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Abstract

Multilingual Identity Construction among High School Students in Uzbekistan
The growing significance of English as a global lingua franca has enabled individuals to
engage with different cultures and perspectives, developing flexible, multilingual identities
(Benzehaf, 2021). Although Uzbekistan is a multilingual country where Uzbek, Russian, and
English are integral to daily life, research on how this multilingual nature and linguistic
experiences shape identity is limited. This qualitative phenomenological study explores how
multilingual English learners perceive and engage with their linguistic repertoires within a
globalized and multilingual environment. Using the multi-theoretical framework proposed by
Fisher et al. (2018), this study examines students’ multilingual identity construction through
sociocultural, psychosocial, and poststructuralist perspectives. Based on semi-structured
interviews with 12 students—eight from Presidential Schools and four from a Kazakh-
medium mainstream school in Uzbekistan—the findings showed that English dominates
STEAM instruction and is considered an essential tool for academic and career growth. In
contrast, Uzbek, Kazakh or Tajik, the native languages of the interviewed participants,
remain fundamental in familial and emotional aspects. Therefore, students reported engaging
in pragmatic multilingualism, strategically using English to develop personally and
professionally while attempting to preserve their heritage languages. The study also has three
key findings: translanguaging, maintaining heritage languages, and using English as a
psychological space for self-reflection. Informed by the findings, the following implications
and recommendations are given: (1) developing and promoting high-quality educational
content in students’ native languages, (2) implementing translanguaging practices, and (3)
integrating critical language awareness into curricula. This study contributes to the growing
literature on identity, language practices among youth, and the role of English in social and

professional advancement.
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Anaarna
O30eKCTaHABIK KOFAPBI CHIHBIN OKYIIBLIAPbIHBIH KONTUIAI TYJIFa peTinaa
KAJIBINTACYBI

AFBUIIIBIH TUTIHIH >kahaHABIK JIMHTBA (PpaHKa peTiHIeT1 MaHbI3bI KYH CaiibIH apTa TYCY/E.
By Tin opTypai MojeHUETTEP MEH KO3KapacTapbl TaHYFa MYMKIHIIK OepyMeH KaTap,
HKeM/Ii JKoHE KONITLUII TYJIFa peTiHIe KaJblITacyra J1a skaraaii skacaiiasl (bensexad, 2021).
O30ekcTaH—630€eK, OPBIC KOHE aFbUIIIBIH TUIIEP] KCHIHEH KOJIIaHbLIAThIH KOITLII1
MEMIJIEKET. AJtaiiia KONTUIIUTIKTIH )KeKe TYJIFaHbIH KaJbIITaCybIHA dCEPi TYPalibl FBUIBIMU
3epTTeysep canbl mekTeyni. Ockl canasbl ((eHOMEHOJIOTHSIIBIK 3epTTeY KONTLIAI MEHrepreH
OKYIIBUIAP TUIIIK perepTyapiiapblH KaHIal jkaraaiiap/a skoHe KaHai MakcaTTa
KOJIIaHaThIHBIH, COH/IAM-aK OYJI TOKIpHOE OJlapAbIH KONTUIAl TYJIFa PETiHAe KAIbIITaCyblHA
KaJail bIKIan eTeyiH 3epTreyre OarbiTTanran. Oumiep xxoHe 1.6. (2018) ycbiHran
KOITEOPHUSIIBIK KYPBUIbIM HET131HAe OYJ1 3epTTey OKYIIBUIAPABIH KONTLIII OOJIMBICHIH
COLIMOMOJICHHU, TICUXO0JJIEYMETTIK JK9HE TOCTKYPBUIBIMIBIK KO3KapacTaphbl apKbLIbI
KapacTbIpaibl. 3epTTey Kalmbl 12 OKYIIBIHBI KAMTBIFAH KapThUlail KYpbUIbIMAAIFaH
cyx0OatTapra HeTi3elN/Ii: oJap/blH cerizi—O30ekcTanaarsl [Ipe3nieHTTik MEeKTenTepIeH, al
TepTeyl—Ka3ak TiIiH/e Ol1iM OepeTiH MEKTEeNTEH 1pIKTENIN ajablHAbL. AJBIHFAH HOTHXETep
arpuTinbIH TUTHIH STEAM noHAepiH OKBITY/1a )KETEKII1 POJI aTKapaThIHBIH JKOHE OKYIIbIIap
OyJ1 TiN/I1 aKkaIeMUSUIBIK 9pi KociOu 1aMy Kypabl peTiH/ie naijalaHaTbIHBIH KOPCETTI.
ConbIMeH Katap, 3epTTey OapbhIChIHAA OKYIIBUIAPABIH aHa TIJAEpl, SIFHU 030€K, Ka3aK HeMece
TOXKIK TUIIEpi, KoOiHEce 0TOACKUIBIK KapbhIM-KaThIHAC MT€H IMOIMSIIBIK JKaFaainapaa
KOJIIaHBUIATBIHBI aHBIKTAIbI. OChLUIaiIa, OKYIIBUIAP «ITParMaTHKAIBIK KOMTIIUTIK
CTpaTETUsIChIH KOJIJaHa OTBIPHII, aFbUIIIBIH TUTIH JJaMy KYpaJlbl peTiHAe THIMII Mai1aIaHbll,
03 aHa TUIIEPIH caKTayFa YMTbUIAbI. 3epTTey OapbIChIHAA YII HETi3ri OeiMaeny

CTpaTerusichbl aHBIKTAABL: (1) TpaHCIMHTBU3M/II KOJIIaHy, (2) aHa TiJIiH caHajbl TYPAE



cakTay, skoHe (3) aFbUIIIBIH TUTIH O XKYTIPTY MEH O31HIK PeQIICKCHs )Kacay KEHICTIT1
peTiHe naiganany. 3epTTey HOTHXKEEpl HeT131H/Ie Keleci MPaKTUKANIBIK JKOHE
MeIarOTUKAJIBIK YChIHBICTAp TYKbIpbIMaasbl: (1) oKyibuIap/IbIiH aHa TUTACPIiH/IE camnasibl api
Ma3MYHJIbl OKY MaTepHaJIapbIH d3ipJIerl, oJiap bl OKYy OarmapiaMachiHa eHrisy; (2)
TPAHCIMHTBU3M TOKIPUOEIIEPIH OKY YIIepiCiHe XKYy#em Typae eHrizy; (3) Tiire 1ereH ChIHHA
KO3KapacThl JaMbITYFa OarbITTalIFaH Ma3MYH/IbI OKY OarnapiamMackiHa Kocy. by zeprrey
YKacTapIbIH TULMIK ToXIprOenepi MeH KONTII TYIFa PETiHAC KAIBIIITACy €PeKIIeTIKTEPiH
CUNATTal OTHIPHII, aFBUIIIBIH TUTIHIH QJIEYMETTIK JKOHE KOCI0M 1aMy >KOJIBIHAAFBI POJIiHE
KATBICTBI FBUIBIMH 9ICOMETKE 3 YJICCIH KOCA/IbI.

