefore in danger of being stuck in permanent 

poverty and identified as belonging to the poor section of Punjabi society. 

Some of the student participants from both the EM and PM schools and the 

EM school headteacher referred to the lack of knowledge of English as a 

‘social stigma’ for an individual in Punjab. Therefore, in Punjab, investment in 

English, and its accumulation as linguistic and symbolic capital that develops 

the social status of an individual, appeared to have an impact on students’ 

social well-being. The inequity associated with learning in English or Punjabi, 

which extends the proficiency of English to some but not others is indeed about 

establishing differences among students. This imbalance effectively 

reproduces social inequality in Punjab by advantaging EM school students at 

the expense of PM school students. The students in this study signalled such 

dissimilarities by using ‘we’ and ‘they’ to refer to the students from another 

group that is learning in the other language. In addition, to emphasise EM 
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school students’ higher social positioning, the PM school student participants, 

when referring to EM students in their interviews, used words such as 

‘respectable’ ‘role model’ etc. Alternatively, students learning in the PM school 

were described by some of the EM students as ‘illiterate’ and ‘uncivilized’. This 

is how students from both the EM and PM school were comparing self with 

others. These comparisons were an example of measuring their level of 

competence in English and evaluating their social recognition and identities. 

Thus, the students learning in EM schools appeared to hold a prestigious 

social status and they were perceived by PM students as such. Conversely, 

PM school students have conferred upon them an inferior social status. 

Investment in English, which results in increased linguistic capital, therefore, 

leads to realisation of students’ possible selves, social status and more 

respect. The proficiency of English among some (EM students) walls out or 

excludes another group (PM students) by othering them. The power relations 

determined by learning in English or Punjabi languages each of which holds a 

different social status in Punjab, develop social distance between the students. 

It makes PM school students feel completely othered or alienated in a group 

of English-speaking people in their society. The PM school students’ accounts 

given in different sections in Chapter 5 clearly illustrate their feelings of 

alienation when they come across students/people speaking in English. These 

feelings among them were the result of either negative or positive experiences 

in Punjabi society. They clearly stated that the social ideologies attributing 

value to English as a powerful language in Punjabi society creates an 

imbalance of linguistic power.  

Additionally, the beliefs that English is the language which aids in socio-

economic development of a person extend further inequalities in students’ 

access to social power and stigmatise the PM students. This is how PM school 

students are sometimes excluded and othered by people/students who can 

speak English in Punjab. The beliefs that PM students hold about their 

linguistic capabilities or limitations may consolidate their views about 
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themselves and their identity formation when they reflect on their future 

possible selves and socio-economic status in society. 

Social discrimination based on students’ learning in a Punjabi medium school 

further appeared to reduce the PM students’ confidence while speaking in 

English to EM school students. Lack of confidence among PM school students 

in communicating with a group of English-speaking people was one of the most 

prevalent themes from all four data sets (student focus groups, individual 

interviews with the headteachers, teachers and students).  

7.3.3. Further insights from the study 

7.3.3.1. English provides students with confidence: 

While making comparisons between EM and PM school students, most of the 

participants from all three cohorts, including PM school students, expressed 

the view that the PM school students’ lack of investment in English leads to 

the lack of confidence among them. This lack of self-confidence in general in 

their daily lives, especially where English is required was believed to have  an 

impact on students’ personal development, linguistic proficiency and 

subsequent professional and social lives, all of which affect their identity 

formation. It appeared from the data that self-confidence in students was not 

viewed as their personality trait as has been discussed in the literature in 

psychology (Clement et al., 2006; Schwartz et al., 2009). However, the feeling 

of lack of confidence among students was believed to be socially constructed 

in the inequality of power relations between EM and PM school students, 

based on their level of investment in English. All such feelings among students 

appeared to be caused by the prevailing societal ideologies that English is the 

language of power and status which extends EM school students with cultural, 

social, economic and symbolic capital and thus instils in them a sense of 

empowerment. 

This discrepancy among students appeared to create anxiety amongst PM 

students. For example, one of the PM school students (Sunny) stated how 

people in society underestimate their capabilities and judge them from the 
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language in which they were learning in their school and question their 

competence in English. This was of great concern and appeared to have a 

negative effect on students’ self-confidence. Despite feeling confident in their 

abilities in general such unfavourable comparisons could perhaps decrease 

their self-confidence which can have serious implications for their future lives 

and their identity formation. It is likely that people’s judgemental attitude 

impacts students’ self-confidence and eventually their social identity.  

7.3.3.2. English speaking creates a good impression  

Many participants from all three cohorts felt that speaking in English can create 

a good impression in general and particularly among those who are in positions 

of power, such as at job interviewers and with employers in Punjab. Most of 

the EM school student participants in the current study were found to be 

confident that they would secure good employment because of the positive 

impression that their English language speaking skills would create in 

interviews. However, the PM school student participants expressed negative 

feelings, such as hesitation and anxiety about attending job interviews in the 

future, because of their lack of competence in English, which in turn may affect 

their identity formation. 

The terms ‘impress’ and ‘impression’ were frequently used by the participants 

in this study to suggest that knowledge of and skills in English are essential for 

having an impact on others in Punjabi society. For example, in one of her 

accounts in Section 5.2.2., Anjali, an EM school teacher, stated that to attract 

the attention of others and to create a good impression most Punjabi people, 

especially those who had their learning in English or who have some 

knowledge of English, prefer to speak English (some use English in 

codeswitched form) at social gatherings such as school functions. The higher 

status that English enjoys because of its hegemony in higher education and 

employment together with social advantages attached to English in Punjab, 

which have been discussed as key findings in earlier paragraphs, could 

possibly be a reason why the participants believed English speaking creates a 

good impression. 
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Moreover, as discussed in the literature, the language which is associated with 

political, economic and social domination, is given a dominant status 

(Shannon, 1995). Like many other developing countries, proficiency in English 

in India is discursively linked to global competence and modernisation. The 

hegemony, or in Phillipson's (1992) words,  the imperialism of English which is 

supported by government policies in India, however, creates difficult living 

conditions for those who do not get the opportunity to learn in English and this 

can, therefore, have a negative impact on their identity formation. This 

linguistic imperialism highlights tensions on the respective social standing of 

both the English and Punjabi language, which may provide EM students with 

a more sophisticated position in society and contribute to their positive identity 

formation. Hence, learning in English in India has become a significant feature 

in shaping students’ – both those learning in English and Punjabi – identities. 

Through the discriminatory practice of teaching English as a foreign language 

in PM schools while English is the MOI, in EM schools, the government is not 

only restricting PM students’ access to valuable personal, educational, social 

and career opportunities but also increasing their vulnerability. Moreover, EM 

school students usually belong to either the middle or upper class i.e. rich 

families. Their investment in English, which provides them with better 

opportunities, again reproduces power structures and imbalances in society 

by creating social structures that hinder PM school students exercising agency 

and widen the gap between EM and PM students.   Hence, the government 

and the policymakers in India must consider the negative consequences of the 

unevenness in the delivery of English in schools in Punjab and in other states 

like Punjab. They must provide equitable access to highly valued English 

language education so that students have an equal opportunity to participate 

more widely in a local and global context. 

These two additional findings from the research may not be as significant as 

the key findings which highlight English as social, cultural, economic and 

symbolic capital which students require to achieve their desired possible 

selves and thus for their identity formation. However, it cannot be denied that 
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these general insights may have a great impact on students’ identity formation 

especially when English is considered to be one of the powerful and influential 

languages in Punjabi society. These additional findings, which a reader could 

argue are very common or general insights, run as a common thread across 

the key findings of this study therefore could not be ignored in a qualitative 

study the aim of which is to co-construct knowledge by adopting a holistic 

approach to investigating students’ experiences with a particular focus on their 

everyday lives in relation to the language in which they were learning in school 

and their identity formation. 

7.4. How significant is EMI in India? 

Before discussing the implications of EMI and making any recommendations 

about EMI policy in India, it is essential to reflect on how compelling the case 

for EMI is in India. Owing to linguistic diversity in India, English has been widely 

accepted as a ‘neutral language of unity amid the apparent chaos of the 

multilingual world’ (Mohanty, 2017, p. 263).  Indeed, English in India is viewed 

as a liberator from castes and race; it is considered as an unbiased language 

in India, whilst many local languages are associated with different cultures and 

religions. For example, many languages in India have been inherited from 

Sanskrit, the language of Brahmins (caste) and they are thus related to 

Brahmins. Jalal (2000) has highlighted that languages spoken in India form the 

basis of people’s religious identities. For example, in the case of the state of 

Punjab in India, Punjabi is linked to Sikhs; Hindi to Hindus; and Urdu to 

Muslims (Jalal 2000, p. 124). Significantly, none of the participants of the 

current study described English as a post-colonial language which could have 

a negative impact on students’ personal or national identity. English in India is 

used prestigiously, and it is not seen to bring any cultural devaluation (Kachru, 

1986). The significance of English in Indian education also has to be seen in 

light of the fact that completely reverting to local languages in the education 

system – the practice attempted by some countries– is not feasible for 

multilingual India.  
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EMI in Punjab appeared to be the most sought-after because of the economic 

and social upward mobility associated with it. From the participants’ interview 

accounts, it became evident that English provides students with symbolic 

power and was viewed as a linguistic, cultural and social capital which leads 

students towards their desired future possible selves. In addition, as discussed 

earlier in the findings’ chapters, everything from the entrance exams, delivery 

of the curriculum, MOI and communication practice in higher education 

courses in medicine and technology is carried out in English. English in Punjab 

appeared to be viewed as a qualification which can be agentively used by the 

students to access opportunities. English, therefore, is placed at the top of the 

hierarchy of languages and is viewed as a means to socio-economic progress 

and so is EMI. Thus, the language ideologies associated with the supremacy 

of English over Punjabi, the regional language, is the evidence of how 

significant EMI is in Punjab, in India.   

As discussed above, the dominant use of English for educational, occupational 

and socio-economic purposes in Punjab legitimises its power. The data from 

this study appear to support Crystal’s (2005) views about the significance of 

English as a global language which is thought to be required by all to gain 

upward mobility in social and economic life. However, a major problem is that 

English, the global language, works by default as linguistic capital and has 

taken over space previously occupied by regional languages  (Skutnabb‐

Kangas, 2000). The unequal distribution of English in schools in Punjab thus 

leads to broader concerns about equality, power and, ultimately, students’ 

identity formation in Punjab. EMI in India is an indicator of division and is 

responsible for positioning people differently, which perpetuates social 

inequality in Punjab and appears to have an impact on students’ identity 

formation. Consequently, the introduction of EMI into government schools is 

seen by some as discriminatory, and has therefore been condemned by 

various contemporary educators in Punjab.  
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7.4.1. Protesting against the dominant use of English and EMI in Punjab 

To combat the risk of Punjabi being overpowered by the English, a Punjabi 

language convention was recently held in Patiala, a city in Punjab, at which 

well-known Punjabi scholars protested the introduction of EMI in government 

schools in Punjab23. They argued that the promotion of Punjabi in education 

would help to combat the adverse effects of the spread of English, such as 

linguistic imperialism and linguistic genocide. At this convention, Punjabi 

scholars put forward five resolutions to the Punjab government to promote 

Punjabi language usage in the state of Punjab which were reported in the 

media as follows: 

The first resolution states that putting education in the Concurrent List 

of the Constitution (meaning that both the Centre and the state can 

make laws for it), has weakened the states’ control over education. 

This had damaged Indian federalism, the education system and has 

also eroded the mutually-agreed concept of unity in diversity, and so 

they propose that education to be made a state subject in the 

constitution.  

The second resolution was to impart school education through mother 

tongues.  

The third resolution said that the mother tongue needed to be the 

basis for tests, education and functionality in states in the country. 

The fourth resolution demanded that Punjabi needed to be kept at the 

top in all signboards in Punjab.  

The fifth resolution condemned the filing of police cases against lovers 

of Punjabi and demanded an immediate withdrawal of these cases. It 

 

 

23 The Punjab government has planned to introduce EMI in government schools in Punjab. 
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also demanded that people showing disrespect to the Punjabi 

language needed to be made accountable.   

The members of the convention stated that this (resolutions) is 

essential to fulfil the economic, cultural, emotional and political 

aspirations of the Punjabi population.         

                                                                    (Hindustan Times, 2017) 

There have also been campaigns launched against the predicted eradication 

of the heritage language Punjabi; for instance, in situations where private 

schools are promoting English by asking students to communicate in English 

in school and where English is written first on public signboards. As part of a 

protest against the marginalisation of heritage language – Punjabi – one of the 

protesters and the leader of an organisation named the Malwa Youth 

Federation, Lakhbir Singh LakhaSidhana, was arrested for painting over the 

signboards on which English was written above Punjabi. This arrest was 

criticised by many people in Punjab, and the chief minister of Punjab was 

condemned for not ensuring the primacy of Punjabi language (Singh, 2017). 

This is an example of English linguistic imperialism in Punjab, where, because 

the elites occupy influential political positions, such campaigns and resolutions 

demonstrating a social gesture of resistance to the hegemony of English do 

not have many practical outcomes.  

However, It is important to note that EMI policy in India is not just a top-down 

approach, i.e. a policy made by the administrators.  There is also bottom-up 

pressure from parents as well as students. A clear example of this is an 

incident which involved parents in Goa blocking roads and buses to protest 

against the government for not introducing EMI in government schools (NDTV, 

2015). The results of previous research concur with the findings of the current 

study that students favour EMI and that their parents want them to learn in EM 

schools because of its occupational and utilitarian purposes (Bhattacharya, 

2016; Ramanathan, 2005a; Singh, 2017). 
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In fact, students’ proficiency in English is essential to provide them with literacy 

skills that will be useful for them to use nationally and internationally. However, 

the societal ideologies and attitudes towards the position of English as a 

language of power and dominance in the economic and social lives of people 

in Punjab consolidate  Philipson’s (2017) idea that English does not serve all 

equally well. In the context of Punjab, the uneven development of two 

languages – English and Punjabi – often at the expense of one over the other, 

has divided students into two groups: one distancing themselves from English, 

the language that can provide wider life opportunities, and the other distancing 

themselves from their heritage language, thus leading the two groups to 

develop different identities from each other. To counter this, I believe 

affirmative action should be taken to increase the use of Punjabi in education, 

as well as in wider fields: socially and politically. Such measures will then 

change and improve peoples’ general attitude towards Punjabi and could help 

in making Punjabi attractive as a school subject and a MOI. 

To combat the linguistic discrepancies between the students learning in 

different languages and to overcome the social injustice that this can cause, 

government policies to encourage the equal use of Punjabi, the heritage 

language, and English, the global language that operates as linguistic capital 

in Punjab, need to be developed. So, English must grow together with Punjabi 

but not at its cost. In multilingual societies like India, an egalitarian language 

perspective needs to be employed to prevent domination of one language over 

the other. The policymakers should consider the implications of different 

languages as MOI in schools and their possible impact on students’ 

development overall, especially on their identity formation. According to 

(Spolsky, 2018b), three interrelated components: ‘language practice (what 

people actually do), language beliefs and ideology, and language 

management’ need to be reconsidered to modify the dominant beliefs and 

practices in any country’s language policies (p. 87). It cannot be denied that 

the policy of introducing EMI in some (private) schools, which serve the elites, 

but not in all schools in India, has not been considered properly. It is unlikely 
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in the present situation in India that a full-scale open review of the school 

education policy and its implementation will be conducted. This is desirable, 

however.  

Based on the current study findings, some policy and practice implications, 

which could help to improve the effectiveness of EMI in relation to the students’ 

identity formation in Punjab, are given in the following section. 

7.5. Policy and practice implications of the study 

7.5.1. Implications for policymakers: 

The main aim of the Government of India’s educational policies has long been 

to increase the number of students in formal education and to fill in the gaps 

related to gender and caste (Kochar, 2008), thus providing education to all. To 

some extent, the Indian government has succeeded in attaining this objective, 

by reducing the gender gap and raising the number of students enrolled in 

schools. However, research in the field of EMI in India indicates that students 

are not getting an equal school education when it comes to the languages used 

to teach in schools (see Bhattacharya, 2013; Dash & Senapati, 2014; Ladousa, 

2016). Despite the constitutional right to education for all, in practice, students 

from regional language medium schools generally lack opportunities to access 

higher education because of their limited English. The policymakers should 

note that the ultimate objective of educational policies is not only the enrolment 

of students in schools but also ensuring them better opportunities in life. Some 

of the suggestions discussing the significance of equal investment in English 

and Punjabi, which might prevent the challenges faced by the students 

learning in EM and PM schools with regard to their identity formation, are given 

in the following paragraphs.  

7.5.1.1. Policy for equal investment in both English and Punjabi in schools 

The policymakers’ decision to approve the use of different languages as the 

MOI in schools in every state in India is one of the main contributors to 

differences in the post-school opportunities open to students learning in 

different type of schools. Hence, the introduction of EMI in some schools but 
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not in all needs to be questioned and how it may affect students’ identity 

formation on the whole needs to be problematized. The current educational 

and linguistic policy in India, which introduces English as a MOI in some 

schools, but not all, suggests that there is a ‘hidden curriculum’24 (Jackson, 

1968) that perpetuates linguistic inequality and socio-economic differences 

between students learning in different types of schools. This language-related 

hidden curriculum in the education system fosters linguistic discrimination 

between groups of students while appearing to be open and fair for all. 

Therefore, the government should consider who is gaining and who is losing 

from the current language in education policy in India. They need to bring 

balance in the use of these languages in education. Considering English as 

one of the most significant languages for accessing better opportunities in 

India, as well as abroad, the policymakers should attempt to provide equal 

access to English for all. Although English, as a declared lingua franca, is 

required internationally, policymakers should also consider how far English is 

used in local areas which could be served by the heritage language. Along with 

this, other advantages and disadvantages of using one or other language, 

together with the high fees for EMI, should be investigated. 

The idea of introducing EMI in private schools was, for example, a timely 

decision in response to globalisation. However, the fact of its implementation 

only in private schools and not all schools seems to be one of the main reasons 

of social inequality in India and is therefore another matter of concern that 

policymakers should consider. English in the Indian context is regarded as a 

language that represents modernity, development and technology, whilst local 

languages are seen as ‘instruments that fulfil emotional needs’ (Annamalai, 

 

 

24 Hidden curriculum refers to the unintended and unwritten lessons such as values and 
perspetives that students learn in school alongwith the course and lessons in the formal school 
curriculum. Providing English medium of instruction in some schools, but not all, is an example 
of a hidden curriculum. Instruction in English in EM schools is not only preparing students to 
achieve their educational goals, but since English is the most sought-after language in Punjab, 
it is also preparing them for better social and professional lives in the future. 
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2004, p. 190). Similar feelings were expressed by the participants in this 

current study when they identified Punjabi as a language in which they can talk 

to their parents and grandparents who cannot speak English. The use of 

different languages in learning also further enhances socio-economic 

inequality as EMI seems to promote and benefit the students from well-off 

families by providing them with access to English. Most students from the lower 

socio-economic class, most of whom are from rural areas, are marginalised 

(Ladousa, 2016; Sandhu, 2014b). Thus, the negative impact of promoting 

English on the basis of people’s socio-economic conditions and their cultural 

language should be noted. 

The government of Punjab is adopting an initiative to introduce EMI in 400 

schools in Punjab (Singh, 2017). However, many schools will still be using 

Punjabi as a MOI. I believe that this proposal will not help much in eliminating 

the differences between the students and indeed it may divide further the PM 

students into two groups: those who can and those who cannot access the 

EMI schools. I would like to propose some realistic suggestions to address the 

dissatisfaction caused by a lack of uniformity and unanimity in the language 

used as a MOI that was identified by students in this study. These students 

were fully aware of the growth and popularity of EMI in India and that the 

prestige attached to English language proficiency is what makes it more likely 

to facilitate access to good employment. I would suggest that by encouraging 

the use of Punjabi in government and private employment sectors in Punjab, 

and thus by making sure that Punjabi is not socially insignificant, the best 

motivational environment for students learning in PM schools can be created. 

This change would further help in transforming PM students’ perceptions of 

themselves and they may then consider themselves as equal if not superior to 

EM students. Such practical measures should be taken to raise awareness of 

the significance of heritage languages and thus to make them attractive to 

future generations. 

Moreover, it is a big jump from PM instruction in school to EMI in university, so 

better language provision should be made in colleges and universities for PM 
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students who may find themselves unprepared to learn in English. Therefore, 

policymakers should attempt to provide some feasible solutions through the 

policies they make. An example of this may be the introduction of bilingual 

education in which students’ mother tongue can be used as a MOI in the early 

years of schooling, and instruction in English in elementary school, for 

example, from sixth grade onwards in all schools. Language education policy 

in South Africa is an interesting example to consider. South Africa is promoting 

new educational and language policies to help much of the population with 

indigenous languages, which were previously suppressed.  

Given the amount of exposure to English that EMI provides some students 

with, it is not surprising that there are differences between the students from 

EM and PM schools when they consider the value given to the language in 

which they are learning. For example, all science-related subjects – physics, 

chemistry, biology, medicine and engineering – that lead to valuable future 

careers, are taught in English at university level. Moreover, English is 

considered as a ‘skill’, ‘key’, ‘ladder’ and ‘passport’ for upward mobility and this 

can also influence students’ thinking when they consider their future possible 

selves. If all the students start out in a similar linguistic environment, there will 

be less difference in their views of themselves and they may all identify as 

equal.  

7.5.1.2. Policies regarding the use of language in an educational context 

In his discussion about current language policies in post-colonial contexts like 

Hongkong, Malaysia and India, Pennycook (1995) suggests that policymakers 

need to investigate carefully whether all pupils’ interests are being served by 

the language policies they make. It is insufficient to simply give weight to one 

language over another; instead, the broader social-political, educational and 

economic structures of the context must be considered. The entrance tests to 

access good courses and occupations should be designed considering all 

students’ language for learning, rather than just students who possess the 

linguistic capital of English, which is currently the situation in India. In the 

entrance exams to access higher education and employment, PM students are 
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assessed using the same criteria as EM students, which creates a feeling of 

under-achievement among PM students who are inadequately supported in 

learning English. This has clear implications for PM students in the process of 

their identity formation.  

Moreover, the policymakers, and college and university administrators, should 

ensure that there is a compulsory language-related foundation course. This 

would provide students from regional language medium schools with the 

support required to attain adequate English language proficiency to learn 

academic content in higher education. As a result, they will not end up dropping 

out of their higher education studies and they will ultimately be 

indistinguishable from their peers who had their school education in English. 

This would be a means of facilitating equal educational opportunities and, it is 

hoped, would ensure social justice by supporting academically able students 

to overcome the complexities of their identity formation based on their learning 

in English and Punjabi. 

Furthermore, the board of education should come together with the educators 

and prepare a curriculum to suit students’ needs and change their focus from 

teaching English to pass examinations, to teaching English as a language to 

aid students’ future careers and employability. This may unburden the students 

and bring them all to an equal level. The research shows that many teachers 

are aware of the importance of English communication skills; however, the 

reality of the classroom teaching is more focussed on completing the syllabus 

and this blocks teachers from implementing their ideas (Singh & Sarkar, 2015). 

Experiments could be done by adopting different syllabi and assessment 

criteria in examinations for students learning in different languages. This, 

however, might lead to discrimination against some. 

The students should not simply be taught English to pass examinations, but to 

understand, speak, read and write English for use, if they need it, in their future 

careers. In this way, they could also be encouraged to use their native 

language, which can also have many advantages and thus can make them 

take pride in their language. Policymakers should understand that the 
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promotion of regional language instead of a dominant language, or the 

development of a dominant language like English at the expense of Punjabi, 

can have both a negative and positive impact on students’ identity formation. 

So, the policymakers should become more aware of what possibilities they are 

denying when encouraging one language over the other. 

7.6.2. Implications for teachers 

As a result of the findings from my research, I intend to propose some 

pedagogical suggestions specifically for language teachers teaching English 

in PM schools.  It was noted in this study, that PM school students attributed 

their lack of knowledge of English to various factors, one of which was the 

teacher-dominated teaching of English as a foreign language in school which 

provides limited opportunities to students to speak in English in the classroom.  

This, however, contradicts the PM school teachers’ accounts in which they 

reported that they ask students to communicate in English in the classroom 

but that students remain quiet.  PM students, on the other hand, felt that their 

hesitation and lack of competence in English caused them anxiety, which 

resulted in them remaining quiet in the classroom and hinders their learning.  

This indicates that, despite their desire to speak in English, students 

experience emotional struggles in the English language classroom in the PM 

school.  

Moreover, both PM and EM students in this study explicitly stated that the 

English taught in their school is not of much use for them in their daily lives.  

This is why many PM school students have joined and expressed their interest 

in joining English speaking centres to learn English for communicative 

purposes. A good proportion of students take private tuitions in English in India 

(Kingdon, 1996). Data from the PM school teachers and PM school students 

in the current study also indicate that students are taught English for only 45 

minutes a day and that is during the English language class which they think 

is very little time to learn English.  However, it is not only the exposure to 

English in terms of time allocated which matters; high-quality language 

teaching in teaching English in all the government and private schools is what 
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could make a difference especially in bringing equality in English language 

competence amongst students. 

Many students and English language teachers, particularly from the PM 

school, blame the examination-based system of Indian education in which the 

focus remains on teaching English to students to pass the examination. 

Therefore, covering the syllabus seems to leave teachers with no time to focus 

on students’ proficiency in English.  The pressure from the school 

administrators to teach students in English leave teachers a little room to make 

any changes in language teaching even at the most basic level. Students, on 

the other hand, do not find it very easy to learn the content in English which is 

not their mother tongue. Students, therefore, want their teachers to explain the 

content in their mother tongue. Teachers in such a situation experience a top-

down (from management) and bottom-up (from students) pressure which 

leaves them with tensions between policy and practice. Quality language 

teaching, therefore, seems to be a major challenge for English language 

teachers to help them to fulfil the EMI policy objective which is to teach English 

to all. It is commonly believed that the students’ proficiency in English is the 

job of English language teachers.  Given the important role of English in Indian 

education, this responsibility appears to be an extra burden for English 

language teachers who also have to focus on covering the syllabus for the 

examination.   

Furthermore, English is considered as the language of power owing to the 

commodification of English across the globe which renders English as the 

most aspired-to language.  EMI, therefore, is in great demand by the parents 

in developing countries like India. This could also be one of the reasons why 

teachers often are pressurised from school management to use English in the 

classrooms, which is believed to be important to enhance students’ English 

language competence.  

In her ethnographic study conducted in India based on classroom observations 

and interviews with teachers, Bhattacharya (2013) found a lack of sufficient 
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English language skills among teachers and claimed that forcing them to use 

strategies such as grammar-translation resulted in many critical issues.  For 

example, in Bhattacharya’s (2013) study teachers ‘translated and paraphrased 

texts from English into Hindi without pointing out which syntactic and lexical 

items were being introduced or excluded in the translation process [which] 

affected students’ ability to identify the meaning of individual words’ (p.173). 

The main difficulty seems to be the use of grammar-translation in English 

language teaching in education in many of the English as Second Language 

contexts. In grammar-translation, reading and writing are the main focus and 

listening and speaking are not emphasised which may impact negatively on 

students’ proficiency in speaking in English.  

According to Bhattacharya (2013), teachers in India acquired the English 

language through rote memorization and translation methods and they applied 

the same in their teaching. This approach is more focussed on memorizing 

than comprehension and alienates students from the language (Bhattacharya, 

2013).  Students are expected to memorise large chunks of content and to 

reproduce that in the exams.  This teaching practice creates little or no 

opportunities for students to become creative thinkers and learners.  

Researchers argue that to use English for communicative purposes skills in 

English speaking and listening are required more than grammar and reading 

comprehension (Park, 2011b).   

The findings of the current study show that practices and factors like: teacher 

dominated teaching of English; students’ hesitation to speak English; fewer 

communicative activities; teachers’ lack of training; the use of grammar 

translation method and examination-based assessment hinder the quality of 

English language teaching and learning in classrooms. Various factors noted 

in the literature, including a lack of confidence to speak English (Islam, 2013; 

Mlay, 2010); rote memorisation to pass the examination (Dutta & Bala, 2012; 

Kannan, 2009); fear of being disrespected (Mlay, 2010; Tamim, 2014); and 

being viewed as inferior in the classroom (Gill, 2017; Rahman, 2006), could be 

the reason for the students’ lack of communication in English in PM schools.  
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Hence, students’ lack of agentive power in the form of knowledge of English 

seems to affect their investment in English language learning and, in turn, may 

have an impact on their identity formation. The conventional teaching method 

of one-way communication between teachers and students in which the focus 

is on rote learning in preparation for written examinations is a major issue. A 

challenge for English language teachers is to develop students’ English 

language skills and cover the syllabus on time. To overcome this, teachers 

should focus on meaning rather than grammar. Language cannot be taught 

effectively by using traditional methods such as using textbooks and employing 

grammar-translation rules. This can be achieved by creating opportunities for 

students through collaborative learning tasks. There is an immediate need to 

bring innovation to teaching methods. Below are some suggestions about 

pedagogy which could help the English language teachers overcome the 

challenges of teaching English language to their students. 

To help PM school students to overcome their hesitation to speak English, 

rather than assuming that PM school students hesitate to speak in English, the 

teachers should encourage them to speak in English.  For this, as suggested 

by Norton, they (teachers) should ask themselves: ‘To what extent is the 

learner invested in the language and literacy practices of my classroom?’ 

(Norton, 2016, p.476). The poststructuralist concept of investment used in my 

research may draw the teachers’ attention towards the level of investment in 

language learning that students are making in their school and may influence 

their consideration of how to balance students’ investment in different 

languages.  Moreover, English teachers should focus on the reasons behind 

the students’ hesitation to speak in English. This could probably be due to a 

lack of knowledge of recent or emerging pedagogic approaches (for example, 

use of collaborative learning, use of translanguaging and codeswitching) or 

teachers’ pedagogical understandings.   

The goal of language teaching is to develop students’ communicative 

competence and to equip them with the ability to use the language for their 

communication, and collaborative learning develops learner’s communicative 
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competence (Nguyen et al., 2014). Collaborative learning is a student-centred 

approach in which collaborative activities like pair work or group work are used 

and students get an opportunity to share their ideas, information and 

experience; and get to discuss and debate with each other (Gokhale, 1995). 

Using such an approach reduces teacher’s talk or teacher dominance and 

enhances students’ critical thinking (Jacobs & Hall, 2002). Additionally, the use 

of audio-visual aids for language teaching is believed to help students learn a 

language effectively as it can help in pronunciation and conversational skills 

(Berry, 2013). Textbooks and chalkboards are dominant methods in English 

language classrooms in India (British Council, 2018). Teachers should, 

therefore, employ modern media such as audio and visual aids, computers 

and language laboratories. 

Furthermore, pedagogical techniques such as codeswitching (the alternate 

use of two languages) and translanguaging (use of two or more languages) 

can improve teaching and learning English and, in turn, can increase students’ 

engagement in their learning. While using translanguaging techniques, the 

teacher can teach something in English and the pupils would respond to 

teacher’s questions in their mother tongue or it could be reversed when the 

pupils will read something in English and the teacher would explain in their 

mother tongue. Such practices may help in maximizing the teachers’ and the 

pupils’ linguistic resources, and translanguaging may prove to be effective 

pedagogical practice (Wei, 2018). Furthermore, as Wei (2018) claims, 

“translanguaging empowers both the learner and the teacher, transforms the 

power relations, and focuses the process of teaching and learning on making 

meaning, enhancing experience, and developing identity (p. 15)”. Considering 

the significance of English, the teachers could use such techniques in the 

classrooms to provide students with exposure to English, especially in PM 

schools where students do not get much time to learn in English. Those 

teachers, however, would have to be careful that they do not support the 

dominant ideology that English is the only language that can help in students’ 
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upward mobility while checking that their students are not denied a basic 

knowledge of English which could help them to access good opportunities. 

An important point that needs to be considered by policymakers and school 

administrators is that obliging English language teachers to focus mainly on 

students’ English language competence and skills force them to stray away 

from exploring the strengths of bilingualism, translanguaging and 

codeswitching; the strategies in which students and teachers could use shared 

languages and enrich learning. An important point to consider is that teachers 

can adopt codeswitching and translanguaging techniques provided they have 

a thorough knowledge of such pedagogical methods. Teachers should not be 

blamed for their lack of training in teaching English which is a foreign language 

to most of the teachers in schools in India. Most of the teachers in India, as 

was the case in Bhattacharya’s study, are not professionally trained as English 

language teachers and are without proper training in the constructive or 

communicative task-based approaches. Teachers need to have sound 

understanding of language pedagogy for example techniques like 

translanguaging, codeswitching and communicative approaches to English 

learning. For this, a comprehensive training programme focussing on English 

language pedagogy for teachers to understand aspects like multilingualism 

and bilingualism needs to be developed. English language textbooks and 

English language teaching methodology needs to be redesigned focussing on 

a collaborative language teaching approach. 

Additionally, CLIL, with its dual focus on language and content, offers some 

techniques to develop EM school students’ engagement and language 

competence (Coyle, Hood, & Marsh, 2010; Coyle, 2001, 2007).  For example, 

teachers may create discourse together with students to co-construct 

knowledge. Increased interaction between the teachers and students may 

enhance students’ communicative skills. Teachers could work closely with 

institutions to develop projects with teachers and students to include CLIL 

techniques to enhance students’ engagement and communication in English, 

as has been proposed by Coyle (2001).   
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Moreover, considering the examination-oriented Indian education system the 

assessment of English language as a subject should not be based on testing 

of traditional grammar and memorized content in the name of communicative 

testing. The current assessment system is heavily focussed on written exams. 

There are no marks assigned for listening and speaking skills assessment. 

Therefore, the assessment system seems to be at odds with the aim to follow 

a communicative approach to language learning.  

In addition to reforming the system of summative assessment, formative 

assessment techniques can be applied by teachers to assess students’ 

performance. These include oral questions and evaluation during pair work or 

group work. Teachers may give group tasks and after completion of the task 

students can be asked to present their work; they can be asked questions, or 

they can be involved in writing. In this way, teachers can assess their speaking, 

listening, writing and reading skills.  

Garcia (2009) argues that good teachers do not blindly follow the 

recommended policies but draw on their own knowledge and consider the 

realities of the context in which they are teaching. However, the teachers’ 

opportunities to influence and respond creatively to any language policy 

depends largely on the amount of freedom they get at an institution level 

(Sutton and Levenson, 2001).  In the Indian educational context, the pressure 

from school management to get good results leaves teachers with no freedom 

to make any pedagogical changes and they are required to follow the 

traditional English language teaching methods (Ramanathan, 1999).  

Teachers’ lack of voice; the absence of agency to make any changes to the 

prescribed language policy; and deficits in their training prevent them from 

using any of their own ideas regarding language pedagogies which may 

enhance students’ learning.  

In short, despite the teachers desire to teach the English language to students 

there are a number of challenges which appear to from the top-down approach 

in Indian school education policy. For example, teachers are not completely 
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involved while making any reforms in the language in education policy. 

Additionally, the lack of application of policies like codeswitching and 

translanguaging in Indian education indicates that the policymakers have failed 

to reach the grassroots situation and to implement language education policy 

successfully. To introduce changes in the English language teaching 

pedagogy and assessment practices teacher training courses need to engage 

teachers meaningfully which in turn is likely to have an effect on their attitude 

and beliefs towards their practices in classrooms. The findings of the current 

study indicate that teachers could make some changes to their practice.  

However, what the future of language teaching in  school education in India 

holds is uncertain, and much depends on government policies.  Although, EMI 

policy requires all teachers to be responsible for students’ proficiency in 

English (La Prairie, 2014) the perceived lack of responsibility among teachers 

teaching subjects such as science, mathematics and social studies to develop 

the English language proficiency of students has been highlighted in the 

literature (see Sah and Li, 2018; La Prairie, 2014).  The lack of training in the 

English language teaching among teachers in contexts like India further 

highlights negative outcomes of EMI which need critical attention on the part 

of policymakers who are involved in the planning of EMI (discussed in detail in 

Chapter 7). 

In conclusion, a number of recommendations to improve the quality of English 

language teaching particularly in Government schools in India where English 

is taught only for a limited amount of time in a day are: 

• There must be an increase in the time allocated for English teaching 

that would help in developing students’ skills in listening, speaking, 

reading and writing. 

• The assessment criteria need to be revised. They should involve the 

assessment of all the four skills: listening, speaking, reading and writing. 

• There needs to be an application of language teaching methods like 

collaborative learning, translanguaging and codeswitching. 
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• Teachers’ professional development programs focussing on developing 

language teaching pedagogy need to be implemented. 

Research shows that greater psychological well-being allows individuals to 

acquire multiple and confident role identities agentively (Stets & Burke, 2003). 

Teachers hold powerful and influential positions, and they may need to 

consider to what extent students’ investment in English can be productive in 

their language development and their identity formation. In this way, the 

teachers can create conditions for students to feel that they belong to multiple 

linguistic groups both inside and outside the school campus. This may provide 

students with opportunities to reconsider their identities and develop their 

interest in new areas through interacting with people from different groups, but 

without imposing fixed identities on them. Teachers can thereby help students 

to create multiple identities for themselves.  

Any positive change in the language in education policy, however, cannot be 

achieved in the absence of societal support. Therefore, it is not enough to look 

at education managers; according to Spolsky, ‘the influence of managers at 

levels ranging from the family to international organizations’ must also be 

considered (Spolsky, 2018, p. 62). I hope a middle path can be found between 

people from all sectors of society – upper and lower socio-economic sectors – 

whereby everyone, including parents, has a say in what language their children 

learn in. In this way, discourses at the micro level can feed into understanding 

the importance of a particular language and how it can be initiated or amended 

through language in education policies.  

7.6.4. Implications for students learning in different languages 

The EM students in this study appeared to be very clear and confident about 

achieving their aspired-for possible selves. They were also found to be aware 

of the positive characteristics that are socially attributed to them, such as the 

general assumption that EM school students will be educationally and 

professionally successful. Conversely, there was enough evidence in the data 

which highlighted the negative results of not learning in an EM school. As 

expressed by most of the PM students, there was the psychological trauma 
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caused by feelings of inferiority, low social respect and lack of confidence (see 

Section 6.2.2.2). EMI in Punjab appears to only favour some students’ (EM) 

linguistic and educational accomplishments, but the psychological trauma that 

other students (PM) face as a result of this inequality should also be 

considered. Linguistic changes that occur when students move from school to 

university can lead to difficulties with learning as well as in students’ identity 

negotiations as the learners come from two different school contexts. 

There is a real danger that students learning in different languages will 

ultimately be classified into two groups. Different terms have been used in the 

literature to refer to these language-based differences, such as self-other 

(Hamid & Jahan, 2015; McKay & Wong, 1996; Pennycook, 1999a) centre-

periphery (Canagarajah, 1999b; Ladousa, 2016). Knowledge of English in the 

context of Punjab seems to work as identity capital 25 that provides EM 

students with a different but superior identity. The difference in the level of 

investment in English in the different school contexts of EM and PM schools, 

appeared to influence the students’ perceptions of their identity capital and 

thus their identity formation.  

Many students said they felt that the examination-based education system, in 

which teachers mainly focus on completing the syllabus, is one of the 

perceived obstacles to gaining good communication skills in India. In practice, 

in Punjab, the focus is on the academic success of the students enrolled in 

school. From the results of this study, it appears that students’ social and 

emotional development is overlooked. Parents also want their children to attain 

opportunities that can provide them with their best possible future careers. 

Students, therefore, work hard in school to please their teachers and make 

 

 

25 Identity capital refers to the sources that people use to define themselves and others in 

different contexts (Schwartz & Cote, 2002). 
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their parents proud. During the interviews with students, it emerged that they 

wanted to feel competent in English so they could avoid the sense of 

humiliation that incompetence would cause. With such feelings, students 

cannot develop productive minds and positive identities. Students learning in 

PM schools, thus become less motivated because of the lack of importance 

given to Punjabi in their future careers, while the students learning in English 

may position themselves as superior to their counterparts because of the 

linguistic capital that English carries. Such feelings may have far-reaching 

consequences for students’ identity formation.  

In the market-oriented Indian education structure, English appeared to work 

as a commodity and private schools providing instruction in English seem to 

generate the products that are most in demand, for example, doctors and 

engineers. Students’ success is thus measured by their competence in 

English. Since the lack of competence in English may impact on their access 

to employment in the future, this unequal distribution of languages in education 

leads to social injustice and inequality in a society in which only a privileged 

few can access opportunities.  

High school students are at the adolescent stage of life and are developing 

their identities through the lens of social identity, i.e. how they are viewed in 

the social world. Parental pressure, together with the popularity of EMI due to 

its links with upward mobility and better life chances in India, has naturally 

pushed the population towards English. Therefore, the negative attitudes of 

parents, employers and people in society towards learning in Punjabi need to 

be changed. Since attitudinal change towards English and Punjabi is not 

possible overnight, encouraging the use of Punjabi is a small step that can be 

taken towards altering the peoples’ outlook towards learning in these 

languages.  

I am not in favour of either completely promoting or removing EMI; the 

advantages of English as the lingua franca of globalisation for international 

trade and technology need to be considered but so too do the detrimental 

effects of the spread of English for local languages.  The language shift from 



Jagdeep Gill                                                                                                                            s1476451 

 

296 
 

Punjabi to English in higher education is, for example, an extra burden for PM 

school students. Consequently, I believe in encouraging linguistic democracy 

and raising awareness of how the unequal distribution of access to English can 

have an impact on people’s ideologies and hence on students’ identity 

formation.  

From the findings of this study, it appeared that English has been legitimised 

as the language of power and domination in the Indian context. Despite the 

suggestions made by renowned linguists like Cummins (2001) about the 

usefulness of the mother tongue, the trend of its application seems to be 

decreasing in the educational context of Punjab. One of the reasons for this 

could be that in recent years English, as a global language, has spread across 

India and it is in high demand not only in medical and engineering fields but 

also in general occupations. For example, many international companies are 

recruiting Indian labour for worldwide customer services in areas such as call 

centres, health insurance firms, preparing tax returns, handling telephone 

calls, airline services and much more (Cowie, 2007). Additionally, English is 

mandatory for study abroad, which most of the EM students aspired to. 

English, therefore, seems to enjoy mass appeal in India.  

However, the increasing demand for EMI in India reflects the colonialist belief 

that English is the only language that can serve the purpose of development. 

The belief, which prevails internationally that English is the language of 

science and is the only language that can serve such purposes, damages the 

linguistic human rights of people speaking other languages (Skutnabb‐

Kangas, 2000). This outlook towards the spread of English has been regarded 

as a ‘myth’ (Phillipson, 2017) and also has been labelled as a ‘conspiracy’ to 

actively impose English (Spolsky, 2009). 

With the increasing demand for English, the long-term impact on the position 

of the Punjabi language is in question. The common belief that English is a 

superior language, coupled with the belief that knowledge of English leads to 

better opportunities in academic and occupational contexts, allows EM 

students to be identified as those with valuable linguistic and symbolic capital. 
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In such ideologies, the construction of self and others occurs in relation to 

learning in English or Punjabi. It is important that we do not exaggerate the 

position of English and undervalue the significance of regional languages. 

It requires a major battle against such beliefs and practices to bring about any 

change. Language in education policy needs to be tailored and shaped to suit 

the students’ situation and meet their needs in the current socio-economic 

Indian context. Indian government reports suggest that most of the students in 

government schools are from socio-economically poor families (Government 

of India, 2008). In present-day Punjab, access to the best education is 

available only to a small elite population who have enough wealth. Therefore, 

poor people may not reap the benefits of education in English, which is 

considered superior. The government, therefore, seems to offer the least help 

to those who are least able to help themselves. These matters, however, are 

not free from political influence. National and state government have a shared 

responsibility to understand and identify the problems faced by students and 

to provide students with equal access to both languages. 

From the research implications given above, it is hoped that all the 

stakeholders could work collectively and may succeed in destabilizing the rigid 

identity categories which are usually socially constructed and imposed on 

students. Consequently, the students may develop their fluid and multiple 

identities challenging the stereotyped student identification processes that 

prevail in Punjab.  

7.6. Limitations 

In total, 30 people were involved in the study, including 24 students, four 

English language teachers and two headteachers from the two schools. While 

small in number, the schools and the participants selected for this study were 

purposively chosen to provide a representative sample of two contrasting 

school contexts, where two different languages – English and Punjabi – are 

used for instruction. The purposive sampling approach used in this study 

allowed me to access participants whose knowledge would provide me with an 
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in-depth understanding of, and insights into, the experiences and views of 

students learning and teachers teaching in both an EM and a PM school.  As 

noted earlier on (p. 177) no claims can be made that the findings from this 

study are generalizable to the wider population.  However, the findings have 

provided interesting and important insights into the impact of the language of 

instruction on the student participants’ identity formation which may be of 

interest to both future researchers and practitioners working in similar and 

different contexts in other states throughout India.  

To maintain a balance, I chose only schools that are affiliated with the 

educational boards in India. There is also another category of schools: non-

affiliated and so-called English medium schools that do not charge very high 

fees. I did not gather data from this type of school because some of these 

schools provide instruction both in English and Punjabi, and some use Hindi 

as the MOI. It is likely that had data from such schools, which fall in between 

the two types of school – elite and non-elite –been collected, this study might 

have generated different results. In some respects, this can also be considered 

a strength of this study. I limited the participants to the two types of schools, 

which are distinct from one another in terms of the language used for learning 

in school, which allowed me to draw comparisons between the students 

learning in these two schools. In this way, the results of this study are likely to 

be similar should the research be replicated in similar types of schools: EM 

and regional language medium, in the Indian context. 

Moreover, this research had to be completed in a limited amount of time; 

therefore, it mainly focussed on the high school students’ perceptions of the 

language used as a MOI and its impact on students’ identity formation. 

Because of this time limit, I could only contact headteachers and teachers, and 

I was unable to involve many other significant stakeholders such as parents, 

who ultimately decide the type of school they want their children to learn in. 

Parents in India generally prefer to send their children to EM private schools, 

perceiving these schools to be superior to government schools in terms of the 

quality of education and the level of English teaching their children would 
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receive (Harma, 2009). It is important to explore parents’ perceptions about 

the significance of the language chosen as the MOI because they are the ones 

who financially invest and ultimately make the choice to send their children to 

EM private schools or PM government schools.  

Furthermore, teachers and other stakeholders, such as parents, are heavily 

involved in the students’ teaching and learning and it can be argued that these 

stakeholders have a better knowledge of the students’ feelings about their 

language of learning in relation to their identity formation. The policymakers, 

such as the education managers and other people in promoted and influential 

positions in the education field, who do not have direct contact with the 

teachers and students, cannot do justice in making educational policies that 

have a direct impact on students’ learning and their identity formation. Analysis 

of how far the teachers and other stakeholders are involved in constructing the 

school language education policies in India would have helped in better 

understanding: how the language in education policy in India is constructed; 

whether its influence on students’ overall development is taken into account; 

and whether educators, such as teachers in schools, are contacted by the 

policymakers. The answers to all such questions could have helped me to gain 

a fuller view of the development of language in education policy in India. 

However, this was totally a different subject on which a completely new study 

needs to be done.  

7.6.1. Methodological limitations 

Although I chose the research design and methods very carefully, no single 

research design or method is without its limitations.  Creswell (2014) 

emphasised that neither qualitative nor quantitative research methods can 

lead to a full understanding of a phenomenon. The use of a mixed methods 

study design for the current study, therefore, could be argued to have allowed 

for the participation of a larger population; for example, by distributing 

questionnaires to students in more than two schools. However, data gathered 

through questionnaires would not have helped much in studying the 

perceptions of the participants, which was ultimately done by conducting focus 
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group discussions and interviews (Lisle, 2011) (a detailed description of the 

rationale for the methods chosen for the study is given in Section 4.6 in 

Chapter 4 ). In addition, this would have been very time consuming and it was 

not practical to distribute and collect the questionnaires while I (the researcher) 

was in the UK with very limited time to undertake focus groups and interviews 

in schools in India. A ‘thick description’, of the data collected from the 

participants and purposive sampling, however,  helped to provide in-depth 

information and to answer the research question (Geertz, 1994).  

Additionally, the data consists of participants’ self-reports, which may not 

reflect their actual behaviour and practices. If I had had more time to spend in 

the research field, I could have used the observation methods, which would 

have enriched the data and helped me to identify the relationships between 

students’ own views and their actual practices in the classroom. This might 

also have helped me further in my analysis and  interpretation of the data 

gathered from the interviews (Uribe-jongbloed, 2014). Despite these possible 

limitations, the data gathering methods employed in this study allowed a fine-

grained analysis of the data (Golafshani, 2003). 

This is a qualitative study; the results were limited to my analysis and 

interpretation of participants’ interviews and my readings of their transcriptions. 

I tried to ensure that my interpretation of the interview accounts was not 

influenced by my insider status and preconceptions. The rationale behind this 

was to prevent the risk of affecting the data and its interpretation with the 

preconceived ideas of the researcher (Charmaz, 2006a). I employed a 

reflexive stance towards this research through the documentation of the 

research process, which is one of the significant elements of Constructivist 

Grounded Theory (CGT), and by following many other steps which I discussed 

throughout the thesis  (Charmaz, 2014). Nevertheless, additional readings of 

the transcriptions by other researchers may have resulted in different 

interpretations and in the identification of different themes. To allow for this, 

some of the interview transcriptions were read by my supervisors, and I also 

tried my best to be reflexive throughout the research process, which I believe 
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helped to combat the impact of my position as both an insider and outsider on 

the research results (Charmaz, 2017). 

7.7. Challenges encountered during the research 

In general, I did not encounter many challenges with contacting the 

participants and collecting data during my research. However, there were 

some minor difficulties that I had to face. For example, when I went to collect 

data the students had just returned from their summer vacations and their mid-

term school exams were taking place, so the schools were finishing earlier 

than normal school day timings. It was difficult to gather the students together 

for the focus groups because some of them were coming to school from far 

away and so they had to leave straight after school to get their coaches home. 

This was why some of the students were reluctant to take part in the study. As 

a result, in the first two days of my visit to the school, I did not get to meet the 

students for the focus groups. However, I asked the headteacher if the 

students could be allowed to leave their classrooms early, once they finished 

their exams so I could do the focus group discussion with them. This was how 

I finally managed to conduct the focus groups with the students in both the 

schools. This was not an issue when I did individual interviews with the 

students because by that time the examinations were over and there were 

normal school timings. The students were asked to come for the interviews 

during school time. These challenges were all related to the lack of time. If I 

had more time, I would have waited for the examinations to be over. Although 

it took more time for me to gather the students for the focus group discussion, 

this ultimately did not have any adverse effect on my research process and 

data gathering.  