Tytiin co30ep: TINAIK TOKipuOeEaep, KONTUIAI O0IMBIC, TUHTBA (hpaHKa,

MparMaTUKaJIbIK KONTIAUIIK, T casgcaThl, TUINE ChIH KO30eH Kapay
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AHHOTALUA
®opMuUpOBaHUE MHOTOSI3bIYHON HIEHTHYHOCTH CPeIH CTAPIIEKJIACCHUKOB B
Y30ekucrane

BospacTaromiast 3HaUMMOCTb aHIJIMICKOTO fA3bIKA KaK IJ100aIbHOM JIMHTBA ()paHKa MMO3BOJISET
JIIOJIIM B3aUMO/ICHCTBOBATH C PA3IMYHBIMU KYJIbTYpaMu U MEPCIEKTUBAMU, CIIOCOOCTBYS
dhopmupoBanuio THOKOW 1 MHOTOsI3bIYHON MaeHTHYHOCTH (benzexad, 2021). HecmoTpst Ha
TO 4TO Y30€KHCTaH SABJSETCS MHOTOSI3bIYHON CTPAHOM, T/I€ Y30€KCKUH, PYCCKUIN 1
AQHTTIUICKUHN S3bIKM aKTUBHO HMCIIOJIBb3YIOTCS B TOBCEAHEBHOM )KU3HU, BIUSHUE SI3bIKOBOTO
OTbITa Ha (HOPMHUPOBAHKE UCHTHUYHOCTH MO-TIPEKHEMY OCTAETCsI HEJOCTATOYHO U3YUYEHHOM
obnacTeio. /lanHHOE KauecTBeHHOE (PEHOMEHOJIOIMUECKOE HCCIIeI0BaHNE HAIPABIEHO Ha
M3Y4YE€HHE TOTO0, KaK yJallluecs, H3y4Jaroliue aHIIMICKIH S3bIK B MHOTOSI3BIYHON Cpe/Ie,
BOCIPUHUMAIOT U UCTOJB3YIOT CBOU SI3BIKOBBIE PECYPCHI B YCIOBUSAX Iiobanu3anuu. B
KaueCTBE TEOPETUYECKON OCHOBBI UCTIOIb3YETCS MHOTOACTIEKTHAS MO/JIEINb, TPEII0KEHHAs
@umepom u z1p. (2018), BKiIroyaromias COUUOKYIbTYPHBIE, IICUXOCOLUATIBHBIE U
MOCTCTPYKTYpaIUCTCKUE MOoAX0 bl MccnenoBanue onupaercs Ha JaHHbIE
MOJYCTPYKTYPUPOBAHHBIX MHTEPBbIO € 12 ydarmumucs—-aocbMbio U3 [Ipe3suieHTCKUX KO
U Y4eTBIpbMs U3 00111e00pa30BaTENBbHOM HIKOJIBI C Ka3aXCKUM SI3bIKOM 00y4YeHUs B
V36ekucrane. Pe3ynbraTsl MOKa3aiau, YTO AaHIVIMHCKU S3bIK JOMUHHUPYET B NPETOAaBaHUU
STEAM-uctuniavH 1 BOCOPUHUMAETCS KaK BXKHEHIINN MHCTPYMEHT JJIS aKaJIeMHUYECKOro
U IpOo(eCCUOHANBHOTO pa3BUTH. B TO ke BpeMs poAHbIe A3bIKU CTYIEHTOB—Y30eKCKUil,
Ka3aXCKUH U TaJKUKCKUH—TIIPOIOIDKAIOT UTPATh BAXKHYIO POJIb B KOHTEKCTE CEMEWHBIX U
SMOLMOHAIBHBIX B3aUMOJIEHCTBUI. B TakuX ycIOBHSAX ydaliuecss OCO3HAHHO MPAKTHKYIOT
MparMaTu4eckoe MHOTOSI3bIYME: UCIOIB3YIOT aHTIIMMCKUN S3BIK JUTSl TMYHOTO U
po¢heCCHOHATIBHOTO POCTa, IPH 3TOM CTapasiCh COXPAHUTh POJHBIE SI3bIKH. B MccaenoBanun

BBIJCJICHBI TPU KIIFOYCBBIC CTPATCIUU adallTalluun: (1) HCIIOJIb30BAHWEC TPAHCIUHIBU3MA JJIS1
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CMBICIIOBOTO TIEpEX0/ia MEXIY SA3bIKaMH, (2) 0OCO3HAHHOE COXPAaHEHHE POJTHOTO s3bIKa U (3)
MPUMEHEHHE aHTIIMACKOTO SI3bIKa JIUIsl BHYTpeHHeH peduexcun. Ha ocHOBaHWY MOITydeHHBIX
JTAHHBIX BBIJCIICHBI TPU HAIIPABIICHHS MeAarornueckoi npaktuku: (1) odecneueHue
YUAIIUXCSl KAaUECTBEHHBIMU Y4eOHBIMU MaTepHajaMy Ha UX POJHBIX sI3bIKaX; (2) HHTErparus
TPAaHCIIMHI'BU3MA B 00pa30BaTeNbHBIN Tporiece; (3) pa3BUTHE KPUTHUYECKOTO SI3BIKOBOTO
MBIIUICHHS IOCPEJICTBOM YUEOHBIX KypcOB. Pe3ynbTaThl HccieqoBaHusl BHOCSAT 3HAUYUMBIH
BKJIQ/I B PACHIMPEHHUE HAYYHBIX TPEACTABICHUN O (POPMHUPOBAHUY S3BIKOBOW UICHTUYHOCTH,
0COOEHHOCTSIX MHOTOSI3BIUMS CPEIA MOJIOAEKU M (DYHKIIMOHUPOBAHUU QHTIIMHCKOTO SI3bIKA
KaK MHCTPYMEHTA COIUAIBHOTO ¥ MPO(ECCHOHATLHOTO TPOIBUKCHUS.

Kniouesvie cnosa: si3bIKOBbIC IPAKTUKH, MHOTOSI3bIYHAS] UJICHTUYHOCTb, JIMHI'BA

(bpaHKa, MparMaTHYeCcKOe MHOTOSI3bIYHE, SI3BIKOBAs MOJIMTUKA, KPUTHUECKOE OCO3HAHUE

SA3bIKa
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Chapter 1: Introduction

This chapter presents the study’s focus on multilingual identity formation among
high school students in Uzbekistan. It outlines the research problem, purpose, and
questions, highlighting the significance of exploring how students navigate and integrate
multiple languages within a multilingual context. The chapter concludes by detailing the
researcher’s rationale for conducting the study, including its potential to inform language
policy and pedagogical practice.
1.1 Background Information

Uzbekistan, one of the highly populous countries in Central Asia and home to over
130 ethnic groups, faces the ongoing challenge of balancing its postcolonial legacy, global
integration, and national identity formation. Its ethnic composition includes a majority of
Uzbeks (80%), followed by Russians (5.5%), Tajiks (3%), Karakalpaks (2.5%), Kazakhs
(2%), and other minority groups (2.5%) (World Population Review, 2025). As part of its
derussification efforts to assert linguistic and cultural sovereignty (Pavlenko, 2008), the
Uzbek government enacted the On Official Language law on October 21, 1989,
designating Uzbek as the sole official language and mandating the replacement of Cyrillic
with the Latin script to strengthen a distinct national identity (Djuraeva, 2022).
Nevertheless, although Russian does not hold an official status, it continues to serve as a
lingua franca for interethnic communication and is spoken by approximately 55% of the
population (Rossotrudnichestvo, 2023). Meanwhile, English has emerged as a key
language of globalization and modernization and has been institutionalized in schools as a
compulsory foreign language (Hasanova, 2016).