Although I did the initial data analysis when I was collecting the data, after 

transcribing the data and analysing I also had to contact some of the 

participants to confirm the validity of my interpretations of their accounts. I had 

all the participants’ email addresses and contact numbers. Since most of the 

participants do not have the internet at home, I had to contact some of them 

by phone for member checking. I found it difficult to re-connect with some of 
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the participants because of different timings in India and the UK. This took me 

a long time. However, I eventually managed to get in touch with the participants 

from whom I needed further information.  

It would have been very helpful for me to understand the linguistic environment 

and policies of both types of school if there had been specific documents 

stating the school language policies. However, when asked about language 

policies, both headteachers stated that they follow the instructions from the 

school education boards their school was affiliated to. Although documentary 

analysis of the ICSE (Indian Certificate of Secondary Education) and PSEB 

(Punjab School Education Board) education board’s rules and regulations 

related to languages in the schools was carried out before entering the 

research field (to understand the context and develop interview questions for 

the headteachers and teachers), these documents do not contain any specific 

language policies that schools must follow. Both types of school are expected 

to adhere to the Three Language Formula (1968). Consequently, there are no 

documents outlining the differences between the languages used in the two 

types of school. In practice, however, both English and Punjabi are used at 

very different levels of frequency in each school. For example, Punjabi is used 

more frequently in PM school and English in EM school. 

7.8. Recommendations for future research 

This study responds to what a number of other researchers have focussed on 

in their studies with students at the tertiary level (e.g. Ramanathan, 2005; 

Sandhu, 2010). This research suggests that simply increasing the number of 

students enrolling in schools is unlikely to change the education system in India 

in a meaningful way unless significant changes are made in terms of the 

language used as MOI. For example, the suitability of teachers’ grammar-
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translation26 pedagogy within India, which was discussed by the students in 

this study and has also been revealed in many studies in India, requires 

continuing attention from scholars and policymakers (Bhattacharya, 2016; 

Kumaravadivelu, 2003; Ramanathan, 1999).  

As discussed in the literature review, most of the studies, whether conducted 

inside or outside India, have involved adults and students from universities as 

the participants, while high school students’ voices have remained unheard. 

Ninth and tenth-grade high school students are approaching a crucial transition 

point at the end of their school education, which is likely to have implications 

for their future possible selves.  So, more studies recruiting high school 

students as participants are essential to investigate the relationship between 

their identity formation and the languages used for learning in their school. In 

short, future research involving a larger population, especially with high school 

students, should be conducted. 

Further research could also be carried out in workplaces to find out if people’s 

learning in different languages impacts on their chance of obtaining better-paid 

occupations and on their subsequent performance at work. This was what 

most of the participants, including the headteachers and teachers, reported in 

this study. Comparative case studies could also be undertaken to capture a 

holistic picture and develop a deeper understanding of the connection between 

learning in different languages and its impact on students’ identity formation.  

Furthermore, face-to-face interaction between EM and PM students could help 

in gaining insights into their feelings when they confront each other. Although 

I have observed occasional interactions in English with their teachers, their 

real interaction with the students from the other group could have provided a 

 

 

26Grammar-translation methods rely heavily on teaching grammar and practicing translation 
and focus in teaching English tends to be on reading and writing, with relatively little attention 
paid to speaking and listening which enables a person to use English for communication 
purposes. 
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more holistic picture. So, in the future, research combining EM and PM 

students to observe their interactions could be conducted. In addition, visiting 

students’ families and direct interaction with the parents could add more in-

depth information. 

 If this study had been conducted in another part of the country, for example, 

in urban areas where English is used more in public and at school in 

metropolitan cities, it may have yielded different results in terms of the impact 

of learning in a specific language on students’ identity. Therefore, more 

qualitative studies with larger populations are required in Punjab and other 

global contexts to develop a more in-depth understanding of the diverse 

context-specific perceptions of the students about language and identity 

formation. 

Indeed, a longitudinal study with adolescents or high school student 

participants, using the same or different research methods, could be 

conducted by recruiting other schools in Punjab state and in other states which 

are like Punjab.  Alternatively, states which are different from Punjab in terms 

of the languages used in education in schools could be recruited. Future 

research, I hope, could be done in other postcolonial contexts where English 

is used as a MOI in schools and is considered as a dominant language. In this 

regard, a comparative longitudinal study reflecting on high school students’ 

experiences in developing and developed geographical areas may not only 

provide an in-depth and dynamic understanding of the learning environment, 

but it could also help policymakers develop comprehensive strategies catering 

to the needs of learners from varying regions of the country. 

7.9. Contribution to research 

This research has contributed theoretically as well as methodologically to the 

research in the area of SLL and EMI. My research framework is a distinctive 

contribution to the empirical research on EMI in Punjab. The poststructuralist 

concept of investment has been used by researchers in other contexts to 

investigate people’s identity formation, for example, the first time it was used 
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with immigrant participants in Canada by Norton (1995a). To my knowledge, 

this is the first time this concept has been used for a study of this kind in 

Punjab. Along with this, a combination of theories, such as Bourdieu's (1986) 

concept of capital, Anderson's (1991) concept of ‘imagined communities’ and 

Markus and Nurius’ (1986) ‘possible selves’, have enriched and added breadth 

to my study. Prior to this study, most research conducted in language learning 

in Punjab concentrated on students’ motivation – which is a psychological 

concept – but not on investment – a sociological concept – and this study thus 

complements the existing research theoretically (Kaur & Sharma, 2015; Rani 

et al., 2014, 2015; Singh, 2006).  

Despite a thorough search of the published literature, no studies were found 

that employed focus group discussions with high school students on this topic 

in Punjab. Focus groups can help researchers gather data from many 

participants at the same time, and these participants’ ideas and perspectives 

can be challenged by other members of the group.  Focus groups are, 

therefore, a very useful method for collecting qualitative data. Focus groups, 

in comparison to individual interviews, which were used to collect data in a 

small number of studies (e.g. Ramanathan, 2003; Sandhu, 2010), encourage 

discussion amongst the participants and widen the range of views gathered 

and the knowledge obtained. The use of focus group discussion in this context 

has therefore contributed methodologically. 

Moreover, identity formation in language learning has been one of the most 

popular topics of research in social sciences for the last few decades. This, 

however, is an under-researched area in India (Sandhu, 2010), especially in 

relation to high school students in Punjab. This study is the first in Punjab to 

explore critically students’ perceptions of the language used in learning and its 

impact on their identity formation. By using accounts of students’ personal 

experiences, this study gave voice to students who are otherwise voiceless, 

even though they are an important group to listen to when constructing the 

language in the school education policy. The voice of students is not merely 

represented in this study, but by adopting a poststructuralist perspective, the 
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influence of critical issues, such as power, social justice and marginalisation, 

have been critically analysed, thereby adding relevant dimensions to analysing 

the relationship between language and identity formation. The current study 

has therefore filled a significant gap in an area of research that I believe 

requires increased attention in Punjab, where different languages are used for 

teaching in schools.  

This research was carried out with the intention of informing educators, and 

helping them to create positive language learning environments for students 

in schools; encouraging researchers to explore the results of the study further 

in a wider context in Punjab, in other states in India and in other postcolonial 

contexts; and alerting policymakers to the findings which would hopefully 

inform subsequent policies regarding equal distribution of English and Punjabi 

in schools in Punjab. The current research might draw the policymakers’ 

attention to this significant matter, and thus they may work closely with 

language departments and educators to develop policies that include 

techniques to enhance students’ equal engagement in all languages, whether 

in private or government schools. This could help in getting all the students to 

the same level linguistically. Considering the significance of English, a global 

language, policymakers could encourage the equal distribution of English as a 

MOI in all schools in India. While further research studies like this are 

necessary, this study may raise awareness among different stakeholders, 

including the policymakers, about the unequal distribution of languages and 

the influence of this on students’ identity formation. Overall, I believe that the 

findings of this study are worth transferring to other geographical and linguistic 

contexts like India to explore further on the topic of identity formation. In this 

way, the current study contributes to the existing body of research on language 

and identity. 

This study provides empirical data on students’ feelings about learning in 

different types of school. This information is important given that no other study 

has examined students’ perceptions of themselves based on the language in 

which they are learning in school. The results of this study would therefore not 
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only help teachers and policymakers but will also help parents to understand 

the importance of their children learning in a certain language. Their decision 

to send their children to a specific type of school may be influenced by the 

findings of this study. 

In short, the aim of this study was to gain insights into participants’ perceptions 

of the impact of language learning on their identity formation. Having 

undertaken this study there are very interesting insights that have emerged 

which may be of interest to teachers, management in schools, education 

departments within individual states and policymakers in India. The findings of 

this current study have highlighted significant issues in relation to the students’ 

identity formation. This research, therefore, can help policymakers in India and 

in wider contexts to develop policies that support teachers and students in the 

different types of schools.  
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8. Glossary 

Agency: From a poststructuralist perspective, agency is the socio-culturally 

mediated capacity or ability to understand and act in an agentive way. It can 

be used to accept or reject the potential impact of power and power relations. 

Agentively: To use an agentive manner or source that could work as an 

agency to enable one to accomplish specific goals. 

A Local Body School: A Local Body School is a school which is run by 

Panchayati Raj and a local body institution such as Zilla Parishad, 

Municipal Corporation, Municipal Committee, Notified Area Committee 

or Cantonment Board. 

Beliefs: Assumptions and thoughts of people regarding concepts, events and 

people that are held by an individual or a group to be true. 

Capital: Capital includes material things which have symbolic value. It also 

includes intangible things, for example, attributes like prestige, status and 

authority. 

Codeswitching: Codeswitching refers to the practice of moving back and forth 

between two languages in a spoken or written communication.  

Community of practice: A group of people with common concerns, sets of 

problems or areas of expertise.  

Cultural capital: Cultural capital consists of the personal and social assets of 

an individual such as knowledge, skills, academic qualifications, intellect, 

professional certificates and credentials that advantage a person and promote 

his/her social mobility. 

Discourses:  Discourse in general means talk. Discourses, in the particular 

context of language learning as defined in the literature on identity and 

language, are the ways of interacting, thinking, believing, speaking, and 

sometimes reading and writing.  
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Discursive practices: Discursive practices refer to communicative practices 

and social interactions in which individuals engage and draw upon in order to 

position themselves.  

Economic capital: Economic capital refers to one’s financial assets such as 

material goods and resources that can be exchangeable for money, e.g. a 

salary.  

 

English speaking centres: Private institutes or centres which provide a basic 

course on English speaking skills to help students with the correct usage of 

tenses and the formation of cohesive sentences to enable them to converse 

fluently.  

Entrance Examination: Entrance examinations are the tests that gatekeep 

admission to higher education courses and into professions which control entry 

strictly through entrance examinations.  

Government school: A Government School is a school which is run by 

the State Government or Central Government or Public Sector 

Undertaking or an Autonomous Organisation completely financed by the 

Government. 

Grammar translation:  A language teaching strategy known as ‟Grammar 

Translation Method‟ which relies heavily on teaching grammar, vocabulary and 

practising translation. It tends to focus mainly on reading and writing, with 

relatively little attention paid to speaking and listening which skills enable a 

person to use the language being learned more effectively for communicative 

purposes.  

Hegemony: Hegemony refers to an individual’s or a group’s dominance over 

another individual or group to oppress them and, over time, to gain their 

consent by forcing them to view themselves according to the differences 

imposed on them, thus legitimating the differences between themselves and 

others.  
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Higher education: Higher education is tertiary education leading to the award 

of an academic degree.  In India, the higher education system consists of 

Central and State Universities, Institutions established under States’ 

legislation, and Open Universities established under State Legislature. The 

University Grants Commission is the umbrella body which looks after the 

higher education system in the country.  

Identity: An individualistic perspective to differentiate self from other. It is 

underpinned by recognition i.e. the way one recognises oneself and is 

recognised by groups or other individuals. Identity can be determined by 

different attributes (class, religion, language, caste, gender, and so on).  

Identity formation: A process of exploring one’s thoughts to differentiate self 

from other, and vice versa, and thus to cognitively construct one’s and others’ 

identity. 

Ideologies: Ideologies refer to the shared beliefs or attitudes of members of 

particular social groups. 

Ideological hegemony: Hegemony refers to the domination of a powerful 

group to oppress a subjugated group. Ideological hegemony is the hegemony 

developed through the medium of ideology. People from marginalised groups 

are not usually forcefully oppressed but give their consent in the belief that 

they will have some benefits after giving consent to or becoming the part of the 

dominant group. Ideological hegemony is thus created with the consent of 

people in the marginalised group.  

Imagined communities:  

 are the communities of imagination i.e. the communities which people 

envision and desire to enter in the future. People often connect to these 

communities through their imagination and hence these are called imagined 

communities. These communities may differ from people’s present 

communities geographically, socially or linguistically. 
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Investment: To invest means in general to allocate, time, money, energy or 

any other resources in the expectation of some benefit in the future. Investment 

in relation to identity in language learning is the learner’s choice to invest in 

language learning to fulfil his/her desire or expectation to progress linguistically 

and, in turn, economically and socially.  

Language policy: Policies pertaining to the teaching and learning of 

languages which are developed to determine the status of languages. These 

policies determine how languages are taught and used particularly in the 

educational context. 

Linguistic capital: Mastery of a language which serves as a form of cultural 

capital in a particular sociocultural context and provides an individual with 

social capital. 

Linguistic Imperialism: The process by which a particular language is 

supported and empowered in comparison to other languages. In addition, 

methods such as institutional support are provided to maintain the dominance 

of this particular language at the cost of other languages. For example, 

because of globalisation, English nowadays is supported in many countries 

but that also brings cultural and structural inequality between English and other 

languages. Linguistic imperialism thus is an imposition of a particular and, in 

most cases, the most powerful language on other language/es. 

Linguistic genocide: The unequal power relations between different 

languages which result in the loss of a particular language.   

Linguistic diversity: The use of several languages in a particular context or 

region as a result, for example, of immigration or the co-existence of multiple 

cultures.  

Motivation: Motivation refers to internal and external factors that drive an 

individual to action to move towards his/her goals and desires. Motivation in 

language learning is a fixed characteristic of individual language learners’ 

desire to learn a language.  
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Multilingualism: The use in any sociocultural context of more than one 

language by an individual or a group. 

Positioning: The social standing or ranking of a person accorded to them by 

others or by themselves which is referred to as interactive and reflexive 

positioning, respectively.  

Possible selves: Possible selves are the future-oriented component or 

thoughts of self-image or identity according to which individuals view their 

future identities. Possible selves include cognitive elements such as fear and 

hope about what one may or may not become in the future. 

Power relations: The distribution of power between individuals or groups. 

Power disparities can be caused by how social, educational, economic or 

linguistic power is employed and exercised through the social structures of the 

society. 

Private aided school: A Private Aided School is a school which is run 

by an individual or a private organisation and receives a grant from the 

government or local body. 

Private unaided school: A Private Unaided School is a school which 

is managed by an individual or a private organisation and does not 

receive any grants either from government or local bodies. 

Resistance: The act of refusing to accept something. Resistance further helps 

to combat oppressive power and prevent its passive acceptance. In relation to 

identity formation, learners can exercise agency to show resistance and may 

resist the identities assigned to them and establish new identities for 

themselves by using the resources available to them.  

Self- confidence: Feeling of self-assurance and trust about oneself. 

Confidence in relation to language learning is self-assurance about one’s 

proficiency in a particular language which also brings the feeling of 

competence. 
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School board: Bodies governing school education in India. Secondary 

schools are affiliated with Central or State boards which administer 

examinations at the end of grade 10 resulting in the award of the Secondary 

School Certificate (SSC), the All-India Secondary School Certificate or the 

Indian Certificate of Secondary Education. School boards are also responsible 

for approving curriculum and language of instruction to be used for schools.  

Social capital: Social relations and contacts which are important for social 

development and career advancement and can provide access to social and 

cultural groups and institutions are defined as social capital. 

Social class: A group of people within a society classified on the basis of their 

socio-economic status, caste, religion, etc.  

Social inequality: Inequality between different people and groups in society 

based on differences in their class, colour, religion, language, gender and so 

on. 

Stereotypes: Generalised beliefs, often negative, about groups of people who 

share particular characteristics such as nationality, religion or language 

spoken.  

Subjectivity: Subjectivity, is the personal feelings of an individual pertaining 

to their sense of self and understanding of the world.  

Symbolic capital: Symbolic capital is a crucial source of power which 

encapsulates almost every other form of capital which brings a person fame, 

reputation, prestige and honour. Bourdieu states that sometimes people use 

their symbolic power to force their will on others in subordinate positions which 

he calls symbolic violence. 

Tuition fees: Fees paid to universities, schools, colleges, or other regular 

educational institutions in India. 

10+2+3 pattern of education: The numbers 10, 2 and 3 denote the number 

of years children spend at different stages in their education. In the first stage, 

10 years is the minimum number of years required to complete general school 
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education. Students spend 5 years of the ten in primary school, 3 years in 

elementary school and 2 years in high/secondary school. At the end of 10 

years, children take a secondary school certificate examination (Vyas, 2005). 

In the second stage, young people spend 2 more years to get a Senior 

Secondary Certificate from school/college and then 3 years attending 

undergraduate courses at university to gain a degree. 

 



Jagdeep Gill                                                                                                                            s1476451 

 

315 
 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 



Jagdeep Gill                                                                                                                            s1476451 

 

316 
 

9. References: 

Abraham, A. (2014). Making sense of power relations in a Malaysian English-

as-a-second-language academic writing classroom. Educational Action 

Research, 22(4), 472–487. https://doi.org/10.1080/09650792.2014.942333 

Agnihotri, R., & Khanna, A. (1997a). No Title. SAGE, London. 

Agnihotri, R., & Khanna, A. (1997b). Problematizing English in India. SAGE, 

New Delhi. 

Akram, M., & Ghani, M. (2013). The Relationship of Socioeconomic Status with 

Language Learning Motivation. International Journal of English and Education, 

2(2), 406–413. http://ijee.org/yahoo_site_admin/assets/docs/32.89115333.pdf 

Al-Yagon, M., Cavendish, W., Cornoldi, C., Fawcett, A. J., Grünke, M., Hung, 

L.-Y., Jiménez, J. E., Karande, S., van Kraayenoord, C. E., Lucangeli, D., 

Margalit, M., Montague, M., Sholapurwala, R., Sideridis, G., Tressoldi, P. E., 

& Vio, C. (2013). The proposed changes for DSM-5 for SLD and ADHD: 

international perspectives--Australia, Germany, Greece, India, Israel, Italy, 

Spain, Taiwan, United Kingdom, and United States. Journal of Learning 

Disabilities, 46(1), 58–72. https://doi.org/10.1177/0022219412464353 

Allmark, P., Boote, J., Chambers, E., Clarke,  a., McDonnell,  a., Thompson,  

a., & Tod,  a. M. (2009). Ethical Issues in the Use of In-Depth Interviews: 

Literature Review and Discussion. Research Ethics, 5, 48–54. 

https://doi.org/10.1177/174701610900500203 

Althusser, L. (1970). For Marx. Vintage Books. 

Anderson, B. (1983). Imagined communities: Reflections on the origin and 

spread of nationalism. Verso. 

Anderson, B. (1991). Imagined communities: Reflections on the origin and 

spread of nationalism (revised edn). ((revised e). 



Jagdeep Gill                                                                                                                            s1476451 

 

317 
 

Anderson, B. (1996). Imagined Communities: Reflections on the Origin and 

Spread of Nationalism (British Library Cataloguing in Publication Data (ed.)). 

Verso/New Left Books. 

Anderson, G. (2002). Reflecting on Research for Doctoral Students in 

Education. Educational Researcher, 31(7). 

https://doi.org/10.3102/0013189X031007022 

Angrosino, M. V. (2005). A Recontextualizing observation: Ethnography, 

pedagogy, and the prospects for a progressive political agenda. In N. K. 

Denzin & Y. S. Lincoln (Eds.), The Sage handbook of qualitative research (3rd 

ed., pp. 729–745). SAGE. 

Annamalai, E. (2004). Nativization of English in India and its effect on 

multilingualism. Journal of Language and Politics, 3(1), 151–162. 

https://doi.org/http://dx.doi.org/10.1075/jlp.3.1.10ann 

Appleton, J. V, & Cowley, S. (1997). Analysing clinical practice guidelines. A 

method of documentary analysis. Journal of Advanced Nursing, 25, 1008–

1017. https://doi.org/10.1046/j.1365-2648.1997.19970251008.x 

Arroyo, C., & Zigler, E. (1995). Racial identity, academic achievement, and the 

psychological well-being of economically disadvantaged adolescents. Journal 

of Pers. Soc. Psychol., 69, 903–914. 

Arshad, N., & Malik, N. A. (2016). Stigmatization and Punjabi Language. 

International Journal of Research in Education and Social Science, 1(1), 45–

53. www.ijress.com 

Asadullah, M. N., & Yalonetzky, G. (2012). Inequality of Educational 

Opportunity in India: Changes Over Time and Across States. World 

Development, 40(6), 1151–1163. 

https://doi.org/10.1016/j.worlddev.2011.11.008 

Axler, M., Yang, A., & Stevens, T. (1998). Current language attitudes of Hong 



Jagdeep Gill                                                                                                                            s1476451 

 

318 
 

Kong Chinese adolescents and young adults. In M. C. Pennington (Ed.), 

Language in Hong Kong at century’s end (pp. 329–338). Hongkong university 

press. 

Azam, M., Chin, A., & Prakash, N. (2013). The Returns to English-Language 

Skills in India. Economic Development and Cultural Change, 61, 335–367. 

https://doi.org/10.1086/668277 

Bakhtin, M., & Booth, W. (1984). Problems of Dostoevsky’s Poetics (Emerson 

C., Ed.). MN: University of Minnesota Press. 

http://www.jstor.org/stable/10.5749/j.ctt22727z1 

Bakhtin, M. (1981). The dialogic imagination: Four essays by M. M. Bakhtin. 

Austin, TX:University of Texas Press. 

Bamberg, M., & Fina, A. De. (2011). Discourse and Identity Construction. In 

Handbook of Identity Theory and Research (pp. 177–199). NY:Springer,New 

York. https://doi.org/10.1007/978-1-4419-7988-9 

Banerjee, S. (2016). A Study of Current Status Quo of English as a Second 

Language in India Study Done on West Bengal Schools. Int J Sci Res Publ, 

6(8), 478–483. 

Barbour, R. S., & Kitzinger, J. (2019). Introduction : The Challenge and 

Promise of Focus Groups. Developing Focus Group Research: Politics, 

Theory and Practice, 1–20. 

Bau, N. (2015). School Competition and Product Differentiation. In working 

paper. 

Bechhofer, F., & Paterson, L. (2000). Principles of Research Design in the 

Social Sciences. Routledge. 

Bekerman, Z. (2005). Journal of Language , Identity & Complex Contexts and 

Ideologies : Bilingual Education in Conflict-Ridden Areas. Journal of 



Jagdeep Gill                                                                                                                            s1476451 

 

319 
 

Language, Identity and Education, 4(1), 1–20. 

https://doi.org/10.1207/s15327701jlie0401 

Belhiah, H. (2016). Instruction through the English Medium and its Impact on 

Arab Identity. Arab World English Journal Arab World English Journal (AWEJ), 

7(2), 342–357. 

Belhiah, H., & Elhami, M. (2014). English as a medium of instruction in the 

Gulf:  When students and teachers speak. Language Policy. 

https://doi.org/10.1007/s10993-014-9336-9 

Benabou, R. (2008). Ideology. In Hilos Tensados (No. 13907; Issue). 

https://doi.org/10.1017/CBO9781107415324.004 

Berry, V. (2013). English Impact Report: Investigating English Language 

Learning Outcomes at the Primary School Level in Rural India. 

http://www.britishcouncil.in/sites/britishcouncil.in2/files/english_impact_report

_2013.pdf 

Bhabha, H. (1996). Rethinking authority: interview with Homi Bhabha,. 

Angelaki, 2(2), 59–65. 

Bhabha, H. K. (2004). The location of culture. Routledge. 

Bhabha, Homi. (1994). The Postcolonial and the Postmodern. In The Location 

of Culture (pp. 171–197). Routledge. 

Bhatnagar, N., & Das, A. (2014). Regular School Teachers ’ Concerns and 

Perceived Barriers to Implement Inclusive Education in New Delhi , India. 7(2). 

Bhatt, R. M. (2008). In other words: Language mixing, identity representations, 

and third space. Journal of Sociolinguistics, 12(2), 177–200. 

https://doi.org/10.1111/j.1467-9841.2008.00363.x 

Bhattacharya, U. (2013). Mediating Inequalities: Exploring English-Medium 

Instruction in a Suburban Indian Village School. Current Issues in Language 



Jagdeep Gill                                                                                                                            s1476451 

 

320 
 

Planning, 14(1), 164–184. https://doi.org/10.1080/14664208.2013.791236 

Bhattacharya, U. (2016). Current Issues in Language Planning Mediating 

inequalities : exploring English-medium instruction in a suburban Indian village 

school. 4208(February). https://doi.org/10.1080/14664208.2013.791236 

Blackledge, A., & Pavlenko, A. (2001). Negotiation of identities in multiligual 

contexts. The International Journal of Bilingualism, 5(3), 243–257. 

Blackledge, A., & Pavlenko, A. (2006). Negotiation of Identity in Multilingual 

Contexts. Journal of Pragmatics, 38(2), 276–281. 

https://doi.org/10.1016/j.pragma.2005.02.001 

Block, D. (2007). The rise of identity in SLA research, post Firth and Wagner 

(1997). Modern Language Journal, 91(SUPPL. 1), 863–876. 

https://doi.org/10.1111/j.1540-4781.2007.00674.x 

Block, D. (2013). Issues in language and identity research in applied 

linguistics. Elia: Estudios de Lingüística Inglesa Aplicada, 13(3), 11–46. 

Block, D. (2015). Social Class in Applied Linguistics. TESOL Quarterly, 49(1), 

214–217. https://doi.org/10.1002/tesq.209 

Block, D., Gray, J., & Holborow, M. . (2013). Neoliberalism and Applied 

Linguistics. Routledge. 

Blommaert, J. (1999). The Debate is Open. In Language ideological debates 

(pp. 1–38). Berlin: Mouton de Gruyter. 

Blommaert, J. (2005). ideology. In Discourse: A critical introduction. 

Cambridge University Press. 

Bloor, M., Frankland, J., Thomas, M., & Robson, K. (2001). Focus Groups in 

Social Research (1st ed.). SAGE Publications, Ltd. London UK. 

Bondy, J. M. (2015). Negotiating domination and resistance: English language 



Jagdeep Gill                                                                                                                            s1476451 

 

321 
 

learners and Foucault’s Care of the Self in the context of English-only 

education. Race Ethnicity and Education, 19(4), 763–783. 

https://doi.org/10.1080/13613324.2015.1095171 

Bourdieu, P. (1977). The economics of linguistic exchanges. Social Science 

Information, 16(6), 645–668. https://doi.org/10.1177/053901847701600601 

Bourdieu, P. (1991a). Identity and Representation. In Language and Symbolic 

Power (pp. 223–235). Polity Press. 

Bourdieu, P. (1991b). Language and Symbolic Power (G. Raymond and M. 

Adamson (ed.)). Harvard University Press. 

Bourdieu, Pierre. (1984). Distinction A social Critique of the judgement of 

Taste. Harvard University Press. 

http://monoskop.org/images/e/e0/Pierre_Bourdieu_Distinction_A_Social_Criti

que_of_the_Judgement_of_Taste_1984.pdf 

Bourdieu, Pierre. (1986). The Forms of Capital. In J. Richardson (Ed.), 

Handbook of Theory and Research for the Sociology of Education (pp. 241-

258.). J. Richardson. 

Bourdieu, Pierre. (1989). Social Space and Symbolic Power. Sociological 

Theory, 7(1), 14–25. http://www.jstor.org/stable/202060 

Bowen, G. a. (2009). Document analysis as a qualitative research method. 

Qualtative Research Journal, 9(no.2), 27–40. 

https://doi.org/10.3316/qrj0902027 

Bowl, M. (2001). Experiencing the barriers: non-traditional students entering 

higher education. Research Papers in Education, 16(2), 141–160. 

https://doi.org/10.1080/02671520122054 

Breakwell, G. M. (1986). Coping with threatened identities. Methuen. 

Briggs, A. R. ., Clark, J., & Hall, I. (2012). Building bridges: Understanding 



Jagdeep Gill                                                                                                                            s1476451 

 

322 
 

student transition to university. Quality in Higher Education, 18(1), 3–21. 

https://doi.org/10.1080/13538322.2011.614468 

British Council. (2014). Indian School Education System An Overview. 

file:///C:/Users/gurjeet/Desktop/indian_school_education_system_-

_an_overview_1.pdf 

British Council. (2018). Explorations : Teaching and Learning English in India 

(Issue 10). https://files.eric.ed.gov/fulltext/ED582151.pdf 

Bronfenbrenner, U. (1979). The ecology of human development. MA: Harvard 

University Press. 

Brookfield, S. (2001). REPOSITIONING IDEOLOGY CRITIQUE IN A 

CRITICAL THEORY OF ADULT LEARNING. ADULT EDUCATION 

QUARTERLY, 52(1), 7–22. https://doi.org/10.1177/074171302400448618 

Brown, D. N. (2014). Agency and Motivation to achieve Language-learning 

Objectives among Learners in an Academic Environment in France. Apples – 

Journal of Applied Language Studies, 8(1), 101–126. http://apples.jyu.fi 

Brown, H. D. (1973). Affective Variables In Second Language Acquisition. 

Language Learning, 23(2), 231–244. 

https://deepblue.lib.umich.edu/bitstream/handle/2027.42/98112/j.1467-

1770.1973.tb00658.x.pdf?sequence=1&isAllowed=y 

Brubacher, S. P., Poole, D. A., & Dickinson, J. J. (2015). The use of ground 

rules in investigative interviews with children: A synthesis and call for research. 

Developmental Review, 36, 15–33. https://doi.org/10.1016/j.dr.2015.01.001 

Bruton, A. (2011). Is CLIL so beneficial, or just selective? Re-evaluating some 

of the research. System, 39(4), 523–532. 

https://doi.org/10.1016/j.system.2011.08.002 

Bryman, A. and Cramer, D. (1994). Quantitative data analysis for social 



Jagdeep Gill                                                                                                                            s1476451 

 

323 
 

scientists, Rev. Taylor & Frances/Routledge. 

Bryman, A. (2012). Interviewing in Qualitative Research. Social Research 

Methods, 468–500. https://doi.org/10.1177/14733250260620883 

Bryman, Alan. (1994). Multimethod research . Qualitative Research, 9(1966), 

1–5. https://doi.org/10.1007/bf02599656 

Bucholtz, M., & Hall, K. (2003). Language and Identity. In A. Duranti (Ed.), A 

companion to Linguistic Anthropology (pp. 294–368). Basil Blackwell. 

https://doi.org/10.1002/9780470996522.ch16 

Bucholtz, M., & Hall, K. (2005). Identity and interaction: a sociocultural 

linguistic approach. Discourse Studies, 7(4–5), 585–614. 

https://doi.org/10.1177/1461445605054407 

Bucholtz, M., & Hall, K. (2007). Language and Identity. A Companion to 

Linguistic Anthropology, August, 369–394. 

https://doi.org/10.1002/9780470996522.ch16 

Burke, P. J., & Reitzes, D. C. (1981). The Link between Identity and Role 

Performance. Social Psychology Quarterly, 44(2), 83–92. 

Butler, Y. G. (2013). Parental factors and early English education as a foreign 

language: A case study in Mainland China. Research Papers in Education, 

29(4), 410–437. https://doi.org/10.1080/02671522.2013.776625 

Canagarajah, S. (1999a). Resisting Linguistic Imperialism in English Teaching. 

Oxford University Press. 

Canagarajah, S. (1999b). Resisting Linguistic Imperialism in English Teaching. 

Oxford University Press. 

Canagarajah, Suresh. (2007). Lingua Franca English, Multilingual 

Communities, and Language Acquisition. The Modern Language Journal, 91, 

923–939. https://doi.org/10.1111/j.1540-4781.2007.00678.x 



Jagdeep Gill                                                                                                                            s1476451 

 

324 
 

Canagarajah, Suresh. (2016). Changing Communicative Needs , Revised 

Assessment Objectives : Testing English as an International Language 

Changing Communicative Needs , Revised Assessment Objectives : Testing. 

Language Assessment Quarterly: An International Journal, 3(3), 229-242. 

https://doi.org/10.1207/s15434311laq0303 

Carson, L. (2012). The role of drama in task-based learning: agency, identity 

and autonomy. Scenario VI, 2, 53-66. 

http://research.ucc.ie/scenario/2012/02/Carson/06/en 

Census, U. S. B. of the. (2009). Census projections: Population Projections of 

the United States by Age, Sex, Race, and Hispanic Origin: 1995 to 2050. In 

Current Population Reports. https://doi.org/10.1017/cbo9780511572715.009 

Chakraborty, T., & Kapur, S. (2016). Economics of Education Review English 

language premium : Evidence from a policy experiment. Economics of 

Education Review, 50, 1–16. 

https://doi.org/10.1016/j.econedurev.2015.10.004 

Chan, E. (2010). Beyond Pedagogy : Language and identity in post-colonial 

Hong Kong Beyond Pedagogy : language and identity in post-colonial Hong 

Kong. British Journal of Sociology, 23(2), 271–285. 

https://doi.org/10.1080/0142569022013775 

Chand, A. (2005). Do you speak English? Language barriers in child protection 

social work with minority ethnic families. British Journal of Social Work, 35(6), 

807–821. https://doi.org/10.1093/bjsw/bch205 

Charmaz, K. (2000). Experiencing chronic illness. In G. L. Albrecht, R. 

Fitzpatrick, & S. C. Scrimshaw (Eds.), Handbook of Social studies in Health 

and medicine (pp. 453–567). 

https://doi.org/http://dx.doi.org/10.4135/9781848608412.n18 

Charmaz, K. (2006a). Constructing Grounded Theory: A Practical Guide 

through Qualitative Analysis (Introducing Qualitative Methods series). (1st 



Jagdeep Gill                                                                                                                            s1476451 

 

325 
 

ed.). SAGE Publications, inc. 

Charmaz, K. (2006b). Constructing Grounded Theory: A Practical Guide 

through Qualitative Analysis (Introducing Qualitative Methods series). SAGE 

Publications. 

Charmaz, K. (2014). Constructing grounded theory. SAGE Publications, Ltd. 

London UK. 

Charmaz, K. (1995). Grounded Theory. In E. Smith, J., Harré, R. and 

Langenhove, L. (Ed.), Rethinking Methods in Psychology, (pp. 27–65). SAGE. 

http://dx.doi.org/10.4135/9781446221792.n3 

Charmaz, Kathy. (2017). Constructivist grounded theory. The Journal of 

Positive Psychology, 12(3), 299-300. 

https://doi.org/10.1080/17439760.2016.1262612 

Cheney, G., Ruzzi, B. ., & Muralidharan, K. (2005). A profile of the Indian 

education system. National Centre On Education And The Economy, 

November 2005, 29. 

http://www.teindia.nic.in/files/articles/indian_education_sysytem_by_karthik_

murlidharan.pdf 

Choi, P. K. (2003). “The best students will learn English”: ultra‐utilitarianism 

and linguistic imperialism in education in post‐1997 Hong Kong. Journal of 

Education Policy, 18(6), 673–694. 

https://doi.org/10.1080/0268093032000145917 

Chowdry, H., Crawford, C., Dearden, L., Joyce, R., Sibieta, L., Sylva, K., & 

Washbrook, E. (2010). Poorer children’s educational attainment: How 

important are attitudes and behaviour? Joseph Rowntree Foundation, 1–72. 

https://www.readyunlimited.com/wp-content/uploads/2015/09/Poorer-

childrens-educational-attainment-J-Rowntree.pdf 

Cinoglu, H., & Arıkan, Y. (2012). Self , identity and identity formation : From 



Jagdeep Gill                                                                                                                            s1476451 

 

326 
 

the perspectives of three major theories. International Journal of Human 

Sciences, 9(2), 1114–1131. 

Clement, R., Dornyei, Z., & Noels, K. A. (2006). Motivation, Self confidence, 

and Group Cohesion in the Foreign Language Classroom. Language Learning, 

44(3), 417–448. 

Cohen, D., & Crabtree, B. (2006). Semi-structured Interviews Recording Semi-

Structured interviews. Qualitative Research Guidelines Project, 2. 

http://www.qualres.org/HomeSemi-3629.html 

Cohen, G. (2009). Bourgeois and Proletarians. Journal of the History of Ideas, 

29(2), 211–230. 

Cohen, L., Manion, L., & Morrison, K. (2007). Research Methods in Education. 

In Education (Vol. 55). https://doi.org/10.1111/j.1467-8527.2007.00388_4.x 

Coleman, J. a. (2006). English-medium teaching in European higher 

education. Language Teaching, 39(01), 1. 

https://doi.org/10.1017/S026144480600320X 

Corsaro, W. A. (1997). The Sociology of Childhood. Thousand Oaks, CA: Pine 

Forge. 

Côté, J. E. (1996). Sociological perspectives on identity formation: the culture-

identity link and identity capital. Journal of Adolescence, 19(5), 417–428. 

https://doi.org/10.1006/jado.1996.0040 

Cote, J. E., & Levine, C. (1987). A formulation of Erikson’s theory of ego 

identity formation. Developmental review, 7(4), pp. Developmental Review, 

7(4), 273–325. https://doi.org/10.1016/0273-2297(87)90015-3 

Côte, J. E., & Levine, C. (1988). A critical examination of the ego identity status 

paradigm. Developmental Review, 8, 147–184. https://doi.org/10.1016/0273-

2297(88)90002-0 



Jagdeep Gill                                                                                                                            s1476451 

 

327 
 

Cote, J. E., & Levine, C. G. (2014). Identity, Formation, Agency, and Culture: 

A Social Psychological Synthesis. Psychology Press. 

Covington, M. V. (1984). The Self-Worth Theory of Achievement Motivation : 

Findings and Implications. The Elementary School Journal, 85(1), 5-20. 

https://doi.org/doi.org/10.1086/461388 

Cowie, C. (2007). The accents of outsourcing: The meanings of “neutral” in the 

Indian call centre industry. World Englishes, 26(3), 316–330. 

https://doi.org/10.1111/j.1467-971X.2007.00511.x 

Coyle, D. (2001). Content and Language Integrated Learning Motivating 

Learners and Teachers. 

Coyle, D., Hood, P., & Marsh, D. (2010). Content and language integrated 

learning. Ernst Klett Sprachen. 

Coyle, Do. (2007). Content and language integrated learning: Towards a 

connected research agenda for CLIL pedagogies. International Journal of 

Bilingual Education and Bilingualism, 10(5), 543–562. 

https://doi.org/10.2167/beb459.0 

Creese, A., & Blackledge, A. (2015). Translanguaging and identity in 

educational settings. In Annual Review of Applied Linguistics. 

https://doi.org/10.1017/S0267190514000233 

Crenshaw, K. W. (1994). Mapping the margins: Intersectionality, identity 

politics, and violence against women of color. In M. A. Fineman & R. Mykitiuk 

(Ed.), The public nature of private violence (pp. 93–118). Routledge. 

Creswell, J. W. (1994). Qualitative and quantitative approaches. Thousand 

Oakes: Sage Publication. 

Creswell, J. W. (2003). Research Design qualitative, Quantitative , and Mixed 

Methods Approaches (Second). SAGE Publications, Ltd. London UK. 



Jagdeep Gill                                                                                                                            s1476451 

 

328 
 

Creswell, J. W. (2014a). Research design: Qualitative, quantitative, and mixed 

methods approaches. (4th ed.). Sage publications. 

Creswell, J. W. (2014b). Social Research Methods - The Selection of a 

Research Approach. 3–23. https://us.sagepub.com/sites/default/files/upm-

binaries/55588_Chapter_1_Sample_Creswell_Research_Design_4e.pdf 

Crotty, M. (2007). The Foundations of Social Research. Meaning and 

Perspective in the Research Process. SAGE. 

Crystal, D. (2005). English as a Global Language (review). Language, 81, 

1003–1004. https://doi.org/10.1353/lan.2005.0220 

Csizer, K., & Dornyei, Z. (2005). The Internal Structure of Language Learning 

Motivation and Its Relationship with Language Choice and Learning Effort. The 

Modern Language Journal, 89, 19–36. https://doi.org/10.1111/j.0026-

7902.2005.00263.x 

Cummins, J. (2001). Bilingual children’s mother tongue: Why is it important for 

education. Sprogforum, 15–20. 

http://langpolicy.saschina.wikispaces.net/file/view/CumminsENG.pdf 

Cummins, J. (2005). A Proposal for Action : Strategies for Recognizing 

Heritage Language Competence as a Learning Resource within the 

Mainstream Classroom Author ( s ): Jim Cummins Published by : Wiley on 

behalf of the National Federation of Modern Language Teachers Associat. The 

Modern Language Journal, 89(4), 585–592. 

https://www.jstor.org/stable/3588628 

Cummins, J. (1979). Cognitive/academic language proficiency, linguistic 

interdependence, the optimal age question and some other matters (null (ed.); 

Null, Vol. 19). 

Cummins, J. (2008). BICS and CALP: Rationale and Status of the Distinction. 

In B. Street & N. H. Hornberger (Eds.), Encyclopedia of Language and 



Jagdeep Gill                                                                                                                            s1476451 

 

329 
 

Education (Vol. 2, pp. 71–83). Springer New York. 

Cummins, J. (2009). Pedagogies of choice: challenging coercive relations of 

power in classrooms and communities. International Journal of Bilingual 

Education and Bilingualism, 12(3), 261–271. 

https://doi.org/10.1080/13670050903003751 

Cummins, J, Bismilla, V., Chow, P., & Cohen, S. (2005). Affirming Identity in 

Multilingual Classrooms. Educational Leadership, 63(1), 38–43. 

Cummins, Jim. (2001). Bilingual Children ’ s Mother Tongue : Why Is It 

Important for Education ? Sprogforum, 7(19), 15–20. 

Dang, T., & Dang, T. (2018). It is not the consciousness of men that determines 

their existence, but their social existence that determines their consciousness: 

The self and late capitalism in Amis’s Money and Ellis’s American Psycho. 

Oxford Brookes University. 

Darvin, R., & Norton, B. (2015a). Identity and a model of investment in applied 

linguistics. Annual Review of Applied Linguistics, 35(May), 36–56. 

https://doi.org/10.1017/S0267190514000191 

Darvin, R., & Norton, B. (2015b). Identity and a Model of Investment in Applied 

Linguistics. Annual Review of Applied Linguistics, 35, 36–56. 

Das, S. (2007). The Higher Education in India and the Challenge of 

Globalisation. Social Scientist, 35(3), 47–67. 

Dash, M., & Senapati, A. (2014). Personality Development in English Medium 

and Odia Medium. Journal of Education and Practice, 5(34), 41–47. 

https://pdfs.semanticscholar.org/8a91/b0f9515722ef7c7bc4c1203fe563c5ab3

256.pdf 

Davies, B., & Harre, R. (1990). Positioning: The discursive production of 

selves. Journal for the Theory of Social Behaviour, 20, 43–63. 



Jagdeep Gill                                                                                                                            s1476451 

 

330 
 

Davies, D., & Dodd, J. (2002). Qualitative research and the question of rigor. 

Qualitative Health Research, 12(2), 279-289. 

Day, E. M. (2002). Identity and the young English language learner. 

Multilingual Matters, 36. 

De Costa, P. I. (2016). The Power of Identity and Ideology in Language 

Learning. In The Power of Identity and Ideology in Language Learning (Vol. 

18). https://doi.org/10.1007/978-3-319-30211-9 

Dearden, J. (2014). English As a Medium of Instruction- a growing global 

phenomena. Educational Review, 14(1), 54–63. 

https://doi.org/10.1080/0013191610140107 

Deb, Sibnath, Chatterjee, Pooja, & Walsh, K. M. (2010). Anxiety among high 

school students in India: Comparisons across gender, school type, social 

strata and perceptions of quality time with parents. Australian Journal of 

Educational and Developmental Psychology., 10(1), 18–31. 

https://eprints.qut.edu.au/33012/1/c33012.pdf 

Denzin, N. K., & Lincoln, Y. S. (1998). Collecting and Interpreting Qualitative 

Materials. SAGE. 

Derrida, J. (1973). Speech and phenomena, and other essays on Husserl’s 

theory of signs. Northwestern University Press. 

Devi, C. S. (2017). Three Language Formula and the First and Second 

Language : A Case of North East India. Language in India, 17(8), 1–13. 

http://languageinindia.com/aug2017/sarajubalathreelanguageformulanorthea

stfinal.pdf 

Dey, I. (1999). Grounding Grounded Theory: Guidelines for Qualitative Inquiry. 

Academic Press. 

Dey, I. (2007). Grounding categories. In A. (Eds. . Charmaz, K. & Bryant (Ed.), 



Jagdeep Gill                                                                                                                            s1476451 

 

331 
 

The SAGE handbook of grounded theory (pp. 167–190). SAGE Publications. 

Dornyei, Z. (2005). The Psychology of the Language Learner: Individual 

Differences in Second Language Acquisition. Teaching English as a Second 

or Foreign Language, 10(1). http://www.cc.kyoto-su.ac.jp/information/tesl-

ej/ej37/r7.pdf 

Dornyei, Z. (2009a). The L2 Motivational Self System. Motivation, Language 

Identity and the L2 Self, 36, 9–42. 

Dornyei, Z. (2009b). The psychology of Second language acquisition. Oxford 

University Press. 

Dornyei, Zoltán. (1998). Motivation in second and foreign language learning. 

Language Teaching, 31(3), 117–135. 

https://doi.org/10.1017/S026144480001315X 

Dua, H. R. (1994). Hegemony of English. (1st ed.). Yashoda Publications. 

Duff, P. (2002). The Discursive Co-construction of Knowledge , Identity , and 

Difference : An Ethnography of Communication in the High School 

Mainstream. Applied Linguistics, 23(3), 289–322. 

https://doi.org/10.1093/applin/23.3.289 

Duff, P. A. (2015). Transnationalism, multilingualism, and identity. Annual 

Review of Applied Linguistics. https://doi.org/10.1017/S026719051400018X 

Duff, Patricia a, & Uchida, Y. (1997). The negotiation of teachers’ Sociocultural 

identities and practices in postsecondary EFL classrooms. TESOL Quarterly, 

31(3), 451–487. https://doi.org/10.2307/3587834 

Dutcher, N. (2003). Promise and perils of mother tongue education. 

Dutta, U., & Bala, N. (2012). Teaching of English at Primary Level in 

Government Schools Teaching of English at Primary Level. 

http://www.ncert.nic.in/departments/nie/del/publication/pdf/english_primary_le



Jagdeep Gill                                                                                                                            s1476451 

 

332 
 

vel.pdf 

Dwyer, S. C., & Buckle, J. . (2009). The Space Between : On Being an Insider-

Outsider in Qualitative Research. International Journal of Qualitative Methods, 

8(1), 54–63. https://doi.org/10.1177/160940690900800105 

Eagleton, T. (1991). Ideology. Verso. 

Eder, D., & Fingerson, L. (2001). Interviewing Children and Adolescents. In 

Jaber F Gubrium & J. A. Holstein (Eds.), Handbook of interview research: 

Context and method (pp. 181–203). 

Eliason, M. J. (1996). Identity formation for lesbian, bisexual and gay persons: 

Beyond a “minori- tizing” view. Journal of Homosexuality, 30, 30–58. 

Elliot, A. (2020). Concepts of the Self. John Wiley & Sons. 

Enxhi, S. Y., Bee Hoon, T., & Mei Fung, Y. (2012). Speech Disfluencies and 

Mispronunciations in English Oral Communication among Malaysian 

Undergraduates. International Journal of Applied Linguistics & English 

Literature, 1(7), 19–32. https://doi.org/10.7575/ijalel.v.1n.7p.19 

Erickson E. (1968). Identity: Youth and Crisis. Norton. 

Eriksen, T. H. (1992). Linguistic hegemony and minority resistance. Journal of 

Peace Research, 29(3), 313–332. 

Erikson, E. H. (1950). Childhood and Society. Norton. 

Erikson, E. H. (1968). Identity: Youth and crisis. Norton. 

Erling, E. J., Adinolfi, L., Hultgren, A. K., Buckler, A., & Mukorera, M. (2016). 

Medium of instruction policies in Ghanaian and Indian primary schools: an 

overview of key issues and recommendations. Comparative Education, 52(3), 

294–310. https://doi.org/10.1080/03050068.2016.1185254 

Evans, S., Jones, R., Rusmin, R. S., & Cheung, O. L. (1998). Three 



Jagdeep Gill                                                                                                                            s1476451 

 

333 
 

Languages: One Future. In Language in HongKong at Century’s End . (p. 

(pp.391-4l8). Hongkong university press. 

Evans, Stephen. (2002). Macaulay’s Minute Revisited: Colonial Language 

Policy in Nineteenth-century India. Journal of Multilingual and Multicultural 

Development, 23(4), 260–281. https://doi.org/10.1080/01434630208666469 

Ezzy, D. (2002). Qualitative Analysis: Practice and Innovation. (A. & Unwin 

(ed.)). 

Fahlander, F. (2007). Third Space Encounters: Hybridity, Mimicry and 

Interstitial Practice. Encounters-Materialities-Confrontations. Archaeologies of 

Social Space and Interaction, 15–41. 

Fairclough, N. (1992). Discourse and social change. Cambridge, England: 

Polity Fantini,. 

Fairclough, N. (2003). Analysing Discourse: Textual Analysis for Social 

Research. London, Routledge. 

Faust, D., & Nagar, R. (2001). Politics of development in postcolonial India: 

English-medium education and social fracturing. Economic and Political 

Weekly, 36(30), 2878–2883. http://www.jstor.org/stable/4410920 

Fearon, J. D. (1999). What Is Identity (As We Now Use the Word)? Department 

of Political Science (Stanford University), 1–43. https://doi.org/http://w 

Feldmann, H., & Feldmann, B. H. (2016). Linked references are available on 

JSTOR for this article : Protestantism , Labor Force Participation , and 

Employment Across Countries. 66(4), 795–816. 