Although Uzbek is the official titular language, Uzbekistan’s education system is
shaped by the country’s multilingual reality. Instruction is delivered in seven languages

across over 10,000 schools: Uzbek, Karakalpak, Russian, Tajik, Kazakh, Turkmen, and



Kyrgyz (Karimov, 2025). In response to linguistic diversity, the Ministry of Public
Education in Uzbekistan has implemented a mother-tongue-based multilingual education
model, allowing students to start their education in their native language before
transitioning to additional languages. This approach facilitates foundational literacy and
promotes inclusion among students. Notably, Russian is the second most widely used
language of instruction after Uzbek, with the number of schools offering education in
Russian has grown to 836 (Kayumov & Abdulkhakimova, 2022). Its continued influence is
due to its role in higher education, where 25-30% of graduates opt for Russian-medium
programs to gain enhanced academic and professional opportunities, including access to
quotas at Russian universities or branches of international institutions (Kiselyov, 2024).
Concurrently, over the past decade, the role of English has considerably grown in
Uzbekistan’s education system. This growth is consistent with the global patterns in other
non-Anglophone countries, where increasing English instruction reflects its socioeconomic
value, including opportunity expansion, international competitiveness, and modernization
(Jenkins & Panero, 2024; Phillipson, 2018). Building on this global rationale, Uzbekistan
has institutionalized this approach through enacting concrete policy measures. The
government’s legislative framework states that foreign language education leads to the
nation’s international integration, providing entry “into the world community and [the
ability to] communicate effectively on a global scale” (Valiyeva, 2019, p. 214). Some
examples of the implementation strategies include the following measures: (1)
incentivizing teacher qualifications through salary supplements if they have at least CEFR
B2 certification; (2) making B2-level English proficiency, verified by international
certificates, mandatory for university admissions; and (3) establishing 14 specialized

Presidential schools in each region that offer English-medium instruction under direct



presidential mandate. Together, these initiatives represent a comprehensive, multi-level
strategy to position English as a facilitator of educational and economic transformation.

Although multilingual education policies in Uzbekistan, which include a strong
strategic emphasis on English acquisition, are implemented to promote educational
advancement and economic modernization, they also complicate identity negotiations for
students. From sociocultural perspectives, identity is understood as relational, mediated,
and contextually situated, while poststructuralist theories conceptualize it as dynamic,
shifting, and multiple. These theories view identity as a “default epistemological stance”
(Block, 2006, p. 34). In this context, language is a fundamental element in mediating this
process, which allows individuals to navigate cultural boundaries and “become flexible
global citizens with multiple identities” (Benzehaf, 2021, p. 1145). Therefore, the concepts
central to this present study, elaborating on the relationship between languages, identity,
and multilingual identity construction, will be discussed in detail in the following chapter.

Given the multilingual nature of schools and the broader sociolinguistic context in
Uzbekistan, students’ identities are shaped by educational institutions. As Hamid and
Jahan (2015) note, identity is influenced by language, with education being a key
environment for its construction. Language classrooms are dynamic spaces where students
reshape and negotiate their identities (Fisher et al., 2018). In these contexts, identities and
beliefs are constantly co-constructed and transformed through language (Kramsch &
Zhang, 2018) because identity is not innate or fixed; it evolves continuously, based on
environmental and linguistic experiences (Norton, 2013).

Complementing the understanding of identity formation in educational settings, the
concept of linguistic identity is further explained by theories that discuss in-depth students’
attitudes toward the languages they acquire. According to Norton (2013), three interrelated

theoretical constructs come into existence through the learner’s imaginative ability: the



concept of investment (Bourdieu, 1991) in language learning to access both material and
symbolic resources; imagined identities, which represent learners’ aspirations for their
future selves; and imagined communities, reflecting the social affiliations learners desire to
be part of. Dérnyei and Ushioda (2009) further expand on this model, explaining how
learner investment and motivation contribute to identity transformation and influence
power dynamics in classroom interactions. Kramsch (2009) develops this idea by
analyzing the dual symbolic nature of language, which serves as a system to represent
social reality and a medium for personal meaning-making. This duality creates tension
between the need for social integration and the desire for individual expression, resulting
in emotional responses that shape identity development.

For multilingual individuals, this process of identity negotiation brings agency in
language choice, where they can select a language that promotes more meaningful self-
expression (Pavlenko, 2014). However, Kramsch and Huffmaster (2015) argue that
navigating the intersectional space between multiple languages involves the emotional and
cognitive complexities of multilingual identity. In multilingual environments like
Uzbekistan, where students frequently shift between multiple languages across academic,
social, and personal contexts, these theories become particularly salient. Considering
Uzbekistani students’ linguistic diversity, it is essential to incorporate multilingual identity
into intercultural understanding. This approach encourages critical reflection on students’
linguistic repertoires and improves engagement with diverse cultural perspectives
(Fielding, 2021).

1.2 Problem Statement

Multilingual identity is a complex construct, formed through the interaction of

multiple languages in a learner’s social and educational life. In Uzbekistan, as already

outlined, Uzbek, Russian, and English are typically part of most students’ everyday



linguistic practices. They often navigate between their native languages and a postcolonial
language. In addition, English has increasingly become a part of their lives, raising
important questions about language ownership and its influence on students’ sense of
identity and belonging.

The lack of local insight on the matter of multilingual identity development poses
three main challenges. First, it can cause a misalignment between national language
policies and students’ lived experiences, which may lead to disengagement or resistance to
language learning, especially when students perceive their native languages as undervalued
(Djuraeva, 2022; Norton, 2013). Second, many students may face identity fragmentation,
as they attempt to reconcile the symbolic roles attached to Uzbek, Russian, and English
without sufficient institutional support for navigating these tensions (Kramsch, 2009;
Pavlenko, 2014). Finally, the lack of teacher awareness about students’ multilingual
identity emergence can lead to overlooking the emotional and cultural dimensions of
language learning, thereby limiting the effectiveness of English-medium instruction (EMI)
programs (Ddrnyei & Ushioda, 2009). These challenges can cause disengagement among
students and disrupt psychological well-being, which can hinder an inclusive and
culturally responsive environment.

While significant research has been conducted on multilingualism policies and
their outcomes within the Kazakhstani context (Smagulova, 2016; Suleimenova et al.,
2021; Wheeler, 2017; Yeskeldiyeva, 2015; Zharkynbekova et al., 2025), studies focusing
on the Uzbekistani context (Djuraeva, 2022; Nakamura, 2025; Isaeva et al., 2018; Zhao,
2022), particularly those examining the impact of multilingual environments on the
development of students’ identities, remain scarce. Specifically, there is a research gap on

how high school students in Uzbekistan integrate their multilingual identities within EMI



classrooms, where linguistic choices represent negotiations between national identity, post-
Soviet influences, and imagined selves.

This research gap is significant because of the dynamic and evolving nature of
identity construction in response to Uzbekistan’s shifting sociopolitical and educational
landscape. Uzbekistan’s recent language education reforms, including the promotion of
mother tongue-based multilingual instruction and the proliferation of elite English-medium
schools (Yuldashev, 2025), require a new scholarly perspective on how students
experience and respond to these ongoing changes. Therefore, by studying students’ lived
experiences through sociocultural, psychosocial, and poststructuralist lenses, the present
study aims to address the aforementioned research gaps and provide insights with

implications for educational policy in Uzbekistan and beyond.