Fleming, J. S. (2004). Erikson ’ s Psychosocial Developmental Stages. In 

Childhood Development, 1(1), 9–24. 

Flick, U. (2007). Designing Qualitative Research, sage qualitative research kit. 

SAGE Publications, Ltd. London UK. 



Jagdeep Gill                                                                                                                            s1476451 

 

334 
 

Foucault, M. (1972). The Archaeology of Knowledge. London: Routledge. 

Foucault, M. (1977). Nietzsche , Genealogy , History. In Language, Counter-

Meaning, Practice: selectedessays and interviews. (D. Bouchar, pp. 139–164). 

Ithaca, NY: Cornell University Press. 

Foucault Michell. (1994). The subject and power. In J. D. F. & P. R. (Eds.) 

(Ed.), The subject and power. (pp. 326–348). NY: New York Press. 

Fowler Jr, F. J. (2013). Survey research methods. SAGE Publications, Ltd. 

London UK. 

Francis, B., Archer, L., & Mau, A. (2009). Language as capital , or language 

as identity ? Chinese complementary school pupils ’ perspectives on the 

purposes and benefits of complementary schools Language as capital , or 

language as identity ? Chinese complementary school pupils ’ perspectives on. 

British Educational Research Journal, 35(4), 37–41. 

https://doi.org/10.1080/01411920802044586 

Fraser, N. (1995). From redistribution to recognition? Dilemmas of justice in a 

‘post-Socialist’ age. New Left Review, 212, 68–93. 

https://doi.org/10.1002/9780470756119.ch54 

Fraser, N. (2000). Rethinking recognition. 3, 107–120. 

http://newleftreview.org/II/3/nancy-fraser-rethinking-recognition 

Frykenberg, R. E. . (1988). The myth of English as a ‘colonialist’ imposition 

upon India: A reappraisal with special reference to south India. Journal of the 

Royal Asiatic Society of Great Britain and Ireland ., 2, 305–315. 

Gajalakshmi. (2013). High School Students ’ Attitude towards Learning English 

Language. International Journal of Scientific and Research Publications, 3(9), 

1–7. 

Gal, S. (1998). Multiplicity and contention among language ideologies: A 



Jagdeep Gill                                                                                                                            s1476451 

 

335 
 

commentary. In Language ideologies: Practice and theory, (pp. 317-331.). 

New York: Oxford University Press. 

Gandhi, M. (1983). Autobiography: The story of my experiments with truth. 

Courier Corporation. 

Garcia, O., Lin, A. M. Y., & May, S. (2017). Bilingual and Multilingual Education 

Third Edition. 

Gardner, R. C., & Lambert, W. C. (1972). Attitudes and motivation in second 

language learning. Rowley, MA: Newbury House. 

Gauthier, H. B. (2015). Linguistic Identity and Investment in Grade 8 Core 

French Students (Issue August) [The University of Western Ontario]. The 

University of Western Ontario%0ASupervisor 

Gee, J. P. (1999). An introduction to discourse analysis. Theory and method. 

Routledge. 

Gee, J. P. (2008). Social linguistics and literacies: Ideology in Discourses. (3rd 

ed.). Taylor & Francis. 

Geertz, C. (1994). Thick description: Toward an interpretive theory of culture. 

Readings in the Philosophy of Social Science, 213-231. 

Geoghegan, L. (2016). Motivation , Identity and ELF in a SA context. 2015–

2016. http://hdl.handle.net/10230/27778 

Ghuman, P. . (2006). Punjabi Parents and English Education. Educational 

Research, 22(2), 121–130. https://doi.org/10.1080/0013188800220204 

Gill, A. S. (2017). State, Market and Social Inequalities: A Study of Primary 

Education in the Indian Punjab. Millennial Asia, 8(2), 194–216. 

https://doi.org/10.1177/0976399617715826 

Glaser, B., & Strauss, A. (1967a). The Discovery of Grounded Theory: 



Jagdeep Gill                                                                                                                            s1476451 

 

336 
 

Strategies for Qualitative Research. Aldine Publishing Company. 

Glaser, B., & Strauss, A. (1967b). The discovery of grounded theory. 1967. 

Weidenfield & Nicolson, . 

Goffman, E. (1959). The presentation of self in everyday life. NJ: Doubleday. 

Gollwitzer. 

Gokhale, A. A. (1995). Collaborative Learning Enhances Critical Thinking. 

Journal of Technology Education, 7(1), 1–7. 

https://doi.org/10.21061/jte.v7i1.a.2 

Golafshani, N. (2003). Understanding Reliability and Validity in Qualitative 

Research. Journal of Technology Education, 8(4), 597–606. 

https://doi.org/10.1111/j.1475-4762.2010.00954.x 

Gorringe, H. (2016). Drumming out oppression, or drumming it in? Identity, 

culture and contention in dalit politics. Contributions to Indian Sociology, 50(1), 

1–26. https://doi.org/10.1177/0069966715615021 

Gorter, D., Akademy, F., Cenoz, J., Nunes, P., Riganti, P., Onofri, L., Puzzo, 

B., & Sachdeva, R. (2006). Benefits of linguistic diversity and multilingualism. 

Sustainable Development in a Diverse World, 1–45. 

www.susdiv.org/uploadfiles/RT1.2_PP_Durk.pdf 

Government of India. (2011). Census of India 2011: Data on Language and 

Mother Tongue. Office of the Registrar General & Census Commissioner, 

India. http://www.censusindia.gov.in/2011Census/Language_MTs.html 

Government of India. (1968). National Policy on Education. 

http://www.mhrd.gov.in/documents_reports?field_documents_reports_catego

ry_tid=19 

Three Language Formula, (1968) (testimony of Government of India). 

https://web.archive.org/web/20120222082907/http://www.education.nic.in/cd



Jagdeep Gill                                                                                                                            s1476451 

 

337 
 

50years/u/47/3X/473X0I01.htm 

Government of India. (1986). National Education Policy 1986. 

http://www.mhrd.gov.in/documents_reports?field_documents_reports_catego

ry_tid=19 

Government of India. (2008). Status of Education in India National Report. 

Government Of India. (2009). National Knowledge Commission. In Report 

(Vol. 1). https://doi.org/10.1017/CBO9781107415324.004 

Government of India, M. of E. (2019). National education policy, 2019. Ministry 

of Education Government of India, 1–71. 

Graddol, D. (2006). English next. British council. 

Graddol, David. (1998). The Future of the English Language. The British 

Council, 1–66. https://doi.org/10.1017/S0266078400000754 

Graddol, David. (1999). The decline of the native speaker: Le déclin du 

locuteur natif. English in a Changing World: L’anglais Dans Un Monde 

Changeant, January 1999, 57–68. 

Gramsci, A. (1971a). Hegemony. 

Gramsci, A. (1971b). Selections from the Prison Notebooks. (Q. Hoare and G. 

Nowell Smith. (ed.)). Lawrence & Wishart. 

Greenfield, P. M. (1972). Oral or written language: The consequences for 

cognitive development in Africa, the United States and England. Language and 

Speech, 15(2), 169–178. 

https://doi.org/https://doi.org/10.1177/002383097201500207 

Gregory, E. E., & Ruby, M. (2011). The ‘insider/outsider’ dilemma of 

ethnography: Working with young children and their families in cross-cultural 

contexts. Journal of Early Childhood Research, 9(2), 162-174. 



Jagdeep Gill                                                                                                                            s1476451 

 

338 
 

https://doi.org/10.1177/1476718X10387899 

Groff, C. (2016). Language and language-in-education planning in multilingual 

India: a minoritized language perspective. Language Policy. 

https://doi.org/10.1007/s10993-015-9397-4 

Gu, M., Hussain, Z., & Asif, M. (n.d.). Pahari as Medium of Instruction : 

Prospects and Implications from Public Angle. 1, 20–23. 

Gu, M. M. (2010). Identities constructed in difference: English language 

learners in China. Journal of Pragmatics, 42(1), 139–152. 

https://doi.org/10.1016/j.pragma.2009.06.006 

Guba, E. ., & Lincoln, Y. . (1982). Epistemological and Methodological Bases 

of Naturalistic Inquiry. Educational Communication and Technology., 30(4), 

233–252. 

Gubrium, J.F., & Holstein, J. A. (2001). Handbook of Interview Research: 

Context and Method. SAGE Publications, Ltd. London UK. 

Guha, R. (2011). The question of English - worldwide, English remains the 

choice for communication . The Telegraph . 

http://ramachandraguha.in/archives/a-question-of-english-the-telegraph.html 

Gupta, A. F. (1997). Colonization, migration, and functions of English. In E. 

Schneider (Ed.), Englishes around the world (1st ed., pp. 47–58). John 

Benjamins. 

Hall, J. K., Cheng, A., & Matthew, T. C. (2006). Reconceptualizing 

Multicompetence as a Theory of Language Knowledge. Appl Linguist, 27((2)), 

220–240. https://doi.org/https://doi.org/10.1093/applin/aml013 

Hall, S. (1992). The Question of Cultural Identity. In H. Stuart, D. Held, & T. 

Mcgrew (Eds.), Modernity and its Futures (pp. 273–325). Polity Press in 

association with the Open University. 



Jagdeep Gill                                                                                                                            s1476451 

 

339 
 

Hall, Stuart. (1990). Cultural identity and diaspora. In J. Rutherford (Ed.), 

Identity: Community, Culture, Difference (pp. 222–237). Lawrence & Wishart. 

Hall, Stuart. (1997). Who Needs Identity. The British Journal of Sociology, 

48(1), 208. https://doi.org/10.2307/591920 

Hamid, M. O. (2016). The linguistic market for English in Bangladesh. Current 

Issues in Language Planning, 17(1), 36–55. 

https://doi.org/10.1080/14664208.2016.1105909 

Hamid, M. O., & Jahan, I. (2015). Language , Identity , and Social Divides : 

Medium of Instruction Debates in Bangladeshi Print Media. Comparative 

Education Review, 59(1), 75–101. 

Hanafin, J., & Lynch, A. (2002). Peripheral Voices: Parental involvement, 

social class, and educational disadvantage. British Journal of Sociology of 

Education, 23(1), 35–49. https://doi.org/10.1080/01425690120102845 

Hancock, A. (2006). Attitudes and Approaches to Literacy in Scottish Chinese 

Families. Language and Education, 20(5), 355–373. 

https://doi.org/10.2167/le641.0 

Hanewald, R. (2016). The Impact of English on Educational Policies and 

Practices in Malaysia. English Language Education Policy in Asia, 37(4), 181–

198. 

Harklau, L. (2000). Representations of English Language. Spring, 34(1), 35–

67. 

Harma, J. (2011). Low cost private schooling in India: Is it pro poor and 

equitable? International Journal of Educational Development, 31(4), 350–356. 

https://doi.org/10.1016/j.ijedudev.2011.01.003 

Härmä, J. (2009). Can choice promote Education for All? Evidence from 

growth in private primary schooling in India. Compare: A Journal of 



Jagdeep Gill                                                                                                                            s1476451 

 

340 
 

Comparative and International Education, 39(2), 151–165. 

https://doi.org/10.1080/03057920902750400 

Harper, M., & Cole, P. (2012). Member checking: Can benefits be gained 

similar to group therapy? Qualitative Report, 17(2), 1–8. 

Hegde, G. A. (2016). Privatization in higher education in India: A reflection of 

issues. In A Global Perspective on Private Higher Education (Vol. 12). 

Copyright © 2016 by Mahsood Shah and Chenicheri Sid Nair. 

https://doi.org/10.1016/B978-0-08-100872-0.00009-4 

Heller, M. (1992). The politics of codeswitching and language choice. Journal 

of Multilingual and Multicultural Development, 13(1–2), 123–142. 

https://doi.org/10.1080/01434632.1992.9994487 

Heller, M. (2010). The Commodification of Language. 

https://doi.org/10.1146/annurev.anthro.012809.104951 

Hengsadeekul, C., Koul, R., & Kaewkuekool, S. (2014). Motivational 

orientation and preference for English-medium programs in Thailand. 

International Journal of Educational Research, 66, 35–44. 

https://doi.org/10.1016/j.ijer.2014.02.001 

Hennig, B. B. (2010). Language learning as a practice of self-formation. 

International Journal of Multilingualism, 7(4), 306–321. 

https://doi.org/10.1080/14790718.2010.503897 

Hennink, M., Hutter, I., & Bailey, A. (2010). Qualitative research methods. 

Sage publications. 

Hiew, W. (2012). English Language Teaching and Learning Issues in 

Malaysia: Learners’ Perceptions Via Facebook Dialogue Journal. Journal of 

Arts, Science & Commerce, 3(1), 11–19. 

Hill, S., & Chalaux, T. (2011). Improving Access and Quality in the Indian 



Jagdeep Gill                                                                                                                            s1476451 

 

341 
 

Education System. OECD Economics Department Working Papers, 885. 

Hogg, M. a., Terry, D. J., & White, K. M. (1995). A Tale of Two Theories : A 

Critical Comparison of Identity Theory with Social Identity Theory Author ( s ): 

Michael A . Hogg , Deborah J . Terry , Katherine M . White Published by : 

American Sociological Association Stable URL : http://www.jstor.org/stabl. 

Social Psychology, 58(4), 255–269. 

https://doi.org/10.1207/S15324834BASP2402_2 

Holstein, J. ., & Gubrium, J. . (2004). The active interview. Qualitative research: 

Theory, method and practice, (2nd ed.). 

Hoof, A. Van. (1999). The identity status field re-reviewed: An update of 

unresolved and neglected issues with a view on some alternative approaches. 

Developmental Review, 19, 497–556. 

Hornberger, N., & Vaish, V. (2009). Multilingual language policy and school 

linguistic practice : globalization and English ‐ language teaching in India , 

Singapore and South Africa. Compare, 39(3), 305–320. 

https://doi.org/10.1080/03057920802469663 

Howard, J. a. (2000). Social Psychology of Identities. Annual Review of 

Psychology, 26, 367–393. https://doi.org/10.1146/annurev.soc.26.1.367 

Howarth, C. (2016). Representations, identity, and resistance in 

communication. In The Social Psychology of Communication. 

https://doi.org/10.1057/9780230297616_8 

Hritz, A. C., Royer, C. E., Helm, R. K., Burd, K. a., Ojeda, K., & Ceci, S. J. 

(2014). Children’s suggestibility research: Things to know before interviewing 

a child. Anuario de Psicologia Juridica, 25(1), 3–12. 

https://doi.org/10.1016/j.apj.2014.09.002 

HT Correspondent. (2017, October 29). Punjabi language convention in 

Patiala bats for education in mother tongue. Hindustan Times, online. 



Jagdeep Gill                                                                                                                            s1476451 

 

342 
 

https://www.hindustantimes.com/punjab/punjabi-language-convention-in-

patiala-bats-for-education-in-mother-tongue/story-

hpw3wz7CBVpry6BckZeLLO.html 

Islam, M. (2013). L2 motivational self system and relational factors affecting 

the L2 motivation of Pakistani students in the public universities of Central 

Punjab, Pakistan. 

Iyer, I., & Ramachandran, S. (2019). English as a Lingua Franca in a 

Multilingual India. Journal of Language and Education, 5(1), 103–109. 

https://doi.org/10.17323/2411-7390-2019-5-1-103-109 

Jackson, J. (2008). Language, Identity, and Study Abroad: Sociocultural 

Perspectives. Equinox Publishing. 

Jackson, P. (1968). Life in Classrooms. Holt, Rinehart and Winston. 

Jacobs, G. M., & Hall, S. (2002). Implementing cooperative learning. In 

Methodology in language teaching: An anthology of current practice. (pp. 52–

58). 

Jalal, A. (2000). Self and Sovereignty: Individual and Community in South 

Asian Islam Since 1850. Routledge. 

Jaspal, R. (2009). Language and social identity: A psychosocial approach. 

September, 17–20. 

Javdan, S. (2014). Identity Manifestation in Second Language Writing through 

Notion of Voice : A Review of Literature. Theory & Practice in Language 

Studies, 4(3), 631–635. https://doi.org/10.4304/tpls.4.3.631-635 

Jayalaksmi, S., & Hussaini, I. (2020). A MOTHER TO KNOW THE OTHER – 

THE ROLE OF MOTHER TONGUE IN THE SECOND LANGUAGE 

CLASSROOM. Studies in INdian Place Names, 40(43), 272–278. 

https://archives.tpnsindia.org/index.php/sipn/article/view/3651/3536 



Jagdeep Gill                                                                                                                            s1476451 

 

343 
 

Jenkins, J., & Leung, C. (2013). English as a Lingua Franca. The Companion 

to Language Assessment, 1605–1616. 

https://doi.org/10.1002/9781118411360.wbcla047 

Jeong, E., & Lee, E. (2014). Motivation , investment , and identity in English 

language development : A longitudinal case study q. System, 42, 440–450. 

https://doi.org/10.1016/j.system.2014.01.013 

Johal, A., Shelupanov, A., & Norman, W. (2012). INVISIBLE MEN : engaging 

more men in social projects. https://youngfoundation.org/publications/invisible-

men-engaging-more-men-in-social-projects/ 

Johnson, R. B., & Onwuegbuzie, A. J. (2004). Mixed Methods Research : A 

Research Paradigm Whose Time Has Come. Jstor, 33(7), 14–26. 

https://doi.org/10.3102/0013189X033007014 

Jun, J., & Park, J. H. (2003). Power Relations within Online Discussion 

Context: Based on Adult International Students’ Perspective and Their 

Participation in the Learning Context. 

Kachru, B. (1976). Models of English for the third world: White man’s linguistic 

burden or language pragmatics ? TESOL Quarterly, 10(2), 221–239. 

https://doi.org/10.2307/3585643 

Kachru, B. B. (1986). The Alchemy of English: The Spread, Functions and 

Models of Non-native Englishes. Pergamon Press Ltd. 

Kachru, Y., & Smith, L. E. (2009). The Karmic cycle of world Englishes : some 

futuristic constructs. World Englishes, 28(1), 1–14. 

Kainth, G., & Kaur, M. (2015). Adoption of technology in teaching of Language: 

A critical assessment of Punjabi (Mother tongue). 61160. 

Kang, K. D. (2018). Language and ideology: Althusser’s theory of ideology. 

Language Sciences, 70, 68–81. https://doi.org/10.1016/j.langsci.2018.06.008 



Jagdeep Gill                                                                                                                            s1476451 

 

344 
 

Kannan, R. (2009). Difficulties in learning English as a Second Language. ESP 

World, 8(5 (26)). 

Kanno, Y., & Norton, B. (2003). Imagined communities and educational 

possibilities. Journal of Language, Identity and Education, 2(4). 

Kanno, Y., & Stuart, C. (2016). Learning to Become a Second Language 

Teacher : Identities in Practice. The Modern Language Journal, 95(2), 236–

252. https://doi.org/10.1111/J.1540-4781.2011.01178.X 

Kaur, A. (2015). Study of Academic Achievement of Students in Relation To 

Organizational Climate of Their Schools. Scholarly Research Journal for 

Humanity Science and English Language, II(ix), 2283–2295. www.srjis.com 

Kaur, B., & Bhangu, J. k. (2015). Teaching English as Second Language : An 

Evaluation of TESL Practices in Indian Context. Language in India, 15(6), 23–

34. http://www.languageinindia.com/ 

Kaur, Sanmeet, & Sharma, S. (2015). A Study of Job Satisfaction and 

Commitment of Government School Teachers in Ludhiana (Punjab). Global 

Journal of Management And Business Research., 15(3). 

Kaur, Satvinderpal. (2017). Quality of Rural Education at Elementary Level. 

Economic & Political Weekly, LII(5), 58–63. 

Kaushik, S. (2011). Teaching English in Indian contexts: Toward a pedagogic 

model. World Englishes, 30(1), 141–150. https://doi.org/10.1111/j.1467-

971X.2010.01693.x 

Kerpelman, J. L., & Pittman, J. F. (2001). The instability of possible selves: 

Identity processes within late adolescents’ close peer relationships. Journal of 

Adolescence, 24(4), 491–512. https://doi.org/10.1006/jado.2001.0385 

Khan, Q., Sultana, N., Bughio, Q., & Naz,  a. (2014). Role of Language in 

Gender Identity Formation in Pakistani School Textbooks. Indian Journal of 



Jagdeep Gill                                                                                                                            s1476451 

 

345 
 

Gender Studies, 21(1), 55–84. https://doi.org/10.1177/0971521513511200 

Khubchandani, L. (1978). Multilingual education in India. In B. Spolsky & R. 

Cooper (Ed.), Case studies in bilingual education (pp. 88–125). Rowley, MA: 

Newbury House. 

Kim, K. J. (2012). Language Learning Belief Factors Affecting English 

Achievement. English Teaching, 67(4), 173–194. 

http://search.ebscohost.com/login.aspx?direct=true&db=ehh&AN=95295909

&site=ehost-live 

Kim, L. S. (2003). Exploring the realtionship between language culture and 

identity. GEMA Online® Journal of Language Studies, 3(2). 

Kingdon, G. G. (1996). Private Schooling in India: Size, Nature, and Equity-

Effects. Economic and Political Weekly, 31(51), 3306–3314. 

https://doi.org/10.2307/4404908 

Kirkgoz, Y. (2014). Students’ Perceptions of English Language versus Turkish 

Language Used as the Medium of Instruction in Higher Education in Turkey. 

International Periodical For The Languages, Literature and History of Turkish 

or Turkic, 9(12), 443–459. 

Kitzinger, J., & Barbour, R. (1999). Developing focus group research: politics, 

theory and practice. SAGE. 

Klassen, C. (1987). Language and Literacy Learningt The Adult Migrant’s 

Account. University of Toronto. 

Kling Soren, J. (2013). Teacher Identity in English-Medium Instruction: 

Teacher Cognitions from a Danish Tertiary Education Context. University of 

Copenhagen. 

Kochar, A. (2008). Can Schooling Policies Affect Schooling Inequality? An 

Empirical Evaluation of School Location Policies in India Introduction. In India 



Jagdeep Gill                                                                                                                            s1476451 

 

346 
 

Policy Forum 2007/08 (pp. 91–99). SAGE Publications, inc. 

Komiyama, R. (2013). Factors underlying second language reading motivation 

of adult EAP students. Reading in a Foreign Language, 25(2), 149–169. 

Kouhpaeenejad, M. H., & Gholaminejad, R. (2014). Identity and Language 

Learning from Post- structuralist Perspective. 5(1), 199–204. 

https://doi.org/10.4304/jltr.5.1.199-204 

Kramsch, C. (2013). Afterword. In Identity and language learning: Extending 

the conversation. (2nd ed., pp. 192–201). Multilingual Matters. 

Krashen, D. (1981). Second language acquisition and second language 

learning. 

Krashen, S., & Gingras, R. C. (1978). Second Language Acquisition and 

Foreign Language Teaching (null (ed.)). 

Krishnaswamy, N., & Burde, A. (1998). The politcs of Indians’ English. Oxford 

University Press. 

Kroger, J. (2007). Presidential address: The status of identity. 14th Annual 

Conference of the Society for Research on Identity Formation. 

Krueger, A. R. (2002). Designing and Conducting Focus group Interviews. 

http://www.eiu.edu/~ihec/Krueger-FocusGroupInterviews.pdf 

Krueger, R. A., & Casey, M. A. (2015). Focus groups : a practical guide for 

applied research. (5th ed.). Thousand Oaks, California: SAGE. 

Krueger, R., & Casey, M. (2009). Focus groups, a practical guide for applied 

research. (4th ed.). Thousand Oaks, CA: Sage Publications. 

Kumaravadivelu, B. (2003). FORUM CRITICAL LANGUAGE PEDAGOGY A 

postmethod perspective on English language teaching. World Englishes, 

22(4), 539–550. 



Jagdeep Gill                                                                                                                            s1476451 

 

347 
 

Kumari, J. (2016a). International Journal of Educational Development Public – 

private partnerships in education : An analysis with special reference to Indian 

school education system. International Journal of Educational Development, 

47, 47–53. https://doi.org/10.1016/j.ijedudev.2015.11.017 

Kumari, J. (2016b). Public-private partnerships in education: An analysis with 

special reference to Indian school education system. International Journal of 

Educational Development, 47, 47–53. 

https://doi.org/10.1016/j.ijedudev.2015.11.017 

Kvale, S. (2008). Doing interviews. Sage. SAGE Publications, Ltd. London UK. 

Ladousa, C. (2016). Advertising in the Periphery : Languages and Schools in 

a North Indian City Author ( s ): Chaise Ladousa Published by : Cambridge 

University Press Stable URL : http://www.jstor.org/stable/4169169 Accessed : 

11-06-2016 13 : 01 UTC Your use of the JSTOR arc. 31(2), 213–242. 

LaDousa, C. (2006). The Discursive Malleability of an Identity. Journal of 

Linguistic Anthropology, 16(1), 36–57. 

https://doi.org/10.1525/jlin.2006.16.1.036 

Lai, M. (2004). Medium of instruction, identity and language attitude in post-

colonial Hong Kong. The Asia-Pacific Education Researcher, 13(2), 191–219. 

Lambert, R. D. (1999). Language and Intercultural Competence. In J. Lo 

bianco & A. Liddicoat (Eds.), Striving for the third Place: Intercultural 

Competence through Language Education. Language Australia Ltd. 

http://files.eric.ed.gov/fulltext/ED432918.pdf#page=73 

Langdridge, D. (2007). Phenomenological psychology:Theory Reasearch and 

Method. Harlow. 