1.3 Purpose of the Study

The purpose of this study is to explore how high school students in Uzbekistan,
those enrolled in EMI programs and those who speak multiple languages, develop and
construct their identities as multilingual individuals. Furthermore, the study aims to
explain how these language practices contribute to the emergence of multilingual identity
in students. It also seeks to explore how students engage and integrate multiple languages

academically and socially.

1.4 Research Questions
To achieve the purpose of this study, the following research questions were
developed:
1. How do high school students in Uzbekistan navigate the use of multiple languages
in their academic and everyday social lives?
2. How does engaging with multiple languages in Uzbekistan affect students’

psychological well-being, behavior, and identity formation?



3. What role do imagined communities and imagined identities play in developing

students’ multilingual identities in Uzbekistan?

1.5 Significance of the Study

This qualitative study has potential implications for students, educators, and
policymakers in Uzbekistan’s education system and in other multilingual contexts
globally. As one of the first in-depth empirical studies on how school students manage and
apply multiple languages in both academic and social contexts, the present study can
contribute to the existing literature by: (a) raising awareness among students about their
evolving linguistic identities, (b) informing inclusive and responsive teaching practices,
and (c) offering direction for policy improvements in language education that better
support multilingual individuals and reinforce students’ identity-building processes in a
globalized world.

Firstly, once students are critically aware of how their identity is developed, they
can easily reflect on their agency, which leads to intercultural competence, improved
motivation in language learning, and deeper engagement with both language and culture.
This awareness enables them to embrace different contexts and cultures, recognize identity
shifts, and make informed decisions about their language use.

Secondly, educators can also benefit from this study in terms of adjusting their
teaching methods to address the diverse linguistic backgrounds and identity needs of the
learners. This, in turn, can bring about positive identity development, active engagement,
and create an inclusive learning atmosphere. The notion of identity education, described by
Schachter and Rich (2011), presents the intentional involvement of teachers in helping
students through identity-related content and processes. In this sense, teachers act as key

agents not only in language learning but also in cultivating students’ identity.



Lastly, the present study can be beneficial for policymakers in Uzbekistan and
similar multilingual contexts. As the country continues to implement ambitious language
education reforms, there is a need for policies that are grounded in the lived realities of
students. This study can inform more equitable policy development by offering insights
into how students experience and make sense of these reforms. Specifically, it can help
policymakers better understand the identity-related challenges and aspirations of
multilingual learners, and the kinds of institutional support necessary to foster their
academic success and psychosocial well-being. In doing so, the study aims to provide an
evidence-based foundation for rethinking how identity, language policy, and pedagogy

intersect within the broader context of Uzbekistan’s multilingual educational landscape.

1.6 Summary

This chapter provided an overview of the study’s context, presenting the research
problem to be addressed. Further, the rationale behind this research was elaborated, along
with the research questions that the study seeks to address. The chapter also discussed the
significance of the study, highlighting its potential to improve students’ engagement in
language learning, the role of teachers in shaping and guiding identity development, and
the increased awareness of policymakers regarding the lived realities shaped by the
policies they enact. The next chapter will review relevant studies pertinent to the central

topic and research questions.

1.7 Outline of the Thesis

The thesis studies the linguistic identity construction of high school students
through six chapters. Following Chapter 1, Chapter 2 reviews relevant literature and key
studies using Fisher et al.’s (2018) multi-theoretical framework, which contains
psychosocial, sociocultural, and poststructural perspectives to propose an integrated

conceptual approach for analyzing multilingual identity. Chapter 3 details the



methodological design, including the research site, participant selection, data collection
procedures, analysis strategies, and ethical considerations. Chapter 4 presents the key
findings of this qualitative study, while Chapter 5 interprets these findings in relation to
existing research and the theoretical framework. Finally, Chapter 6 summarizes the study,
aligning it with the research questions and objectives, acknowledging the study’s
limitations, and offering potential implications and recommendations for future research

and educational policy.
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Chapter 2: Literature Review

The previous chapter provided an overview of Uzbekistan’s multilingual landscape
and examined its influence on shaping high school students’ multilingual identities. It also
outlined the research problem, research statement, and research questions, highlighting the
study’s significance for research into multilingualism, identity, and language use. This
chapter reviews relevant literature on multilingual identity development, focusing on the
linguistic experiences of high school students in Uzbekistan.

The chapter begins by delineating the key terms and concepts central to this study,
providing a foundational understanding. It then presents the theoretical framework, which
forms the core of the research and guides the analysis of multilingual identity. Building on
the multi-theoretical framework proposed by Fisher et al. (2018), the study incorporates
sociocultural, psychological, and poststructural perspectives to explore the process of
identity construction. In the subsequent sections, these perspectives will be used to
organize a critical review of the literature on multilingual identity, including both
international and local studies. Finally, the last section identifies gaps in the existing
literature, setting the stage for the purpose and direction of this study and its potential
contributions.

2.1 Main Concepts

It is essential to begin the literature review by clearly outlining the key concepts
central to the study, as they define the study’s focus, guide the literature search, and
provide a theoretical foundation for understanding the research’s significance (Creswell &
Creswell, 2017). Therefore, this section is structured into two key subsections that expand
on the main concepts integral to the present study: 1) Identity and Language; and 2)

Multilingualism, ldentity, and Translanguaging.
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2.1.1 ldentity and Language

Identity is a complex construct broadly discussed in various contexts and
disciplines. Norton (2013) defines identity as “how a person understands his or her
relationship to the world, how that relationship is shaped across time and space, and how
the person understands possibilities for the future” (p. 45). Buckingham (2008)
acknowledges that the definition of identity has expanded across different disciplines,
associated with constructs like ethnicity, class, gender, culture, and political or religious
affiliations. De Fina and Georgakopoulou (2012) claim that identity, unlike the static
notion of the self, is more dynamic and socially constructed, formed through interactions
within family, community, and educational settings. Du Gay and Hall (1996) take the
notion of dynamism, further describing it as “a process never completed—always in
process” (p. 222), highlighting its fluid and socially driven nature influenced by linguistic
and cultural practices.

The strong relationship between language and identity has been widely recognized,
particularly in multilingual settings (e.g., Joseph, 2004; Norton, 2013). Globalization,
alongside economic and political shifts, has led to a significant rise in the number of
multilingual individuals, where English serves as a lingua franca. Norton (2013) notes that
language plays a crucial role in shaping identity, acting as the medium through which
individuals think, communicate with the world, express themselves, and relate to others.
She also claims that learning a new language is closely associated with identity
(re)construction, with each language building on layers to an individual’s sense of self,
along with broadening their social and cultural identities. Du Gay and Hall (1996) further
assert that language shapes how we are represented and how we become, rather than

defining who we are or where we come from.
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2.1.2 Multilingualism, Identity, and Translanguaging

Aligned with the multilingual turn in SLA (May, 2014), there is a growing interest
in exploring the connections between multilingualism and identity in foreign language
learning, particularly in language learning motivation (Henry, 2017; Thompson, 2019;
Ushioda & Dérnyei, 2017). Rather than using the term linguistic identity, which typically
refers to how individuals identify with each language in their repertoire, for the present
study I adopt the term multilingual identity as a broader, more inclusive concept. This
concept captures individuals’ recognition and self-awareness as speakers of multiple
languages (Fisher et al., 2018; Henry, 2017).

Multilingual individuals navigate between languages and cultures, creating a third
space that enables them to “hybridize their cultural identities” (Benzehaf, 2021, p. 1145).
The notion of third space, coined by Bhabha (2012), refers to developing identity through
education, where different cultures come together and learn from each other. This process
results in dynamic in-between areas where hybrid identities are formed through dialogue
and negotiation between cultures. Similarly, Kramsch’s (1993) concept of the third place
in foreign language learning claims that language classrooms function as intercultural
spaces, where learners actively engage in constructing and reconstructing their identities
while absorbing a foreign culture and participating in the construction of meaning through
intercultural communication.

The concept of multilingual education was officially recognized by UNESCO
during its General Conference in 1999 (Polatova et al., 2020). According to UNESCO, the
term refers to an educational model that provides instruction in at least three languages: the
learner’s first language, a regional language, and an international language. Garcia et al.
(2006) offer a broader interpretation, defining multilingual education as “education where

more than two languages are used as the languages of instruction in subjects other than the
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languages themselves” (p. 16). There is an increase in the number of countries that are
adopting policies that integrate a third language into their educational systems, and
Uzbekistan is no exception.

The concept of translanguaging has become pivotal in understanding multilingual
identity, challenging traditional notions of rigid language boundaries. Baker (2021) defines
translanguaging as the process of engaging with content in one language (e.g., through
reading or speaking) and producing output in another (e.g., writing), thereby enhancing
cognitive depth and comprehension. Expanding this view, Canagarajah (2013) introduces
the term translingual practice, arguing that language functions alongside other semiotic
resources to co-construct meaning. Garcia and Wei (2014) further develop this idea,
framing translanguaging as a dynamic process where multilingual speakers fluidly use
their entire linguistic repertoire, blending languages to express complex ideas.

This process, as Wei (2018) claims, is central to identity construction, enabling
individuals to navigate and negotiate cultural, social, and political contexts. Furthermore,
this claim is supported by empirical research, such as Noguerdn-Liu and Warriner (2014)
who observed how Latino communities in the U.S. use translanguaging to foster belonging
and identity. Meanwhile, Creese and Blackledge (2015), in their review of recent
scholarship on language, identity, and education, claim that translanguaging empowers
students by leveraging their identities and reshaping traditional teacher-student power
dynamics. In support of this view, both Canagarajah (2013) and Garcia & Li (2014) claim
that translanguaging disrupts the one language=one identity paradigm, claiming that
meaning and identity are constructed across linguistic and cultural boundaries.

2.2 Theoretical Framework
The previous section outlined the key terms and concepts for the present study.

This section presents the multi-theoretical framework proposed by Fisher et al. (2018),
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which integrates sociocultural, psychosocial, and poststructural perspectives. Given that
identity is a complex and multifaceted construct, it cannot be fully understood through a
single theoretical lens. Therefore, these perspectives are explored both for their points of
convergence and divergence. Fisher et al. (2018) argue that identity construction is a
dynamic process shaped by three interrelated dimensions: social relationships, individual
psychological development, and historical context, as presented in Figure 1. This
framework also emphasizes the role of language in identity formation, acknowledging the
active role of learners in negotiating and forming their multilingual identities.

This section on the theoretical framework is divided into three subsections, each
focusing on a key perspective—psychosocial, sociocultural, and poststructural—in relation
to the construction of multilingual identity. Each subsection discusses the core concepts of
the relevant perspective. Finally, the study’s theoretical framework for participative
multilingual identity will be presented to demonstrate the interplay between individual,
social, and contextual factors in identity construction.

2.2.1 Sociocultural Perspectives on Identity

Sociocultural perspectives view identity as fluid and constantly evolving, shaped
by ongoing social interactions. Vygotsky (1978), regarded as the father of sociocultural
theories, asserts that identity is not merely focused on personal development. Instead, he
claims that identity is socially constructed through relational dynamics, social engagement,
and contextual factors. This theory suggests that “individual mental functioning can be
understood only by examining the social and cultural processes from which one is
constructed” (Zembylas, 2003, p. 220). Lave and Wenger (1991) further argue that identity
development is associated with community participation, which is necessary for identity
formation. Vagan (2011) and Park (2015) argue that sociocultural perspectives in

educational settings are instrumental, claiming that classroom interactions and social
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participation form knowledge and facilitate identity development and belonging. Joseph
(2004) accentuates the value of language in navigating multiple identities across different
sociocultural environments, highlighting that language is a tool for the continual
construction and reconstruction of identity.
2.2.2 Psychosocial Perspectives on ldentity

The present study draws on Erikson’s (1968) identity theory, which is part of his
broader psychosocial framework, viewing identity formation as a complex,
multidimensional process, shaped by both psychological development and social-
contextual factors. This theory emphasizes the dynamic interaction between individual
growth and societal influences, providing a foundation for understanding how identities
are constructed and negotiated throughout the lifespan. Erikson argues that individuals
may develop multiple identities based on social groups, roles, and relationships, which
integrate into a cohesive core identity that evolves, linking the past and future. According
to him, this core identity provides continuity, helping individuals navigate life changes
while maintaining a consistent sense of self. Erikson affirms that this core identity guides
our future vision, acting as a “goal post for current action and interpretive lens for making
sense of experience” (Oyserman & James, 2011, p. 117). Applied to students, whose self-
knowledge and values are still developing, this process of emerging identity reflects both
personal growth and social influences. From a psychosocial perspective, language plays a
crucial role in this process, acting as both a medium of expression and a tool for navigating
social contexts. Erikson suggests that individuals adopt varying linguistic styles based on
their social affiliations, demonstrating the close connection between language and identity.
He cautions against oversimplifying this dynamic by reducing identity to fixed traits or
categories, instead emphasizing that language both reflects and contributes to the ongoing

development of identity, allowing alignment between linguistic choices and evolving self.
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2.2.3 Poststructural Perspectives on Identity

Poststructuralist perspectives view identity as fluid, dynamic, and constantly
changing, rather than fixed or stable. These perspectives reject the notion of a singular,
core identity, instead seeing identities as “constantly becoming” (Zembylas, 2003, p. 221)
and “contradictory” (Fawecett, 2012, p. 667). According to Block (2007), identities are
negotiated “at the crossroads of the past, present, and future” (p. 27), while Norton and
Toohey (2011) argue that identity is “context-dependent and context-producing,
particularly in historical and cultural circumstances” (p. 420). The poststructuralist
perspectives assert that identity cannot be fully understood through psychological or
sociological lenses alone; it requires consideration of an individual’s “complex social
history” (Norton Peirce, 1995, p. 9) to study their attitudes toward learning. Language
functions as a site of power where individuals negotiate their identities in relation to
societal norms. These perspectives recognize that individuals express multiple identities
through varying linguistic practices, reflecting the complexities of their lived experiences.
By emphasizing the dynamic nature of identity, poststructuralism fosters a deeper
understanding of how language serves both as a tool for expression and a means of social
positioning.

From a poststructuralist perspective (Norton, 2013; Pavlenko, 2012), language is a
symbolic resource that individuals use to empower themselves and assert their agency in
society, which are fundamental elements in identity construction. In shaping these
identities within social groups, individuals exercise agency—the ability to influence and
navigate their identity construction by making choices, such as investing in the language
they want to learn or access (Bourdieu, 1991; Norton, 2013). Norton (2013) introduced the
concepts of imagined communities and imagined identities, originally introduced by

Anderson (1991), as part of a “creative process of producing new images of possibility and
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new ways of understanding one’s relation to the world that transcend more immediate acts
of engagement” (pp. 163-164). According to Norton (2013), individuals’ engagement in
language learning is shaped by their imagined identities, which reflect their aspirations and
envisioned futures. This refers to the need to consider both the current and future aspects
of learners’ identities when evaluating their language learning commitment.