Lareau, A. (1987). Social Class Differences in Family School Relationships: 

The Importance of Cultural Captical. In Sociology of Education (Vol. 60, pp. 

73–85). 



Jagdeep Gill                                                                                                                            s1476451 

 

348 
 

Latukha, M., Doleeva, A., Järlström, M., Jokinen, T., & Piekkari, R. (2016). 

Does corporate language influence career mobility? Evidence from MNCs in 

Russia. European Management Journal, 1–11. 

https://doi.org/10.1016/j.emj.2015.12.006 

Lave, J., & Wenger, E. (1991). Situated Learning: Legitimate Peripheral 

Partidpation. . Cambridge: Cambridge University Press. 

Lazar, J., Feng, J. H., & Hochheiser, H. (2017). Research Methods in Human 

Computer Interaction (Second Edition). In Research Methods in Human 

Computer Interaction. https://doi.org/10.1016/B978-0-12-805390-4.00008-X 

Lewis-Beck, M. S., Bryman, A., & Liao, T. F. (2004). The SAGE encyclopedia 

of qualitative research methods Vol.3. 125–126. 

Lier, L. Van. (2008). Agency in the classroom. Sociocultural Theory and the 

Teaching of Second Languages, 163, 186. 

Lin, A. (2008). Modernity, postmodernity, and the future of “identity”: 

Implications for educators. Problematizing Identity: Everyday Struggles in 

Language, Culture, and Education, 199–219. 

https://doi.org/10.4324/9780203822548 

Lin, L. H. F., & Morrison, B. (2010). The impact of the medium of instruction in 

Hong Kong secondary schools on tertiary students’ vocabulary. Journal of 

English for Academic Purposes, 9(4), 255–266. 

https://doi.org/10.1016/j.jeap.2010.09.002 

Lincoln, Y. ., & Guba, E. . (1995). Naturalistic inquiry (Vol. 75). SAGE 

Publications, Ltd. London UK. 

Lisle, J. De. (2011). The Benefits and Challenges of Mixing Methods and 

Methodologies: Lessons Learnt From Implementing Qualitatively Led Mixed 

Methods Research Designs in Trinidad and Tobago The Emergence of Mixed 

Methods Research. Caribean Curriculum, 18, 87–120. 



Jagdeep Gill                                                                                                                            s1476451 

 

349 
 

Lo Bianco, J. (1990). Making language policy: Australia’s experience. 

Language Planning and Education in Australasia and the South Pacific, 1–22. 

Lopez, G. I., Connor, S. E., & Maliski, S. L. (2008). Qualitative Research With 

Spanish Speakers. Qualitative Health Research, 18(12), 1729–1737. 

https://doi.org/10.1177/1049732308325857 

Louai, E. H. (2012). Retracing the concept of the subaltern from Gramsci to 

Spivak: Historical developments and new applications. African Journal of 

History and Culture, 4(1), 4–8. https://doi.org/10.5897/ajhc11.020 

Lueg, K., & Lueg, R. (2015). Why do students choose English as a medium of 

instruction? A Bourdieusian perspective on the study strategies of non-native 

English speakers. Academy of Management Learning and Education, 14(1), 

5–30. https://doi.org/10.5465/amle.2013.0009 

Lukmani, Y. M. (1969). MOTIVATION TO LEARN AND LANGUAGE 

PROFICIENCY Yasmeen M. Lukmani University of California a t Los Angeles. 

Luscombe, L. D., & Kazdal, V. (2014). Language and identity in a post-Soviet 

world: language of education and linguistic identity among Azerbaijani 

students. Nationalities Papers, 42(6), 1–19. 

https://doi.org/10.1080/00905992.2014.938034 

Luz, V., & Cruz, D. (2013). MOTHER TONGUE AS MEDIUM OF 

INSTRUCTION : PARENTS ’ AND TEACHERS ’ ATTITUDES AND PUPILS ’ 

LISTENING COMPREHENSION. University of Philippines. 

Macaro, E., Curle, S., Pun, J., An, J., & Dearden, J. (2018). State-of-the-Art 

Article A systematic review of English medium instruction in higher. Language 

Teaching, 51(1), 36–76. https://doi.org/10.1017/S0261444817000350 

MacPherson, S. (2005). Negotiating language contact and identity change in 

developing Tibetan-English bilingualism. Tesol Quarterly, 39(4), 585–607. 

https://doi.org/10.2307/3588523 



Jagdeep Gill                                                                                                                            s1476451 

 

350 
 

Mahapatra, B. p. (1990). A Demographic Appraisal of Multilingualism in India. 

In Debi Prasanna Pattanayak (Ed.), Multilingualism in India (p. 1). Multilingual 

Matters. 

Mahapatra, S., & Mishra, S. (2019). Articulating identities – the role of English 

language education in Indian universities. 2517. 

https://doi.org/10.1080/13562517.2018.1547277 

Majchrzak, O. (2018). Learner Identity and Learner Beliefs in EFL Writing - 

Olga Majchrzak - Google Books. 

https://books.google.com/books?id=jjxEDwAAQBAJ&pg=PA47&lpg=PA47&d

q=transactional+and+transmission+beliefs+about+writing&source=bl&ots=LC

FRnBuOVb&sig=Tj_AJwXl9-

zPM7c4m4L07D1LtqM&hl=en&sa=X&ved=0ahUKEwijg_LH-

6fYAhWG24MKHSejCqMQ6AEIPDAC#v=onepage&q=transacti 

Malik, A. H., & Mohamed, A. E. A. (2014). English as Cultural Capital: EFL 

Teachers’ Perceptions: A Cross-Cultural Study. Journal of Sociological 

Research, 5(2), 63. https://doi.org/10.5296/jsr.v5i2.6413 

Mallikarjun, B. (2001). Language (s) in the school curriculum: Challenges of 

the new millennium. Language in India, 1(8). 

http://www.languageinindia.com/junjulaug2001/school.html 

Mand, K. (2012). Giving children a ‘voice’: arts-based participatory research 

activities and representation. International Journal of Social Research 

Methodology, 15(2), 149–160. https://doi.org/10.1080/13645579.2012.649409 

Manh, L. D. (2012). English as a Medium of Instruction in Asian Universities : 

The Case of Vietnam. Language Education in Asia, 3(2), 263–267. 

https://doi.org/10.1007/978-94-007-7972-3 

Mansoor, S. (2003). Language Planning in Higher Education Issues of Access 

and Equity. The Lahore Journal of Economics, 8(2), 17–42. 



Jagdeep Gill                                                                                                                            s1476451 

 

351 
 

Marcia, J. E. (1966). Detremination and Construct Validation of ego identity 

status. Journal of Personality and Social Psychology., 3, 551–558. 

Marcia, J. E. (1980). Identity in adolescence. In J. Adelson (Ed.), Handbook of 

Adolescent Psychology. Wiley. 

Markus, H., & Nurius, P. (1986). Possible selves. American Psychologist, 

41(9), 954–969. https://doi.org/10.1037/0003-066X.41.9.954 

Marshall, C., & Rossman, G. B. (2014). Designing qualitative research. SAGE 

Publications, Ltd. London UK. 

Martin, D., Krishnamurthy, R., Bhardwaj, M., & Charles, R. (2003). Language 

change in young Panjabi/English children: Implications for bilingual language 

assessment. Child Language Teaching and Therapy, 19, 245–265. 

https://doi.org/10.1191/0265659003ct254oa 

Marx, K. (1859). Preface to A Contribution to the Critique of Political Economy 

(1859). The Marx-Engels Reader, 3–6. 

https://doi.org/10.1002/9780470756119.ch5 

Marx, K. (1973). Capital: A critical analysis of capitalist production. New York 

International. 

Marx, K., & Engels, F. (1970). The German Ideology. International Publishers 

Co,. 

Matsuda, P. K., Canagarajah,  a. S., Harklau, L., Hyland, K., & Warschauer, 

M. (2003). Changing currents in second language writing research: A 

colloquium. Journal of Second Language Writing, 12(2), 151–179. 

https://doi.org/10.1016/S1060-3743(03)00016-X 

Maxwell, J. A. (1996). Qualitative Research Design: An Interactive Approach. 

Thousand Oaks, CA: Sage. 

McDONALD, M. (1994). Women and linguistic innovation in Brittany. In S. 



Jagdeep Gill                                                                                                                            s1476451 

 

352 
 

Burton. P. Dyson. K, & Ardener (Ed.), Bilingual women. Anthropological 

approaches to second-language use (pp. 85– 110). Berghahn Books. 

McElhinney, R. (2008). Professional identity development : A grounded theory 

study of clinical psychology trainees (Issue August). 

https://era.ed.ac.uk/bitstream/handle/1842/3299/Rowena McElhinney Thesis 

2008.pdf?sequence=1&isAllowed=y 

McFarlane, F., Powell, M. B., & Dudgeon, P. (2002). An examination of the 

degree to which IQ, memory performance, socio-economic status and gender 

predict young children’s suggestibility. Legal and Criminological Psychology, 

7(2), 227–239. https://doi.org/10.1348/135532502760274729 

McKay, S. (2002). Teaching English as an international language. Oxford 

University Press. 

McKay, S. ., & Wong, S. L. C. (1996). Multiple Discourses, Multiple Identities. 

Harvard Educational Review, 66(3), 577–608. 

McKay, S. L., & Wong, S. L. C. (1996). Multiple discourses, multiple identities: 

Investment and agency in second-language learning among Chinese 

adolescent immigrant students. Harvard Educational Review, 66(3), 577-609. 

Mckinney, C., & Mckinney, C. (2007). ‘ If I speak English , does it make me 

less black anyway ?’‘ Race ’ and English in South African desegregated 

schools ‘ Race ’ and English in South African desegregated schools. English 

Academy Review, 24(2), 6–24. https://doi.org/10.1080/10131750701452253 

Mehrotra, S., & Panchamukhi, P. (2006). Private provision of elementary 

education in India: findings of a survey in eight states. Compare, 36(4), 421–

442. https://doi.org/10.1080/03057920601024883 

Ministry of Education. (1957). Annual Report. 

Official Languages Act., (1963) (testimony of Ministry of Home Affairs). 



Jagdeep Gill                                                                                                                            s1476451 

 

353 
 

http://rajbhasha.nic.in/en/official-languages-act-1963 

Ministry of Human Resource Development (MHRD). (1992). India’s National 

Education Policy. http://www.ncert.nic.in/oth_anoun/npe86.pdf 

Mirhosseini, S. (2015). Loving but not living the vernacular A glimpse of 

Mazandarani-Farsi linguistic culture in northern Iran. Language Problems and 

Language Planning, 39(2), Pp.154-170., 39(2), 154–170. 

https://doi.org/10.1075/lplp.39.2.03mir 

Mishler, E. G. (1991). Research interviewing. Harvard University Press. 

Mlay, N. (2010). The Influence of the Language of Instruction on Students ’ 

Academic Performance in Secondary Schools : A comparative study of urban 

and rural schools in Arusha-Tanzania. University of Oslo. 

Modi, A. (2015). India’s craze for English-medium schools is depriving many 

children of a real education. Scroll.In. https://scroll.in/article/750187/indias-

craze-for-english-medium-schools-is-depriving-many-children-of-a-real-

education 

Mohamed, N. (2013). The challenge of medium of instruction: a view from 

Maldivian schools. Current Issues in Language Planning, 14(1), 185–203. 

https://doi.org/10.1080/14664208.2013.789557 

Mohanlal, S., Sharada, B. a, Fatihi, R., Gusain, L., Bayer, J., Ravichandran, S. 

M., Baskaran, G., Ramamoorthy, L., & Subburaman, C. (2013). Language in 

India. Journal of Language, Technology & Entrepreneurship in India, 4(2), 75–

83. 

Mohanty, A. (2017). Multilingualism, education, English and development: 

Whose development? Multilingualisms and Development, 261–280. 

Mohanty, A.K. (2009). Multilingual education for social justice: Globalising the 

local. (Robert Phillipson, T. Skutnabb-Kangas, & M. Panda (eds.)). Orient 



Jagdeep Gill                                                                                                                            s1476451 

 

354 
 

Blackswan. 

Mohanty, A.K., Panda, M., & Pal, R. (2010). Language policy in education and 

classroom practices in India. In Negotiating language policies in schools: 

Educators as policymakers. (pp. 211–231). 

Mohanty, Ajit K. (2010). Languages, inequality and marginalization: 

Implications of the double divide in Indian multilingualism. International Journal 

of the Sociology of Language, 205(205), 131–154. 

https://doi.org/10.1515/IJSL.2010.042 

Mohanty, Ajit K. (2006). Multilingualism of the Unequals and Predicaments of 

Education in India: Mother Tongue or Other Tongue? Imagining Multilingual 

Schools : Language in Education and Globalization, January, 262–283. 

Mohnot, A. D. (2006). ‘ Seeing the Bigger Picture ’: Higher Order Cognition in 

the Indian Certificate of Secondary Education ( ICSE ) English Literature 

Examination ‘ Seeing the Bigger Picture ’: Higher Order Cognition in the Indian 

Certificate of Secondary Education ( ICSE ) (Issue July). Stanford University. 

Mojca, Z. (2015). Students’ Attitudes towards their EFL Lessons and 

Teachers: Their Retrospective Study/Stalisca studentov do tujejezikovnega 

pouka in uciteljev: retrospektivna studija. Revija Za Elementarno 

Izobrazevanje, 8(1/2), 167. 

http://uc.summon.serialssolutions.com/2.0.0/link/0/eLvHCXMwrV1LS8NAEB6

KXgTx_X4wN0-lTZukqSBSpMVDRbC9l3V3K01LUpukoj_I3-

nMZlPjoTdPgSwZkuwwM7v7zfcBIFURjbp4dZo-1-

eailJFScvRgWgFSov6XykfKBRR7dQWEdGEaRVL3iGvOX5AeahN-fJ-

_l5lzSg-Wy0ENIQVVlB3jTY3821SOA54JfbUeF5tuDBZ 

Moore, A. R., & Moore, A. R. (2017). Interpersonal Factors Affecting Queer 

Second or Foreign Language Learners ’ Identity Management in Class. The 

Modern Language Journal, 103(2), 428–442. 

https://doi.org/10.1111/modl.12558 



Jagdeep Gill                                                                                                                            s1476451 

 

355 
 

Morgan, D. L. (1997). Focus Groups as Qualitative Research (2nd ed.). SAGE 

NHS. 

Morrison, K., & Lui, I. (2000). Ideology, Linguistic Capital and the Medium of 

Instruction in Hong Kong. Journal of Multilingual and Multicultural 

Development, 21(6), 471–486. https://doi.org/10.1080/01434630008666418 

Morse, J., & Richards, L. (2002). READ ME FIRST for a User’s Guide to 

Qualitative Methods. Sage publications. 

Moskovsky, C., Assulaimani, T., Racheva, S., & Harkins, J. (2016). The L2 

Motivational Self System and L2 Achievement: A Study of Saudi EFL Learners. 

Modern Language Journal, 100(3). https://doi.org/10.1111/modl.12340 

Murali, M. (2009). Teaching English As a Second Language in India – a 

Review Teaching English As a Second Language in India – a Review. The 

Modern Journal of Applied Linguistics, 1(1). 

Muralidharan, K. (2013). Priorities for Primary Education Policy in India ’ s 12th 

Five-year Plan. 1–47. 

Muralidharan, K., & Kremer, M. (2006). Public and Private Schools in Rural 

India. 

NCERT. (2000). National Curriculum Framework. 

NCERT. (2006a). Education Survey National Tables on Schools , Physical and 

Ancillary Facilities a Joint Project New Delhi. 

NCERT. (2006b). National Focus Group on Teaching of English, NCERT (1st 

ed.). Publication department NCERT. 

NDTV. (2015). Demand for English as Medium of Instruction: Parents Block 

Goa Roads, Stone Buses. Goa | Press Trust of India |. 

https://www.ndtv.com/goa-news/demand-for-english-as-medium-of-

instruction-parents-block-goa-roads-stone-buses-1202512 



Jagdeep Gill                                                                                                                            s1476451 

 

356 
 

NDTV. (2017). School “Fines” Student For Speaking In Tamil. NDTV News 

channel. https://www.ndtv.com/tamil-nadu-news/school-fines-student-for-

speaking-in-tamil-1775466 

Nguyen, H., Warren, W., & Heather, F. (2014). Factors Affecting English 

Language Teaching and Learning in Higher Education. English Language 

Teaching, 7(8), 94–105. https://doi.org/10.5539/elt.v7n8p94 

Nikula, T., Dalton-Puffer, C., Llinares, A., & Lorenzo, F. (2016). More than 

content and language: The complexity of integration in CLIL and bilingual 

education. Conceptualising Integration in CLIL and Multilingual Education, 1–

25. https://doi.org/10.21832/9781783096145-004 

Ninnes, P., Aitchison, C., & Kalos, S. (1999). Challenges to Stereotypes of 

International Students’ Prior Educational Experience: undergraduate 

education in India. Higher Education Research & Development, 18(3), 323–

342. https://doi.org/10.1080/0729436990180304 

Norton, B. (2009). Language and Identity. In N. H. and S. McKay (Ed.), 

Sociolinguistics and language education (p. 18). Multilingual Matters. 

Norton, B. (2010a). Language and Identity. In Sociolinguistics and language 

education (Vol. 23, Issue 3, pp. 349–369). 

Norton, B. (2010b). Perspectives Identity , Literacy , and English-Language 

Teaching. TESL Canada Journal, 28(1), 1–14. 

http://citeseerx.ist.psu.edu/viewdoc/download;jsessionid=E16238B0A5647A6

A422EDE4FB9090167?doi=10.1.1.464.6744&rep=rep1&type=pdf 

Norton, B. (2013). Identity and language learning: Extending the conversation. 

(2nd ed.). Multilingual Matters. 

Norton, B. (1995). Non-particiaption, Imagined communities and mining 

communities. Labour History Review, 60, 47–55. 

https://doi.org/10.1017/S0960777300000813 



Jagdeep Gill                                                                                                                            s1476451 

 

357 
 

Norton, B. (2016). Social Identity , Investment , and Language Learning *. 

TESOL Quarterly, 29(1), 9–31. 

Norton, B, & Toohey, K. (2002). Identity and Language Learning. In The Oxford 

handbook of applied linguistics. https://doi.org/10.1002/9780470996522 

Norton, Bonny. (1977). Language and Identity. SocioLinguistics and Language 

Education, 1–18. https://doi.org/10.1002/9781405198431.wbeal0599 

Norton, Bonny. (1995). Social identity, investment, and language learning. 

TESOL Quarterly, 29, 9–31. 

Norton, Bonny. (1997). Language, Identity, and the Ownership of English. 

Tesol Quarterly, 31(3), 409–429. 

Norton, Bonny. (2000). Identity and language learning: Gender, ethnicity and 

educational change. Editorial Dunken. 

Norton, Bonny. (2011). State-of-the-Art Article Identity , language learning , 

and social change. Language Teaching, 44(4), 412–446. 

https://doi.org/10.1017/S0261444811000309 

Norton, Bonny. (2016a). Identity and Language Learning : Back to the Future. 

TESOL Quarterly, 0(0), 1–5. https://doi.org/10.1002/tesq.293 

Norton, Bonny. (2016b). Language, Identity, and the Ownership of English. 

TESOL Quarterly, 31(3), 409–429. 

Norton, Bonny, & De Costa, P. I. (2018). Thinking Allowed Research tasks on 

identity in language learning and teaching. Language Teaching, 51(01), 90–

112. https://doi.org/10.1017/S0261444817000325 

Norton, Bonny, & Duff, P. (2013). IDENTITY AND SECOND LANGUAGE 

ACQUISITION. In D. Atkinson (Ed.), Alternate Approaches to Second 

Language Acquisition. Routledge. 

https://link.springer.com/chapter/10.1007%2F978-1-4419-7988-9_8 



Jagdeep Gill                                                                                                                            s1476451 

 

358 
 

Norton, Bonny, & Gao, Y. (2008). Identity, investment, and Chinese learners 

off English. Journal of Asian Pacific Communication, 18(1), 109–120. 

Norton, Bonny, & Toohey, K. (2011). Identity, language learning, and social 

change. Language Teaching, 44(04), 412–446. 

https://doi.org/10.1017/S0261444811000309 

Nunan, D. (2003). Second language teaching and learning. Heinle & Heinle 

Publishers. 

Nurra, C., & Oyserman, D. (2018). From future self to current action: An 

identity-based motivation perspective. Self and Identity, 17(3), 343–364. 

https://doi.org/10.1080/15298868.2017.1375003 

Okal, B. (2014). Benefits of Multilingualism in Education. Universal Journal of 

Educational Research, 2(3), 223–229. 

https://doi.org/10.13189/ujer.2014.020304 

Omidvar, R., & Ravindranath, B. K. (2017). Position of English in India: Three-

way Categorization. Language in India, 17(5). 

Oral, Y. (2013). “The Right Things Are What I Expect Them to Do”: Negotiation 

of Power Relations in an English Classroom. Journal of Language, Identity & 

Education, 12(2), 96–115. https://doi.org/10.1080/15348458.2013.775877 

Ott, B. L. (2003). “I’m Bart Simpson, who the hell are you?” A Study in 

Postmodern Identity (Re)Construction. Journal of Popular Culture, 37(1), 56–

82. https://doi.org/10.1111/1540-5931.00054 

Oyserman, D., Elmore, K., & Smith, G. (2012). Self, Self-Concept, and Identity. 

In Handbook of Self and Identity (pp. 69–104). The Guildford Press. 

Oyserman, D., Terry, K., & Bybee, D. (2002). A possible selves intervention to 

enhance school involvement. Journal of Adolescence, 25(3), 313–326. 

https://doi.org/10.1006/yjado.474 



Jagdeep Gill                                                                                                                            s1476451 

 

359 
 

Palfreyman, D. (2005). Othering in an English language program. Tesol 

Quarterly, 39(2), 211–233. https://doi.org/10.2307/3588309 

Palys, T. (2008). Purposive Sampling In L. M. Given (Ed.). The Sage 

Encyclopedia of Qualitative Research Methods, 2(1), 697–698. 

Papi, M., & Abdollahzadeh, E. (2012). Teacher Motivational Practice, Student 

Motivation, and Possible L2 Selves: An Examination in the Iranian EFL 

Context. Language Learning, 62(2), 571–594. https://doi.org/10.1111/j.1467-

9922.2011.00632.x 

Park. (2011a). The promise of English: Linguistic capital and the 

neoliberalworker in the South Korean job market. International Journal of 

Bilingual Education and Bilingualism., 14, 443–455. 

Park, J. S. Y. (2011b). The promise of english: Linguistic capital and the 

neoliberal worker in the South Korean job market. International Journal of 

Bilingual Education and Bilingualism, 14(4), 443–455. 

https://doi.org/10.1080/13670050.2011.573067 

Pathan, S. S. (2012). STUDENTS ATTITUDE IN ENGLISH AND 

VERNACULAR. Journal of Arts, Science & Commerce, 136–141. 

Patra, S., & Babu, N. (1999). Role of Second Language as the medium of 

instruction. In U. N. Dash & U. Jain (Eds.), Perspectives on psychology and 

Social Development. Concept Publishing Company. 

Pattanayak, D. P. (1990). Multilingalism in India. Orint Longman. 

Patton, M. Q. (1990). Qualitative evaluation and research methods. SAGE 

Publications, inc. 

Pavlenko, A., & Blackledge, A. (2006). Negotiation of identities in multilingual 

contexts. Language in Society, 35(5), 735–738. 

http://ovidsp.ovid.com/ovidweb.cgi?T=JS&PAGE=reference&D=psyc5&NEW



Jagdeep Gill                                                                                                                            s1476451 

 

360 
 

S=N&AN=2006-21204-007 

Pavlenko, Aneta. (2002a). Postructuralist Approaches to the Study of Social 

Factors in Second Language Learning and Use. Portraits of the L2 User, 

August, 277–302. 

Pavlenko, Aneta. (2002b). Poststructuralist approaches to the study of social 

factors in second language learning and use. Portraits of the L2 User, January, 

277–302. 

http://scholar.google.com/scholar?hl=en&btnG=Search&q=intitle:Poststructur

alist+Approaches+to+the+Study+of+Social+Factors+in+Second+Language+

Learning+and+Use#0 

Peirce, B. N. (1995). Social identity, investment, and language learning. Tesol 

Quarterly, 29(1), 9–31. https://doi.org/https://doi.org/10.2307/3587803 

Pennington, M. C., & Yue, F. (1994). English and Chinese in Hong Kong: pre-

1997 language attitudes. World Englishes, 13(1), 1-20. 

Pennycook, A. (1995). English in the world/ the world in English. In J. W. (Ed. 

. In Tollefson (Ed.), Power and inequality in language education (pp. 34–58). 

Cambridge: Cambridge University Press. 

Pennycook, A. (2004). Critical Applied Linguistics. In The Handbook of Applied 

Linguistics (pp. 784–807). Blackwell Publishers Ltd. 

Pennycook, Alastair. (1998a). English and the discourses. Routledge. 

Pennycook, Alastair. (1998b). English and the Discourses (Issue 1982). 

Routledge. 

Pennycook, Alastair. (1999a). English, Politics, Ideology. In R. Thomas (Ed.), 

Ideology, Politics and Language Policies (pp. 107–119). John Benjamins 

Publishing. 