This study will apply Fisher et al.’s (2018) multilingual identity framework, which
conceptualizes the intersections of three theoretical perspectives (Figure 1), while rejecting
the idea of confining the analysis to a single theoretical or methodological perspective.
This approach aligns with Omoniyi’s (2006) view of identity research as “multi-theoretical
and multidisciplinary” (p. 14) and Kostoulas and Mercer’s (2016) argument that

integrating different perspectives enables a deeper understanding of identity construction.

Figure 1

Conceptual Framework for Participative Multilingual Identity
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This theoretical framework will guide my exploration of the construction of
students’ multilingual identity. First, identity is both individual and social, as its
construction is influenced by both personal lived experiences and external social factors.
Second, identity is a dynamic, contextual process shaped by historical semiotic practices,
while also allowing for stability that connects the past, present, and future. Finally,

multilingual identity is a “participative process” (Fisher et al., 2018, p. 9), in which
individuals must reflexively engage with their multilingual selves.

The forthcoming sections will focus on unrevealing three main themes,
corresponding to three major theoretical frameworks: psychosocial, sociocultural, and
poststructural perspectives. These frameworks will guide the analysis and synthesis of the

relevant studies.

2.3 Analyzing Multilingual Identity Development Through a Psychosocial Lens

Erikson’s (1968) psychosocial theory suggests that identity formation is shaped by
affective and cognitive processes, which are integral components of an individual’s
psychological sense of self. Regarding language learning and identity, scholarly work
indicates that bilingual and multilingual speakers establish psychological connections with
each language in their linguistic repertoire (Dewaele, 2011; Pavlenko, 2012). Henry (2017)
suggests that the identities associated with each language unite within the broader concept
of the ideal multilingual self. The following paragraphs will further explore: 1) the
emotional dimensions of multilingual identity, and 2) the relationship between language
proficiency and emotional engagement.
2.3.1 Emotional Dimensions of Multilingual Identity

The relationship between language and emotion is important to understand the
nature of multilingual identity (De Costa, 2016; Pavlenko, 2013; Prior et al., 2016). As

Dewaele (2011) explains, multilinguals’ choices for emotional expression are significantly
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influenced by their previous experiences with the languages they speak and various socio-
biographical and psychological influences. In support of this, the language in which a
memory is encoded is likely to become the medium through which related emotions are
expressed most naturally (Dewaele, 2011; Pavlenko, 2006; Schrauf & Rubin, 2000).
Building on this, Wierzbicka (2004) attributes the emotional specificity of languages to
unique emotional vocabularies that shape how speakers convey their feelings. Similarly,
Pavlenko’s (2012) findings on emotional vocabularies suggest that linguistic and cultural
differences, learning environments, emotional associations, and proficiency levels
contribute to multilingual experiencing a sense of different selves when speaking different
languages. This notion is further supported by Wilson’s (2008) quantitative study of
participants in the UK, which revealed that speaking another language results in changes in
body language, mannerisms, and voice, where participants likened this process to wearing
a mask or adopting a new role.

Research has shown that native and acquired languages have distinct psychological
and emotional significance for learners (e.g., Hayakawa et al., 2017; De Costa, 2016;
Hadjichristidis et al., 2015; Lewis & Tierney, 2013; Pavlenko, 2006). Native languages,
typically learned in emotionally rich, immersive environments (lvaz et al., 2015), evoke
deep cultural attachments and anxieties (Amati-Mehler et al., 1993). In contrast, foreign
languages, acquired through formal instruction, provide psychological distance that
enables detachment from traumatic experiences or restrictive cultural norms (Pavlenko,
2006). This has been shown in reduced emotional intensity when using second languages
for risk assessment (Hadjichristidis et al., 2015) and moral reasoning (Hayakawa et al.,
2017). De Costa (2016) claims that learner emotions are discursively constructed through
classroom dynamics, while Lewis and Tierney (2013) conceptualize emotions as dynamic

actions that shift across contexts.
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2.3.2 Language Proficiency and Emotional Engagement

Language proficiency is one of the critical factors in determining the extent of
emotional connection to a particular language, where distinct learners at different
competence levels experience distinct psychological changes. High-proficiency speakers
typically develop stronger affective ties to their L2, reporting personality shifts such as
increased extraversion or openness (Chen & Ho, 2020). This phenomenon exemplifies
improved emotional granularity—the capacity to articulate nuanced feelings, which
flourishes in a speaker’s dominant language (Colbeck & Bowers, 2012; Puntoni et al.,
2008). Conversely, low-proficiency learners frequently perceive their L2 as emotionally
shallow, lacking the visceral resonance of their L1 (Baumeister et al., 2017; Caldwell-
Harris, 2015). This difference indicates the role of linguistic proficiency in providing
deeper emotional and cognitive engagement with a language.

Another factor in regulating these emotional shifts is the environment in the
language classroom. While traditional pedagogy prioritizes linguistic competence over
affective engagement (Garrett & Young, 2009), modern approaches advocate for unified
learning experiences that integrate emotion and identity (Kramsch, 2006). Positive
emotional experiences, such as collaborative learning, can boost motivation and foster
investment in multilingual identities (Dornyei & Ushioda, 2017; Forbes et al., 2021).
Nevertheless, Dewaele (2011) claims that foreign language classroom anxiety can disrupt
this process when learners perceive a mismatch between their emerging multilingual selves
and institutional expectations. Neurobiological research further elaborates on this
connection, showing how the amygdala and orbitofrontal cortex evaluate linguistic stimuli
based on novelty, self-image, and social relevance, thereby directly influencing motivation

and emotional responses (Schumann, 2001).
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Ultimately, emotional engagement serves as the foundation for effective
multilingual identity development. Without it, the concept of possible selves, learners’
idealized future identities, stays abstract and motivationally inert (Dérnyei & Ushioda,
2017; Miyahara, 2015). As Forbes et al. (2021) propose, pedagogical interventions can
nurture emotional connections, transforming language learning from a cognitive exercise
into a holistic process of identity construction. These studies conclude that proficiency,
emotion, and learning environments interact dynamically to construct multilingual selves,
whereby affective factors may act as both catalysts and barriers to linguistic growth.

While this body of research offers valuable insights into the complex relationship
between emotions and multilingual identity development, research on the long-term
impacts of emotional and cognitive challenges on identity formation remains scarce.
Moreover, the cultural and sociopolitical contexts of language learning, particularly the
global dominance of English, merit further attention.