Pennycook, Alastair. (1999b). English, Politics,Ideology: From Colonial 



Jagdeep Gill                                                                                                                            s1476451 

 

361 
 

Celebration To POstcolonial Performativity. In Ideology, Politics and Language 

Policies. 

Petrovic, J., & Majumdar, S. (2010). Language Planning for Equal Educational 

Opportunity in Multilingual States: The Case of India. International Multilingual 

Research Journal, 4(1), 1–19. https://doi.org/10.1080/19313150903500960 

Philips, S. U. (1998). Language ideologies in institutions of power: A 

commentary. Language Ideologies: Practice and Theory, 211–225. 

Phillipson, R. (1992). Linguistic Imperialism. Oxford University Press. 

Phillipson, R. (1998). Globalizing English: are linguistic human rights an 

alternative to linguistic imperialism? Language Sciences, 20(1), 101–112. 

Phillipson, R. (2003). Linguistic imperialism. Oxford University Press. 

Phillipson, R. (2017). Myths and realities of ‘ global ’ English. Language Policy, 

16(3), 313–331. https://doi.org/10.1007/s10993-016-9409-z 

Phillipson, R., & Skutnabb-Kangas, T. (1996). English only worldwide or 

language ecology? TESOL Quarterly, 30(3), 429–452. 

Phillipson, Robert. (2019). LANGUAGE CHALLENGES IN GLOBAL AND 

REGIONAL INTEGRATION. Sustainable Multilingualism, 2019(12), 14–35. 

Pierson, R. D., Fu, G. S., & Lee, S. Y. (1980). An analysis of the relationship 

between language attitudes and English attainment of secondary school 

students in Hong Kong. Language Learning., 30, 289–316. 

Piller, I. (2016). Linguistic Diversity in Education. In Linguistic diversity and 

social justice : an introduction to applied sociolinguistics (Oxford Uni, pp. 98–

129). http://hdl.handle.net/1959.14/1067855. 

Piller, I., & Takahashi, K. (2006). A passion for English: Desire and the 

language market. Bilingual Education and Bilingualism, 59–83. 



Jagdeep Gill                                                                                                                            s1476451 

 

362 
 

https://doi.org/10.1017/CBO9781107415324.004 

Piller, I., & Takahashi, K. (2011). Linguistic diversity and social inclusion. 

International Journal of Bilingual Education and Bilingualism, 14(4), 371–381. 

https://doi.org/10.1080/13670050.2011.573062 

Prior, L. (2003). Using documents in social research, Introducing qualitative 

methods. SAGE Publications, Ltd. London UK. https://doi.org/doi: 

10.4135/9780857020222 

Puddephatt, A. J., & Charmaz, K. C. (2006). An interview with Kathy Charmaz: 

On constructing grounded theory. Qualitative Sociology Review, 2(3). 

Punch, S. (2002). Interviewing Strategies with Young People: the ‘Secret Box’, 

Stimulus Material and Task-based Activities. Children & Society, 16(1), 45–56. 

https://doi.org/10.1002/chi.685 

Radford, G. P., & Radford, M. L. (2005). Structuralism, post-structuralism, and 

the library: de Saussure and Foucault. Journal of Documentation, 61(1), 60–

78. https://doi.org/10.1108/00220410510578014 

Rager, K. B. (2005). Self-care and the qualitative researcher: When collecting 

data can break your heart. Educational Researcher, 34(4), 23-27. 

Rahman, T. (1997). The Medium of Instruction Controversy in Pakistan. 

Journal of Multilingual and Multicultural Development, 18(2), 145–154. 

https://doi.org/10.1080/01434639708666310 

Rahman, T. (2006). Language policy, multilingualism and language vitality in 

Pakistan. In Trends in Linguistics Studies and Monographs (Vol. 175, pp. 1–

15). https://doi.org/doi:10.1515/9783110197785.1.73 

Rahman, T. (2015). Language Ideology , Identity and the Commodification of 

Language in the Call Centers of Pakistan Language ideology , identity and the 

commodifi cation of language in the call centers of Pakistan. January. 



Jagdeep Gill                                                                                                                            s1476451 

 

363 
 

https://doi.org/10.1017/S0047404509090344 

Ramanathan, H. (2008). Testing of English in India: A developing concept. 

Language Testing, 25(1), 111–126. 

https://doi.org/10.1177/0265532207083747 

Ramanathan, V. (2003). Written textual production and consumption (WTPC) 

in vernacular and English-medium settings in Gujarat, India. Journal of Second 

Language Writing, 12(2), 125–150. https://doi.org/10.1016/S1060-

3743(02)00108-X 

Ramanathan, Vai. (1999). “English Is Here to Stay”: A Critical Look at 

Institutional and Educational Practices in India. TESOL Quarterly, 33(2), 211. 

https://doi.org/10.2307/3587718 

Ramanathan, Vaidehi. (2005a). Ambiguities About English: Ideologies and 

Critical Practice in Vernacular-Medium College Classrooms in Gujarat, India. 

Journal of Language, Identity, and Education, 4(1), 45–65. 

Ramanathan, Vaidehi. (2005b). Rethinking Language Planning and Policy 

from the Ground Up: Refashioning Institutional Realities and Human Lives. 

Current Issues in Language Planning, 6(2), 89–101. 

https://doi.org/10.1080/14664200508668275 

Ramanathan, Vaidehi. (2006a). Rethinking Language Planning and Policy 

from the Ground Up : Refashioning Institutional Realities and Human Lives. 

6(2), 89–101. 

Ramanathan, Vaidehi. (2006b). The Vernacularization of English: Crossing 

Global Currents to Re-dress West-based TESOL. Critical Inquiry in Language 

Studies, 3(2–3), 131–146. https://doi.org/10.1080/15427587.2006.9650843 

Ramanathan, Vaidehi. (2014). Overcoming Colonial Policies of Divide and 

Rule: Postcolonialism’s Harnessing of the Vernaculars. Review of Research in 

Education, 38(1), 290–311. https://doi.org/10.3102/0091732X13511049 



Jagdeep Gill                                                                                                                            s1476451 

 

364 
 

Ramanathan, Vaidehi. (2016). Current Issues in Language Planning 

Rethinking Language Planning and Policy from the Ground Up : Refashioning 

Institutional Realities and Human Lives Rethinking Language Planning and 

Policy from the Ground Up : Refashioning Institutional Realities and Hum. 

Current Issues in Language Planning, 6(2), 89-101. 

https://doi.org/10.1080/14664200508668275 

Ramanujam. (2011). Language policy in education and the role of English in 

India: From library language to language of empowerment. Developing 

Countries and the English Language, 32. 

http://files.eric.ed.gov/fulltext/ED530679.pdf 

Rampton, B. (1996). Language Crossing, Cross-talk, and Cross-disciplinarity 

in Sociolinguistics. Sociolinguistics & Social Theory. 

Ranganathan V, N. R. (2004). Power Sector Reforms in India. IIMB 

Management Review, 59(March), 57–61. 

https://doi.org/10.1177/0019466220120405 

Rani, P., & Thakar, S. (2014). A Comparative Analysis of Speaking Skills in 

English of Secondary Level Students from Schools Affiliated to PSEB and 

CBSE in District Barnala , Punjab. Language in India, 14(11), 162–177. 

Rani, P., & Thakar, S. (2015). An Analysis of Writing Skills in English of 

Secondary Level Students from Schools Affiliated to PSEB and CBSE in Three 

Districts of Malwa Region of Punjab , India. 15(May). 

Rao, S. (2014). India ’ s Language Debates and Education of Linguistic 

Minorities. Economic and Political Weekly, 43(36), 63–69. 

http://www.jstor.org/stable/40277928 

Ricento, T. (2005). Considerations of identity in L2 learning. In Handbook of 

research in second language teaching and learning (pp. 895–910). 

Richards, L., & Morse, J. M. (2007). The Integrity of Qualitative Research. In 



Jagdeep Gill                                                                                                                            s1476451 

 

365 
 

Read me first for a user’s guide to qualitative methods (pp. 25–44). 

Richardson, R., & Kramer, E. H. (2006). Abduction as the Type of Inference 

that Characterizes the Development of a grounded theory. Qualitative 

Research, 6(4), 497–513. https://doi.org/10.1177/1468794106068019 

Riggins, S. H. (1997). The Rhetoric of Othering. In The Language and POlitics 

of Exclusion (pp. 1–30). Sage publications. 

Robson. (2002). Real world research. Blackwell. 

Robson, C. (2011). Real world research (3rd ed.). Wiley. 

Rosen, M. (2016). On voluntary servitude: False consciousness and the theory 

of ideology. John Wiley & Sons. 

Roshid, M. M., & Chowdhury, R. (2013). English language proficiency and 

employment: A case study of Bangladeshi graduates in Australian employment 

market. Mevlana International Journal of Education (MIJE), 3(1), 68–81. 

http://mije.mevlana.edu.tr/ 

Rubin, H. ., & Rubin, I. . (1995). Qualitative Interviewing The Art Of Hearing 

Data. SAGE Publications, Ltd. London UK. 

Rumbaut, R. G. (1994). The Crucible Within: Ethnic Identity, Self-Esteem, and 

Segmented Assimilation Among Children of Immigrants. International 

Migration Review, 28(4), 748–794. 

https://doi.org/10.1177/019027250707000107 

Ryan, S. (2006). The explanatory power of critical language studies: 

Linguistics with an attitude. Critical Inquiry in Language Studies, 3(1), 1–22. 

https://doi.org/10.1207/s15427595cils0301 

Sacker, A., Schoon, I., & Bartley, M. (2002). Social inequality in educational 

achievement and psychosocial adjustment throughout childhood: Magnitude 

and mechanisms. Social Science and Medicine, 55(5), 863–880. 



Jagdeep Gill                                                                                                                            s1476451 

 

366 
 

https://doi.org/10.1016/S0277-9536(01)00228-3 

Sah, Pramod K. (2020). English medium instruction in South Asian’s 

multilingual schools: unpacking the dynamics of ideological orientations, 

policy/practices, and democratic questions. International Journal of Bilingual 

Education and Bilingualism, 0(0), 1–14. 

https://doi.org/10.1080/13670050.2020.1718591 

Sah, Pramod Kumar, & Li, G. (2018). English Medium Instruction (EMI) as 

Linguistic Capital in Nepal: Promises and Realities. International Multilingual 

Research Journal, 12(2), 109–123. 

https://doi.org/10.1080/19313152.2017.1401448 

Said, E. W. (1978). Orientalism. Vintage. 

Samaranayake, S. W. (2015). Influence of English as a Powerful instrument of 

Communication in Thailand. International Journal of English and Education, 

ISSN(44), 2278–4012. 

Sandelowski, M. (1999). Focus on Qualitative Methods Time and Qualitative 

Research. Research in Nursing & Health, 22, 79–87. https://doi.org/0160-

6891/99/020177-09 

Sandhu, P. (2010). Enactments of Discursive Empowerment in Narratives of 

Medium of Education By North Indian Women a Dissertation Submitted To the 

Graduate Division of the University of Hawai ’ I At M Ā Noa in Partial Fulfilment 

of the Requirements for the Degree of Doctor. 

Sandhu, P. (2014a). The interactional and narrative construction of normative 

and resistant discourses about hindi and english. Applied Linguistics, 35(1), 

29–47. https://doi.org/10.1093/applin/ams075 

Sandhu, P. (2014b). “Who Does She Think She Is?”-Vernacular Medium and 

Failed Romance. Journal of Language Identity and Education, 13(March 

2015), 16–33. https://doi.org/10.1080/15348458.2014.864210 



Jagdeep Gill                                                                                                                            s1476451 

 

367 
 

Sandhu, P. (2015). Stylizing voices, stances, and identities related to medium 

of education in India. Multilingua, 34(2), 211–235. 

https://doi.org/10.1515/multi-2014-1012 

Santos, A., & Alex, S. (2014). Identity texts and literacy engagement in 

multilingual classrooms. 1–5. https://doi.org/10.1007/s13398-014-0173-7.2 

Santos, H. P. O., Black,  a. M., & Sandelowski, M. (2014). Timing of Translation 

in Cross-Language Qualitative Research. Qualitative Health Research, 25(1), 

134–144. https://doi.org/10.1177/1049732314549603 

Sarup, M. (1993). Post-structuralism and Postmodernism. 

Harvester/Wheatsheaf, UK. 

Saussure, F. de. (1916). Course in General Linguistics. (trans. Wade Baskin). 

London: Fontana/Collins. 

Schumann, J. H. (1976). SECOND LANGUAGE ACQUISITION: THE 

PIDGINIZATION HYPOTHESIS John H. Schumann University of California a 

t Los Angeles. 

Schumann, J. H. (1986). Research on the Acculturation model for Second 

Langugae Acquisition. TESL/Applied Linguistics. 

Schwartz, S. J., & Cote, J. E. (2002). Comparing psychological and 

sociological approaches to identity : identity status , identity capital , and the 

individualization process. Journal of Adolescence, 25(6), 571–586. 

https://doi.org/10.1006/jado.2002.0511 

Schwartz, S. J., Cote, J. E., & Arnett, J. J. (2005). Identity and Agency in 

Emerging Adulthood: Two Developmental Routes in the Individualisation 

Process. Youth & Society, 37(2), 201–229. 

Schwartz, S. J., Donnellan, B., Ravert, R. D., Luyckx, K., & Zamboanga, B. L. 

(2009). Identity Development , Personality , and Well-Being in Adolescence 



Jagdeep Gill                                                                                                                            s1476451 

 

368 
 

and Emerging Adulthood Theory , Research , and Recent Advances THE 

TRANSITION TO ADULTHOOD AND THE CONCEPT OF EMERGING 

ADULTHOOD 339 ADOLESCENCE AND EMERGING ADULTHOOD : 

DISPOSITIONS FROM. 

Schwartz, S. J., & Schwartz, S. J. (2017). The Evolution of Eriksonian and , 

Neo-Eriksonian Identity Theory and Research : A Review and Integration The 

Evolution of Eriksonian and Neo-Eriksonian Identity Theory and Research : A 

Review and Integration. 3488(January). 

https://doi.org/10.1207/S1532706XSCHWARTZ 

Sekar, J. J. (2013). What Fails English as the Dream Language of Rural India? 

Sino-US English Teaching, 10(5), 352–357. 

Sengupta, P. (2018). LANGUAGE AS IDENTITY IN COLONIAL Policies and 

Politics. Springer Singapore. 10.1007/978-981-10-6844-7 

Sergiu, B. (2010). M. Foucault’S View on Power Relations. Cogito-

Multidisciplinary Research Journal, 1(2004), 1972–1977. 

http://www.ceeol.com/aspx/getdocument.aspx?logid=5&id=3242c460b02246

96a304aac5940d750e%5Cnpapers3://publication/uuid/7DA878FB-DBD7-

41D0-B87D-4E3104693640 

Shah, S. (2000). Postmodernism/Poststructuralism: A Theoretical 

Perspective. The Lahore Journal of Economics, 5(1), 99–110. 

https://doi.org/10.35536/lje.2000.v5.i1.a6 

Shannon, S. M. (1995). The Hegemony of English : A Case Study of One 

Bilingual Classroom as a Site of Resistance. Linguistics and Education, 200, 

175–200. 

Shiang, Y. (2013). Sociolinguistic approaches to identity negotiation and 

language learning : A circumstantiality perspective on communities of practice. 

International Journal of Research Studies in Language Learning, 2(1), 49–60. 



Jagdeep Gill                                                                                                                            s1476451 

 

369 
 

Shin, S. (2013). Bilingualism in schools and society: Language,identity and 

policy. NY: Routledge. 

Sindkhedkar. (2012). Objectives of teaching and learning english in india. 

Researchers World, 3(1), 191. 

Singh. (2015). Private school effects in urban and rural India: Panel estimates 

at primary and secondary school ages. Journal of Development Economics, 

113, 16–32. https://doi.org/10.1016/j.jdeveco.2014.10.004 

Singh, A. (2017, June 2). English medium in 400 Punjab schools. The Tribune. 

https://www.tribuneindia.com/news/punjab/english-medium-in-400-punjab-

schools/416380.html 

Singh, P. (2017). Police arrests Malwa Youth Federation Leader for protesting 

against marginalisation of Punjabi language. Sikh Siyasat News. 

https://sikhsiyasat.net/2017/11/01/police-arrests-malwa-youth-federation-

leader-protesting-marginalisation-punjabi-language/ 

Singh, R., & Sarkar, S. (2015). Does teaching quality matter? Students 

learning outcome related to teaching quality in public and private primary 

schools in India. International Journal of Educational Development, 41, 153–

163. https://doi.org/10.1016/j.ijedudev.2015.02.009 

Singh, S. (2015). Trends in Financing of School Education in Punjab: Pre and 

Post Reform Period. Review Of Research, 4(6), 1–7. 

https://doi.org/10.9780/2249894X 

Singh, Sukhdev. (2006). Strength for Today and Bright Hope for Tomorrow 

Socio-economic Background , Language Attitudes , and Motivation of the 

Students Who Prefer to Pursue Post-Graduate Studies in a Language in 

Punjab. 6(June), 1–40. 

Skehan, P. (1991). Individual differences in second language learning. Studies 

in Second Language Acquisition, 275–298. 



Jagdeep Gill                                                                                                                            s1476451 

 

370 
 

https://doi.org/10.1017/S0272263100009979 

Skutnabb-Kangas, T. (2009). Linguistic genocide: Tribal education in India. 

Indian Folklore, 32, 4–6. 

Skutnabb‐Kangas, T. (2000). Linguistic genocide in education - or worldwide 

diversity and human rights? Lawrence and Erlbaum Associates. 

Skutnabb‐Kangas, T., & Toukomaa, P. (1976). Teaching Migrant Children’s 

Mother Tongue and Learning the Language of the Host Country in the Context 

of the Socio‐Cultura! Situation of the Migrant Family.: Vol. null (null (ed.)). 

Smith, M, W. (1995). Ethics in focus groups: A few concerns. Qualitative Health 

Research, 5(4), 478–486. 

Smith, L. J. (2013). Motivation and long-term language achievement: 

Understanding motivation to persist in foreign language learning. Journal of 

Chemical Information and Modeling, 53(9), 1689–1699. 

https://doi.org/10.1017/CBO9781107415324.004 

Smith, W. C., & Joshi, D. K. (2016). Public vs. private schooling as a route to 

universal basic education: A comparison of China and India. International 

Journal of Educational Development, 46, 153–165. 

https://doi.org/10.1016/j.ijedudev.2015.11.016 

Smithson, J. (2000). Using and analysing focus groups: limitations and 

possibilities. Social Research Methodology, 3(2), 103–119. 

Sonntag, S. K. (2009). “ Language Politics in Karnataka .” Sonntag 2003, 1–

18. 

Spolsky, B. (2009). Language management. Cambridge University Press. 

https://doi.org/10.1017/CBO9780511626470 

Spolsky, Bernard. (2018a). A modified and enriched theory of language policy 

(and management). Language Policy, 0123456789. 



Jagdeep Gill                                                                                                                            s1476451 

 

371 
 

https://doi.org/10.1007/s10993-018-9489-z 

Spolsky, Bernard. (2018b). Current Issues in Language Planning Language 

policy in Portuguese colonies and successor states Language policy in 

Portuguese colonies and successor states *. Current Issues in Language 

Planning, 19(1), 62–97. https://doi.org/10.1080/14664208.2017.1316564 

Srinivas, N. (2013). Could a Subaltern Manage ? Identity Work and Habitus in 

a Colonial Workplace. Organization Studies, 34(11), 1655-1674. 

https://doi.org/10.1177/0170840612467151 

Stets, J. E., & Burke, P. J. (2000). Identity Theory and Social Identity Theory. 

Social Psychology Quarterly, 63(3), 224–237. 

Stets, J. E., & Burke, P. J. (2003). A Sociological Approach to Self and Identity 

* A Sociological Approach to Self and Identity Thoughts on Social Structure. 

Handbook of Self and Identity, 128–152. 

http://wat2146.ucr.edu/papers/02a.pdf 

Stevenson, J., & Clegg, S. (2011). Possible Selves: Students Orientating 

Themselves Towards the Future through Extra Curricular Activity. British 

Educational Research Journal, 37(2), 231–246. 

https://doi.org/10.1080/01411920903540672 

Strauss, A., & Corbin, J. (2007). Basics of qualitative research: Procedures 

and techniques for developing grounded theory. (3RD ed.). SAGE 

Publications, inc. 

Stryker, S. (1968). Identity Salience and Role Performance. Journal of 

Marriage and the Family, 4, 558–564. 

Stryker, S., & Burke, P. J. (2000). The past, present, and future of an Identity 

Theory. Social Psychology Quarterly, 63(4), 284–297. 

https://doi.org/10.2307/2695840 



Jagdeep Gill                                                                                                                            s1476451 

 

372 
 

Tajfel, H. (1978). Differentiation between social groups: Studies in the social 

psychology of intergroup relations (H. Tajfel (ed.)). Academic Press. 

Tajfel, H. (1981). Human groups and social categories. Cambridge University 

Press. 

Tam, A. C. F. (2012). Teaching Chinese in Putonghua in post-colonial Hong 

Kong: problems and challenges for teachers and administrators. Language, 

Culture and Curriculum, 25(2), 103–122. 

https://doi.org/10.1080/07908318.2011.626863 

Tamim, T. (2014). The politics of languages in education: issues of access, 

social participation and inequality in the multilingual context of Pakistan. British 

Educational Research Journal, 40(2), 280–299. 

https://doi.org/10.1002/berj.3041 

Tang, W. (2005). The Discursive Formation of the Medium of Instruction (MOI) 

Policy in Hong Kong (1982-1997): A Critical Analysis Tang (Issue April). 

University of Hongkon. 

Taylor, F., Busse, V., Gagova, L., Marsden, E., & Roosken, B. (2013). Identity 

in Foreign Language Learning and Teaching: Why Listening to our Students’ 

and Teachers’ Voices Really Matters. 1–21. https://doi.org/ISBN 978-0-86355-

709-5 

Taylor, L. L., Guiora, Z., Catford, J. C., & Lane, H. L. (1969). The Role of 

Personality Variables in Second Language Behavior. Comprehensive 

Psychiatry, 10(6), 463–474. 

Taylor, P., & Bain, P. M. (2005). India calling to the far away towns: the call 

centre labour process and globalization. Work, Employment and Society, 

19(2), 261–282. https://doi.org/10.1177/0950017005053170 

Teijlingen. (2014). Semi-structured interviews. PGR Workshop. 



Jagdeep Gill                                                                                                                            s1476451 

 

373 
 

The constitution of India, 1 (1950) (testimony of The Government of India.). 

https://web.archive.org/web/20140909230437/http://lawmin.nic.in/coi/coiason

29july08.pdf 

The Government of India. (1986). NATIONAL POLICY ON EDUCATION 1986. 

The Government of India. (1992). PROGRAMME OF ACTION · Ministry of 

Human Resource Development. 

http://www.mhrd.gov.in/documents_reports?field_documents_reports_catego

ry_tid=19 

The World Bank. (2004). Resuming Punjab ’ s Prosperity: The oppurtunities 

and Challenges Ahead. 

Thomas, G. (2013a). How to do your research project: A guide for students in 

education and applied social sciences. Sage publications. 

Thomas, G. (2013b). How to do your research project. (J. Seaman (ed.); 

second). SAGE Publications, Ltd. London UK. 

Tickoo, M. (1993). When is a language worth teaching? native languages and 

english in india. Language, Culture and Curriculum. 

https://doi.org/10.1080/07908319309525153 

Tickoo, M. L. (1996). English in Asian bilingual education: From Hatred to 

Harmony a response. Journal of Multilingual and Multicultural Development, 

17(2–4), 241–247. https://doi.org/10.1080/01434639608666276 

Tikkanen, J. (2016). Concern or confidence? Adolescents’ identity capital and 

future worry in different school contexts. Journal of Adolescence, 46, 14–24. 

https://doi.org/10.1016/j.adolescence.2015.10.011 

Ting-Toomey. (2005). Identity negotiation theory. Thousand Oaks, CA: Sage. 

Tinsley, T., & Board, K. (2017). Languages for the future. 

https://doi.org/10.1007/s13398-014-0173-7.2 



Jagdeep Gill                                                                                                                            s1476451 

 

374 
 

Tollefson, J. W., & Tsui, A. B. M. (2004). Medium of instruction policies. Which 

agenda? Whose agenda? (A. B. M. Tsui (ed.); J.W. (Eds., pp. 283–294). 

Hillsdale, NJ: Lawrence Erlbaum Associates. 

Toohey, K. (2000). Learning English at school: Identity, social relations, and 

classroom practice. Multilingual Matters, 20. 

Toohey, K. (2007). Learning English at school: Identity, social relations, and 

classroom practice. Multilinguali Matters, 20(.). 

Tooley, J., Dixon, P., & Gomathi, S. V. (2007). Private schools and the 

millennium development goal of universal primary education: a census and 

comparative survey in Hyderabad, India. Oxford Review of Education, 33(5), 

539–560. https://doi.org/10.1080/03054980701425664 

Trang, T. T. T., & Baldauf, R. B. (2007). Demotivation: Understanding 

Resistance to English Language Learning - The case of Vietnamese Students. 