2.4 Analyzing Multilingual Identity Development Through a Sociocultural Lens

The sociocultural perspective is important to understand how multilingual identities
are constructed through ongoing interactions between individuals and surrounding social
and cultural contexts. Based on Vygotsky’s foundational theory, this approach claims that
“individual mental functioning can only be understood by examining the social and
cultural processes that construct it” (Zembylas, 2003, p. 220). Three closely related
theoretical theories inform this lens: language socialization (Schieffelin & Ochs, 1986),
sociocultural theory (Vygotsky, 1978), and the concept of communities of practice (Lave
& Wenger, 1991). This perspective explains how learners internalize linguistic tools and
cultural norms through interactions, progressing from object-regulation to self-regulation

while functioning within their zone of proximal development (Vygotsky, 1978).
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2.4.1 Classrooms as Sites of Identity Negotiation

According to this perspective, classrooms are not only sites for language
instruction but also dynamic spaces to construct and negotiate identity. Pomerantz’s (2008)
study of advanced Spanish learners at a U.S. university revealed that students strategically
deployed their L1 to foster peer solidarity while using the L2 to perform their academic or
aspirational identities during collaborative tasks. His findings suggest that lexical choices
are shaped by communicative needs and the desire to shape socially meaningful selves.
Bucholtz and Hall (2005) suggest that the classroom acts as an interactional marketplace,
where learners can position themselves through discourse, power dynamics, and
institutional structures.

Other related empirical studies have shown that translanguaging can be a
pedagogical and identity-affirming practice. In Moses et al.’s (2021) study on two first-
grade, bilingual classrooms (Spanish/English), translanguaging practices facilitated
learners to draw on their full linguistic repertoires to express complex identities, resist
deficit views, and engage in meaning-making. Similarly, Garcia and Sylvan (2011), in an
18-month ethnographic study of 42 Spanish—English emergent bilinguals across three
English-dominant high schools in New York City, found that students established covert
translanguaging spaces in hallways and digital platforms. These informal spaces enabled
learners to reject English-only assessment and sustain cultural connections through
practices such as Spanglish memes and texts.

2.4.2 Post-Soviet Case Studies: Uzbekistan, Kazakhstan, and Kyrgyzstan

In post-Soviet contexts, the sociocultural construction of multilingual identity is
closely linked to national language policies, globalization, and the symbolic capital of
English. Following independence in 1991, both Uzbekistan and Kazakhstan made

deliberate efforts to elevate their titular languages as markers of national identity, while
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simultaneously incorporating English as a prestigious language associated with educational
advancement and economic opportunity (Djuraeva, 2022; Zhilbayev et al., 2019).

Kazakhstan’s trilingual education policy (Kazakh—Russian—English) was critically
examined by Parra and Abdiyeva (2021) in a qualitative study involving students from
Nazarbayev Intellectual Schools and mainstream institutions. Their findings showed that
while Kazakh was framed as a national heritage language, English was widely regarded as
a gateway to modernization, global connectivity, and upward mobility, especially among
urban youth.

In the Uzbek context, Zhao (2022) conducted a qualitative study with 32 secondary
students, revealing that English was closely associated with scholarships, career
advancement, and international mobility. In contrast, Uzbek maintained strong
associations with family, tradition, and cultural rootedness.

Expanding the regional lens, Shermatova (2020) explored linguistic identity among
80 young people in Bishkek, Kyrgyzstan, examining how code-switching and digital
practices reflect the negotiation of hybrid identities. Her study found that Russian signaled
access to urban and professional spheres, while Kyrgyz remained an ethnic and cultural
anchor—nhighlighting the tension between official language ideologies and the translingual
realities of youth, discussed by Garcia and Wei (2014).

Overall, these studies show how language choices in post-Soviet societies are not
only sociopolitical acts but also key instruments in the construction of fluid, multilayered
identities shaped by both global aspirations and local affiliations.

2.4.3 Critical Perspectives and Marginalized Voices

While the existing literature primarily focuses on aspirational identities, other

studies reveal how multilingual learners may face exclusion or marginalization. Ahn and

Smagulova’s (2023) survey of 2,954 students from 29 schools in Almaty revealed that the
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medium of instruction (MOI) reinforces ethnic and socio-economic divisions, with Kazakh
MOI associated with the stereotype of rural, low-income students, whereas Russian MOI is
associated with more affluent, urban populations. In a similar vein, a qualitative study
conducted by Marginson (2014) with 290 international students in Australia and New
Zealand revealed how learners exercise agency to navigate hybrid and layered identities,
showing deficit-based views of adaptation and self-formation through cultural multiplicity
and resilience. Regarding other postcolonial contexts, Chimbutane’s (2023) study on post-
colonial African countries explored how language policies adapted from colonial regimes
continue to marginalize indigenous languages, thereby constraining learners’ identity
options and restricting their agency in schools.

Although valuable contributions have been made to the sociocultural literature on
multilingual identity, several gaps still remain. In particular, there is a growing need for
research on digital communities of practice, where learners construct and negotiate
identities beyond the classroom—through platforms such as social media, online gaming,
and digital activism—representing an emerging and underexplored area in identity
research. Additionally, there is a noticeable lack of studies focusing on the lived
experiences of students navigating the multilingual landscape of Uzbekistan, limiting our
understanding of identity development in this unique sociolinguistic context.

2.5 Analyzing Multilingual Identity Development Through a Poststructural Lens

The poststructuralist theories define identity as fluid, multifaceted, and often
contested, constantly negotiated within unequal power dynamics (Norton, 2013). Hence,
identity is not fixed but constantly shifting where language and identity intertwine with
each other (Butler, 2011; Pavlenko, 2001). Poststructuralism also challenges the
structuralist perspective of language having a fundamental structure, arguing that language

Is ambiguous and unstable. It highlights the strong intersection and connection between a
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speaker’s identity, the language they speak, and their community. From a poststructuralist
perspective, language is seen as a medium through which social and identity differences
are constructed, influenced by power relations, discourse, ideology, and societal
conventions. Research on second language identity suggests that identity construction is a
dynamic process, influenced by current social practices, past cultural identities, and future
aspirations (Joseph, 2004; Kanno & Norton, 2012). Poststructuralism views L2 learners as
active agents who take control of their learning, unlike psychological theories that see
them as passive recipients (Ros i Solé, 2007).

Weedon (2011) further develops this framework by defining subjectivity as a
dynamic and contradictory process, shaped by conscious and unconscious thoughts,
emotions, self-perception, and an individual’s sense of their place in the world.
Subjectivity is formed through an individual’s alignment with specific discursive settings,
prospering over time and across various social settings. In line with this, Gu (2010)
explored how Chinese English learners navigate complex identity construction processes,
where they balance tensions between national pride and global identity, reconciling the
differences between Chinese and English cultures to assert legitimacy in both local and
global contexts.

Identity is also developed through negotiated experience, where individuals form
their identities through social participation by selecting from various identity options
(Wenger, 1998). Scholars such as Norton Pierce (1995), and McKay and Wong (1996)
note that this process can involve conflict. For example, in McKay and Wong’s (1996)
study, the participant rejected being positioned as an ESL student by deciding not to
participate in the prescribed exam topics and instead writing about his hobbies, which
better aligned with his self-perception. Furthermore, Norton and Toohey (2011) and

Barkhuizen (2017) argue that identities are constantly negotiated through discourse, with
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power dynamics playing a significant role in determining access to language-learning
communities. Schreiber (2015) demonstrated this through an analysis of digital
translanguaging, where students used platforms like Facebook to express different facets
of their identities depending on their audience. This highlights how individuals undergo
social negotiations to shape identities that resonate with them.

Similarly, Kim et al. (2010) examined how multilingual Malaysian students
balance English dominance with their cultural heritage in postcolonial contexts. Their
study shows that multilingual identity is not just about language proficiency but involves
navigating social expectations, power structures, and cultural affiliations. Poststructuralist
scholars argue that learners actively resist or conform to these structures as part of their
identity construction, as Fielding (2021) found in her research on intercultural stances in
language learning. However, while poststructuralist analysis provides a robust
understanding of identity as dynamic and performative, there is still a gap. Further research
is needed to explore how specific power dynamics—such as race, gender, and economic
disparities—intersect with multilingual identity, particularly in under-researched regions
and marginalized communities.