The Journal of Asia TEFL, 4(1), 79–105. 

http://espace.library.uq.edu.au/eserv.php?pid=UQ:23743&dsID=JnlAsiaTEFL

2007_4_1__79-105Fnl.pdf 

Trines, S. (2018). Education in India. World Education News and Reviews. 

https://wenr.wes.org/2018/09/education-in-india 

Trofimovich, P., & Turuseva, L. (2015). Ethnic Identity and Second Language 

Learning. Annual Review OfApplied Linguistics, 35, 234–252. 

https://doi.org/10.1017/S0267190514000166 

Troudi, S. (2009). The effects of English as a medium of instruction on Arabic 

as a language of science and academia. In P. Wachob (Ed.), Power in the EFL 

classroom; critical pedagogy in the Middle East. (pp. 199–216). Cambridge 

Scholars Publishing. 

Tse, L. (2000). The Effects of Ethnic Identity Formation on Bilingual 

Maintenance and Development: An Analysis of Asian American Narratives. 



Jagdeep Gill                                                                                                                            s1476451 

 

375 
 

International Journal of Bilingual Education and Bilingualism, 3(3), 185–200. 

https://doi.org/10.1080/13670050008667706 

Tsui, A. B. M., & Tollefson, J. W. (2007). Language policy and the construction 

of national cultural identity. In Language policy,culture and identity in Asian 

contexts. (pp. 1–24). Lawrence and Erlbaum Associates. 

Tsui, A. P. yung, & Ngo, H. yue. (2017). Students’ perceptions of english-

medium instruction in a Hong Kong university. Asian Englishes. 

https://doi.org/10.1080/13488678.2016.1230484 

Tully, M. (1997). English: An advantage to India? ELT Journal, 51(2), 157–

164. https://doi.org/10.1093/elt/51.2.157 

Tully, Mark. (1997). English: an advantage to India?(the English language in 

India). ELT Journal. 

Uribe-jongbloed, E. (2014). A Qualitative Methodology for Minority Language 

Media Production Research. International Journal of Qualitative Methods, 13, 

135–150. 

Ushioda, E. (2016). Language learning motivation , self and identity : current 

theoretical perspectives. 8221(April). 

https://doi.org/10.1080/09588221.2010.538701 

Vaish, V. (2008a). Language attitudes of urban disadvantaged female students 

in India: An ethnographic approach. Journal of Multilingual and Multicultural 

Development, 29(3), 198–215. https://doi.org/10.1080/01434630802147619 

Vaish, V. (2008b). Language attitudes of urban disadvantaged female students 

in India: An ethnographic approach. Journal of Multilingual and Multicultural 

Development. https://doi.org/10.1080/01434630802147619 

Van Dijk, T. A. (1989). Discourse , power and access. In Text and practices 

(pp. 84–104). Routledge. 



Jagdeep Gill                                                                                                                            s1476451 

 

376 
 

Varela, F. J. (1997). Patterns of life: Intertwining identity and cognition. Brain 

and Cognition, 34(1), 72–87. https://doi.org/10.1006/brcg.1997.0907 

Varghese, M., Morgan, B., Johnston, B., Johnson, K. A., Varghese, M., 

Morgan, B., Johnston, B., Johnson, K. A., & Johnston, B. (2016). Theorizing 

Language Teacher Identity : Three Perspectives and Beyond Theorizing 

Language Teacher Identity : Three Perspectives and Beyond. 8458(February), 

20–44. https://doi.org/10.1207/s15327701jlie0401 

Verkuyten, M. (2003). Positive and Negative Self-Esteem among Ethnic 

Minority Early Adolescents: Social and Cultural Sources and Threats. Journal 

of Youth and Adolescence, 32(4), 267–277. 

https://doi.org/10.1023/A:1023032910627 

Vignoles, V. L. (2011). Identity Motives. In Handbook of Identity Theory and 

Research. Springer Science and Business Media. https://doi.org/10.1007/978-

1-4419-7988-9 

Vignoles V.L. (2011). Identity Motives. In Schwartz S., Luyckx K., Vignoles V. 

(eds) Handbook of Identity Theory and Research. Springer, New York, NY. 

Vondracek, F. W., & Skorikov, V. B. (1997). Activity Preferences and Their 

Role in Vocational Identity Development. The Career Development Quarterly, 

45(June), 322–340. https://onlinelibrary.wiley.com/doi/pdf/10.1002/j.2161-

0045.1997.tb00537.x 

Vulli, D. (2014). English and Medium of Instruction : Dalit Discourse in Indian 

Education. Research Journal of Educational Sciences, 2(2), 1–6. www.isca.in, 

www.isca.me 

Vyas. (2012, December 10). 10+2+3‚ A Game of Numbers? India Today, 

20021002044. http://indiatoday.intoday.in/story/10+2+3-a-game-of-

numbers/1/436020.html 

Walia, P. K. (2010). Library and Information Science Education in North India 



Jagdeep Gill                                                                                                                            s1476451 

 

377 
 

LIS education in north India, trends and issues of LIS in north India. Inf. 

Technol. DESIDOC Journal of Library & Information Technology, 30(5), 9–18. 

Wang, H. (2019). Stereotyped English Language Use and Identity in Asian 

Teaching Assistants : A Poststructuralist Perspective. RELC Journal, 1, 1–15. 

https://doi.org/10.1177/0033688218815703 

Waterman, A.S. (1982). Identity development from adolescence to adulthood: 

An extension of theory and a review of research. Developmental Psychology, 

18, 342–358. 

Waterman, Alan S. (1988). Identity status theory and Erikson’s theory: 

Communalities and differences. Developmental Review, 8(2), 185–208. 

https://doi.org/10.1016/0273-2297(88)90003-2 

Weedon, C. (1987). Feminist practice and poststructuralist theory. Blackwell. 

Wei, L. (2018). Translanguaging as a Practical Theory of Language. Applied 

Linguistics, 39(1), 9–30. https://doi.org/10.1093/applin/amx039 

Weiner, B. (1972). Theories of motivation from mechanism to cognition. 

Wellard, S., & Mckenna, L. (2014). Turning tapes into text: issues surrounding 

the transcription of interviews. Contemporary Nurse, 6178(11), 180–186. 

https://doi.org/10.5172/conu.11.2-3.180 

Wells, G. (2009). The Social Context of Language and Literacy Development. 

… of Child Development and Early …. 

http://books.google.com/books?hl=en&lr=&id=eklJyJEGm3YC&oi=fnd&pg=P

A271&dq=the+social+context+of+language+and+literacy+development&ots=

9ko02H56rw&sig=Ufb6tXxcjIDSSZbVkmRz5fo31-U 

Wenger, E. (1998). Communities of practice. Learning, meaning, and identity. 

Cambridge, UK: Cambridge University Press. 

Wenger, E., McDermott, R. A., & Snyder, W. (2002). Cultivating communities 



Jagdeep Gill                                                                                                                            s1476451 

 

378 
 

of practice: A guide to managing knowledge. Boston: Harvard Business School 

Press. 

West, C. (1992). A matter of Life and death. People Management, 20–23. 

Whitbourne, S. K., Sneed, J. R., & Sayer, A. (2009). Psychosocial 

development from college through midlife: A 34-year sequential study. 

Developmental Psychology, 45(5), 1328. 

Wong, M.-Y. (2016). Teacher–student power relations as a reflection of 

multileveled intertwined interactions. British Journal of Sociology of Education, 

37(2), 248–267. https://doi.org/10.1080/01425692.2014.916600 

Wright, S. C., & Taylor, D. M. (1995). Identity and the language of the 

classroom: Investigating the impact of heritage versus second language 

instruction on personal and collective self-esteem. Journal of Educational 

Psychology, 87(2), 241–252. https://doi.org/10.1037/0022-0663.87.2.241 

Yip, D. Y., Tsang, W. K., & Cheung, S. P. (2003). Evaluation of the Effects of 

Medium of Instruction on the Science Learning of Hong Kong Secondary 

Students: Performance on the Science Achievement Test. Bilingual Research 

Journal, 27(2), 295–331. https://doi.org/10.1080/15235882.2003.10162808 

 

 

  



Jagdeep Gill                                                                                                                            s1476451 

 

379 
 

10. Appendices: 

Appendix A: Information sheet for student participants. 

 The title of my research project: What matters most is how you see yourself: 

perceptions of high school students on identity formation and language as a 

medium of instruction in the context of Punjab, India.  

My name is Jagdeep Gill, and I am a PhD student at the University of 

Edinburgh, UK. I would like you to take part in my research study. Ethics 

approval for this study has been obtained from the Moray House Ethics 

Committee (The University of Edinburgh). Before you decide to participate in 

this research, it is important for you to know why this research is being done 

and what it would involve. Please read the following information carefully and 

ask questions if anything you read is not clear, or would like more information. 

What is the purpose of this study? 

This research aims to find if there is a connection between the language used 

for learning in schools and students' identity formation (how students view 

themselves). My purpose is to explore in detail the impact of the language used 

for teaching in schools on high school students' beliefs about how they see 

themselves.  

Why have I been invited to participate in this study? 

You have been asked to take part in this research because you are a high 

school student of one of the two schools selected for this research.  

What kind of things will you ask me? 

I will ask you simple questions about the language used for learning in your 

school and your experiences related to that. I would like to tape-record what 

you say, with your permission.  

Do I have to participate? 
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The information for this study will be collected in two phases: focus group 

discussion and individual interviews. It is completely up to you to participate 

only in the focus group discussion or in both. In the focus group discussion 

participants will be asked to join for about one-hour discussion in a group of 

not more than six students. Each focus group will comprise of 9th and 10th-

grade students (age 13-15 years), with an equal gender split i.e. three boys 

and three girls. I may wish to follow up some areas of interest that arise from 

the focus group discussion in more detail. So, I may invite some participants 

to take part further in an individual interview which you are free to say no. You 

may decide to take part only in the focus group discussion. 

Even if you choose to take part, you can tell me to stop your participation at 

any point of the research. I will not use the information you have already given 

and will destroy that in front of you. 

Where would I come to participate? 

The focus group discussion and the interviews will be conducted in your school 

with the permission of your headteacher (principal). 

Who will know what I will say? 

What you say will be confidential and private. If it is ok, using your words, I will 

write some points down in my doctoral thesis. I will not use your real name. 

What will you do with the information you collect? 

The tapes and notes will be stored in a safe, lockable place and will be 

destroyed when the research is finished. The final results will be used in my 

doctoral thesis. 

If you would like to participate, please fill in the enclosed consent form, and 

return that to your headteacher. If you have any questions about this research 

project, I would be happy to answer. 



Jagdeep Gill                                                                                                                            s1476451 

 

381 
 

Jagdeep Gill 

Email: s1476451@ed.ac.uk.  

  

Appendix B: Information sheet for the headteachers and teachers. 

The title of my research project: What matters most is how you see yourself: 

perceptions of high school students on identity formation and language as a 

medium of instruction in the context of Punjab, India. 

My name is Jagdeep Gill, and I am a PhD student at the University of 

Edinburgh, UK. I would like you to take part in my research study. Ethics 

approval for this study has been obtained from the Moray House Ethics 

Committee (The University of Edinburgh). Before you decide to participate in 

this research, it is important for you to know why the research is being done 

and what it would involve for you. Please read the following information 

carefully and ask questions if anything you read is not clear, or would like more 

information. 

What is the purpose of this study? 

This research aims to find if there is a connection between the language used 

for learning in schools and students’ identity formation (how students view 

themselves). I am planning to conduct some focus groups and individual 

interviews with high school students (age 13-15 years) to explore in detail the 

impact that the language in which students are taught, has on their beliefs 

about how they see themselves. 

Participation in this research  

If you choose to participate, you will be invited for 30 to 45 minutes interview 

that will be tape-recorded. Your participation in this study will be entirely 

voluntary. If you choose to participate in this study, you can still withdraw from 
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it at any stage of the research, and the data already supplied by you will be 

destroyed in front of you. Interviews will be conducted in a quiet room allocated 

by the headteacher, in the school. Your involvement in this study will be kept 

anonymous and confidential. Your name or any other information about you 

will not be stated in the thesis of this research.  

 

 

The preservation of research data 

The tapes and the notes will be stored in a safe, lockable place and will be 

destroyed when the research is finished. I would like to assure you again that 

you will not be identified in any publication emerging from this research even 

after the completion of my PhD.  

I hope that you will agree to take part in this research. If you would like to 

participate, please fill in the enclosed consent form, and return it to the 

headteacher. If you need any further information or there are any other 

questions you would like to ask, please contact me.  

Jagdeep Gill  

Email: s1476451@ed.ac.uk 
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Appendix C: Participant Consent Form 

The title of my research project: What matters most is how you see yourself: 

perceptions of high school students on identity formation and language as a 

medium of instruction in the context of Punjab, India. 

Please read the statements below and tick the box next to each if you agree 

with it. 

I have been given enough information about this research.   

 

I give permission to the researcher to record what I say. 

 

It has been explained to me how the information I give will be used. 

 

I understand that my participation is voluntary and I can leave at any time and 

do not have to answer a question if I don’t want to.  

I understand that if I withdraw at any stage of the research, the data already 

supplied by me will be destroyed in front of me. 

 

I give permission for what I say to be included in the research report, but 

understand that my name will not be mentioned. 

 

I agree to take part in this research. 
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....................................          ..................                         ............................ 

Name of the participant           Date                                 Signature 

.....................................        ....................                        .............................. 

Name of the researcher          Date                                        Signature
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Appendix D: Information sheet and parental consent. 

 

The title of my research project: “What matters most is how you see 

yourself”: perceptions of high school students on identity formation and 

language as a medium of instruction in the context of Punjab, India. 

My name is Jagdeep Gill, and I am a PhD student at the University of 

Edinburgh, UK. I am doing research in your child’s school and would like to 

invite your child to participate in this study. Ethics approval for this study has 

been obtained from the Moray House Ethics Committee (The University of 

Edinburgh). Before you agree for your child to participate in this research, it is 

important for you to know why the research is being done and what it would 

involve.  Please read the following information carefully and ask questions if 

anything you read is not clear, or would like more information. 

What is the purpose of this study? 

The aim of this study is to find if there is a connection between the language 

used for learning in schools and students' identity formation (how students 

view themselves). My purpose is to explore in detail the impact of the language 

used for teaching in schools on high school students' beliefs about how they 

see themselves.  

Participation in this research  

If you agree, your child will be invited for a focus group discussion followed by 

a 30 to 45 minutes interview that will be tape-recorded, with your child’s 

permission.  Participation in this study will be entirely voluntary. Your child can 

withdraw at any stage of the research, and the data already supplied by 

him/her will be destroyed in front of them. Your child’s involvement in this study 

will be kept confidential.  

The preservation of research data 
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The information gathered from this research will be used in my doctoral thesis. 

The tapes and notes will be stored in a safe, lockable place and will be 

destroyed when the research is finished.  

I hope that you will agree for your child to take part in this research. Please fill 

in the attached consent form and return it to the headteacher. If you need any 

further information or there are any other questions you would like to ask, 

please contact me or your child’s headteacher (Principal).  

Jagdeep Gill  

Email: s1476451@ed.ac.uk 

 

Thank you for reading this information sheet. 

 

 

                                          Consent Form 

 

I have read the Letter of Information. All questions have been answered to my 

satisfaction. I agree that my child may participate in this study.  

Name of child (please print):                  ............................................... 

Name of parent/guardian                       ............................................... 

Signature:                                              ................................................ 

Date:                                                      ............................................... 
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Appendix E: Statement for Interview Consent (provided and collected after the 

focus group). 

Would you be willing to participate in the second phase of this research 

involving 30 to 45 minutes interview?  

 

Yes.............                              No............. 

 

If ‘Yes’, please write your contact details here: 

 

Name: ................................. 

Contact number (Mobile/ Landline) ________________________ 

Email address__________________________________________  
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Appendix F: Focus group tasks. 

Task 1.  Complete and discuss the following statements with a partner. 

Language background. 

1. I speak ............. language at school. 

2. I am expected to speak ................. language at school.  

3. I speak in ................language at home. 

4. I began learning English in school/at home. 

5. I began learning English at the age of: 

o 1-5 years   

o 6-12 years  

o 13-15 years. 

6. I rate my English speaking as: 

o Good  

o Very good  

o Not very good  

7. How often do you speak English in school? 

o All the time 

o Very often 

o Sometimes 

o Rarely 

o Not at all. 

 

 

Beliefs about learning in the English and Punjabi language.   

1. I view the people who speak English as:  

o Intelligent  

o Confident 

o Rich 

o Successful              
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o Other..........   

2. I feel more comfortable in social groups that are mostly composed of 

............. language speaking people because …….... 

3. Learning in English is important for me because ............ 

4. Learning in Punjabi is important for me because ............. 

5. My parents want me to learn all the subjects in English because ........... 

6. My parents want me to learn all the subjects in Punjabi because 

............. 

7. If given a choice, I would like to learn all the school subjects in ............. 

language because ................ 

8. I want to speak English fluently because............. 

 

 

 

English in everyday life. 

1. I need to learn English to be able to: 

o Read medical prescriptions  

o Medicine labels  

o Fill official forms  

o Study and travel abroad (tick all that apply) 

o Other............ 

2. When I think about my future it is important that I study in .................. 

language because…………. 

3. I feel confident enough to choose to study at the college/university 

where all courses/subjects are taught in .................. language because 

………. 

4. I would like to become a/an ................... (profession). 

5. I think the most important skill/s for my desired profession is/are 

..................... 
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Task 2: To what extent do you agree and disagree with the following 

statements. 

Beliefs about the language to be used to 

learn in school 

Agree Disagree Not sure 

Learning in the mother tongue should be 

given more importance than the learning in 

English in schools. 

   

English should be the language for learning 

in all the schools in Punjab, India. 

   

Punjabi should be the language for learning 

in all the schools in Punjab, India. 

   

Learning in the English language creates 

equal opportunities for everyone in the 

competitive world. 

   

English language used in teaching in some 

schools in Punjab brings class differences 

among people. 

   

I must study in English to be successful in 

my future career. 

   

Learning in English is important to me 

because it will bring more respect to me and 

my family. 

   

A person who can speak English is viewed 

as an educated and intelligent person. 

   

People who know English are rich.    

Learning in English can help students get a 

good job in future. 
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Learning in Punjabi can help students get a 

good job in future. 

   

English provides chances for overseas 

(foreign) education. 

   

I am often told by my parents that English is 

important for my future. 

   

English is the most suitable language for 

the study of science, medical, technology, 

and commerce. 
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Appendix G: Topic sets and Interview questions for the headteachers. 

Topic sets: 

Demographic questions: languages known, years of work, language educated 

in 

Language as MOI in the school 

Implementation of language policy in the school 

Guidelines for the teachers  

School curriculum  

The importance given to the English language 

Authorisation to amend and interpret the education board rules 

Importance of English and Punjabi languages in students’ daily lives 

Opportunities for students learning in EM or PM school 

Comparisons between EM and PM school students 

Parents’ attitude towards students learning in EM or PM school 

Societal discourses about students learning in EM or PM school 

 

Interview questions: 

Personal profile: 

Name of the headteacher. 

Name of the school 

The number of years of work experience. 

What languages can you speak? 

Language practice in school 

1. What language is used as a medium of instruction in this (your) school?  
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2. Who decides which language should be used as a medium of 

instruction in the school?  

3. How has this been implemented/carried out in this school?  When and 

how is English used at your school?   (Amount of time, tasks, school 

language policy) 

 

Students’ exposure to English 

4. What language does student use inside and outside the classroom, and 

why? 

5. In which language most of the academic resources to teach students 

are available in this school? For example, library books, audio-visual 

aids, etc. 

6. Do the students take private lessons in English or Punjabi other than at 

school? if yes, why? 

Attitude towards English and EMI: 

7. What language do you think is more important to be used as a medium 

of instruction in schools in Punjab, and why? 

8. How important do you think the English medium of instruction in schools 

in Punjab is, and why? 

9. At what stage of learning do you think students need to be taught in 

English? 

10. Does the difference based on the language used as a medium of 

instruction foster social inequality and contribute to the reproduction of 

elite? 

11. In general, what role does English play in a person’s everyday life in 

Punjab? 

EMI and the students’ access to opportunities. 

12. To what extent do you think the language used as a medium of 

instruction in school could impact students’ future hopes and 

aspirations? 
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13. To what extent do you think that learning all school subjects in English 

could help raise the students’ chances of employment in future?  

14. To what extent do you think that studying all school subjects in Punjabi 

could affect students’ chances of employment in future? 

15. What problems a student might face if Punjabi is used as a medium of 

instruction in school and English as a medium of instruction in further 

studies in college/university? (Anxiety in speaking English, feeling of 

empowerment/disempowerment, positioning). 

16. How would you rate the students’ preparation in English in this school? 

Is it adequate for dealing with English in college/university? 

17. Do you see the English medium of instruction as a barrier or opportunity 

for successful learning? 

18. Do you see the English medium of instruction as a barrier or opportunity 

for successful learning? 

Are there any other comments in this area that you would like to add? 
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Appendix H: Topic sets and interview questions for the teachers. 

Topic sets: 

Bio data: languages they speak, years of teaching, the language in which they 

learned at school. 

Views on MOI in the school 

Language syllabus 

The language used in student-teacher interaction 

Students’ exposure to and understanding of English 

Students’ linguistic skills 

Students’ communication initiatives in the class 

Pedagogical practices 

Importance of English and Punjabi language in students’ daily lives  

Impact of learning in EM or PM on students’ future lives in higher education 

and employment 

Social perspective and societal discourses about students learning in EM or 

PM school 

 

Interview questions: 

Personal profile: 

Name of the teacher 

Name of the school 

The number of years of work experience 

Languages they can speak 

Students’ exposure to English 

1. In which language do you teach in class and why? 
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2. In what language do you interact with students inside and outside the 

classroom and why? 

3. In what language/s do the pupils interact with each other inside and 

outside the classroom? Why? 

4. Do the students take private lessons in any language subjects, for 

example, English or Punjabi other than at school? Why? 

5. In general, what role does English play in a person’s everyday life in 

Punjab? (When do you think one needs to read or interact in English in 

daily lives?) 

Attitude towards English: 

6. Do you encourage usage of English among the students? Why/why not? 

7. How important do you think the English medium of instruction in schools 

in Punjab is, and why? 

8. How important do you think Punjabi medium of instruction in schools in 

Punjab is, and why? 

9. At what stage of learning do you think students need to be taught in 

English, and why? 

10. What beliefs do you think students have about learning in or not learning 

in English in their schools? (students’ beliefs)  

Students’ access to opportunities. 

11. To what extent do you think the language used as a medium of instruction 

in school could impact students’ future hopes and aspirations? 

12. To what extent do you think that studying all school subjects in English 

could help raise the students’ chances of employment in future?  

13. To what extent do you think that studying all school subjects in Punjabi 

could affect students’ chances of employment in future? 

14. What problems a student might face if Punjabi is used as a medium of 

instruction in school and English as a medium of instruction in further 

studies in college/university? (Anxiety in speaking English, feeling of 

empowerment/disempowerment, positioning). 
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15. How would you rate the students’ preparation in English in this school? Is 

it adequate for dealing with English in college/university? 

16. What other benefits and challenges students might experience because 

of the language used as a medium of instruction in this school?  

17. Do you think using English as the language of instruction affects the 

students’ identity in general? 

18.  What are the effects of using Punjabi as a language of instruction on 

students’ identity formation? 

 

 

Are there any other comments in this area that you would like to add? 
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Appendix I: Topic sets and interview questions for the students. 

Topic sets: 

Their personal beliefs and experiences of their MOI language 

Correlation between language as a MOI and identity 

Attitude towards the MOI language 

What they like and dislike about the language 

Exposure to English 

Importance of English and Punjabi languages in their daily lives 

English for their future selves 

EMI and students’ access to opportunities 

Difficulties they may face due to learning in EM or PM school in their future 

professional career and life experience 

 

General questions about the language usage. 

1. What languages can you speak? 

2. Which language do you like more-English or Punjabi and why? 

3. How do you evaluate your English? For example- good, not very good, 

fluent- etc. 

4. What language is used in your school for teaching?  

 

Students’ exposure to English. 

5. How long have you been using English in speaking? (from which grade 

or year) 

6. Do you use English outside the classroom? (watching TV, reading 

newspapers) When?  

7. How would you rate your high school preparation in English? is it 

enough for dealing with English in the college/university 
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8. What are other ways you use to learn English outside school?  

9. When do you need to read English in your daily life? 

 

Attitude towards English and Punjabi language.  

 

10. How important do you think English is in your life?  

11. How important do you think Punjabi is in your life? 

12. If you could choose, what language would you choose as your language 

for learning in school and why? 

13. How do you feel being taught or not taught in English in your school? 

14. How do your parents feel about you learning or not learning in English 

in your school? 

Learning in English or Punjabi and students’ access to opportunities. 

15. Do you have difficulty speaking in English? How do you overcome this? 

Can you give me specific examples showing your struggles with 

English, if any? 

16. What profession do you aim to enter in the future? Why? 

17. How will English/Punjabi medium of learning help you in your future 

profession and general life? 

18. What difficulties do you think English/Punjabi medium of learning might 

bring to your future profession and general life? 

19. What problems you might face if the language used in college will be 

different from the language being used for teaching in your school? 

20. Is there anything else you would like to add about the language used 

for learning in your school and its impact on you? (personally, socially, 

your hopes for future) 
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Appendix K: Example of the interview transcript coding. 
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Appendix L: Example of Focus group Transcript and coding 
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