2.6 Summary

Comparing these three perspectives, it becomes clear that while psychosocial
approaches highlight the emotional and motivational components of identity, sociocultural
frameworks emphasize the relational and community-based aspects, and poststructural
theories foreground the fluid, power-laden nature of identity construction. Each approach
provides valuable insights into how multilingual learners form their identities in
educational contexts. When considered together, however, they complement each other,

offering a more holistic understanding.
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When synthesized, these perspectives reveal a comprehensive picture of
multilingual identity development as a multifaceted and dynamic process. Emotional
connections, social interactions, and power dynamics are interwoven in shaping learners’
identities, highlighting that language learning is not merely a cognitive endeavor but an
inherently emotional and social experience. The psychosocial perspective explains the
importance of emotional engagement, suggesting that learners’ self-perceptions are closely
tied to their emotional experiences with language. In contrast, the sociocultural perspective
highlights the significance of community and context in shaping identity, where language
learners navigate their identities through relationships and cultural practices. Meanwhile,
the poststructural perspective critiques static notions of identity, emphasizing the fluidity
and complexity of identity negotiation within varying social dynamics.

Together, these perspectives illuminate how multilingual identities are constructed
through a confluence of emotional, social, and cultural influences, ultimately providing a
richer understanding of how individuals experience and navigate their multilingual selves.
They reveal that multilingual identity development is a relational process, where learners
actively engage with their languages and communities, continuously negotiating their
identities in response to shifting emotional landscapes and social contexts, as presented in
Figure 1.

2.7 Research Gap

Despite these insights, significant gaps in research exist. In particular, more
empirical studies exploring the experiences of multilingual identities in the Central Asian
context are needed to understand how learners navigate their identities in different
educational and social environments. Additionally, more nuanced analyses of how power
dynamics, such as race, gender, and economic status, intersect with multilingual identity

construction are crucial, particularly in under-researched regions and marginalized
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communities. It is also necessary to explore how learners reconstruct emotional and
linguistic categories when acquiring new languages, offering deeper insights into the
relationships among language, identity, and culture in an increasingly globalized world.
This exploration can improve our understanding of the complex dynamics that influence
multilingual identity development, informing pedagogical practices that foster inclusive
and supportive language learning environments.

This study aims to contribute to addressing these gaps by conducting a qualitative
study on multilingual identity construction within the Uzbekistani context, applying the
Fisher et al.’s (2018) multi-approach theoretical framework (see Figure 1). Through this
study, this study seeks to explore how learners in Uzbekistan navigate their multilingual
identities in order to offer insights into the unique multilingual landscape of the region. By
examining identity formation in this specific context, the research aims to provide valuable
data on how global and local factors shape multilingual identity in specific regions,
informing future pedagogical practices to support learners in multilingual environments.

The next chapter will discuss the research methodology, including sections on
research design, methods, sampling, data collection strategies, data analysis procedures,
and ethical considerations. Furthermore, it will justify the rationale behind selecting

specific instruments and methods.
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Chapter 3: Methodology

The previous chapter reviewed relevant literature on multilingual identity
formation, analyzing how language shapes self-perception, cultural belonging, and social
power dynamics. It also presented the multi-theoretical conceptualization proposed by
Fisher et al. (2018), and Norton’s (2013) imagined identity and community concepts.
Additionally, the literature review chapter identified gaps in research on how Uzbekistani
students negotiate multilingual identities in practice, particularly in balancing competing
linguistic loyalties.

In this chapter, the following research questions guide the study’s methodology and
explore key aspects of multilingual identity among Uzbekistani students:

1. How do high school students in Uzbekistan navigate the use of multiple languages
in their academic and everyday social lives?

2. How does engaging with multiple languages in Uzbekistan affect students’
psychological well-being, behavior, and identity formation?

3. What role do imagined communities and imagined identities play in developing
students’ multilingual identities in Uzbekistan?

Chapter 3 outlines the research methodology employed in the study. Structured into
eight key sections, it provides a systematic framework for how the research was conducted
and analyzed. It begins by describing the research design and methodology, followed by
detailed explanations of the methods, research site, sampling strategies, data collection
procedures, and data analysis techniques. The chapter concludes with discussions of
ethical considerations and the researcher’s positionality. Each section is designed to ensure

transparency and rigor and is based on what the research sought to achieve.
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3.1 Research Design

The present study adopted a qualitative research design for three main reasons.
First, a qualitative approach was chosen for its ability to better study and observe how
students navigate their identities, going beyond surface-level observations, and
“Iinterpreting phenomena in terms of the meanings people bring to them” (Denzin &
Lincoln, 2011, p. 3). Second, qualitative methods were used because of this study’s
exploratory nature. Unlike quantitative research, which seeks empirical generalizations,
this approach prioritizes in-depth interpretation of students’ lived experiences. It, in turn,
allows to study complex, personal experiences, and identity formation, which require
understanding context and meaning rather than simply identifying patterns (Ravitch &
Carl, 2019). Finally, the flexible and naturalistic perspective of qualitative research
allowed the use of multiple data collection methods. Creswell (2014) emphasizes that
qualitative research “enables the collection of multiple forms of data, such as interviews,
observations, and documents” (p. 45), which provides the researcher with the opportunity
to gather rich, detailed data from various sources.

Cohen et al. (2018) suggest that the choice of research design is primarily
influenced by the type of study, the research questions, and the objectives of the research.
Considering the present study’s aims and questions, the phenomenological approach was
specifically chosen, a method well-suited for exploring individuals’ lived experiences and
gaining deep insights into their experiences from participants’ perspectives (Husserl,
2012), offering a systematic approach to exploring how individuals perceive and make
sense of their lived experiences (Creswell, 2014). For the present study, this method is
particularly suitable for examining how students’ multilingual identities are shaped by
their interactions with and experiences of speaking multiple languages, providing deep

insights into the personal and social dimensions of identity formation.
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Specifically, the present study adopts a hermeneutic phenomenological approach
(Hatch, 2023) to achieve two critical aims: (1) moving beyond the neutral description of
multilingual behaviors to interpret how students actively construct meaning from their
linguistic background; and (2) co-constructing with participants their narratives of identity
negotiation. Unlike descriptive phenomenology, this approach explicitly acknowledges the
researcher’s role in analyzing how participants reflect on their experiences, which is
essential for capturing the agentive, socially embedded process of the identity construction
process in a multilingual environment.

3.2 Sampling

This study employed two types of sampling: convenience sampling and purposive
sampling. Due to unexpected difficulties in securing site approval, the research relied on
convenience sampling as a practical alternative. This approach aligns with Creswell’s
(2014) recommendation for studies where participant accessibility and willingness are
prioritized, particularly under time or access constraints. Participants were recruited
through social media, voluntarily expressing their interest in the study. However, to ensure
the study’s integrity, all participants were required to meet the predetermined selection
criteria. Therefore, purposive sampling was used to involve students with rich first-hand
experiences or specific characteristics relevant to the study focus (Ball, 1990). More
specifically, the study used criterion sampling, prioritizing the selection of participants
with recurring patterns related to the phenomenon under investigation (Creswell, 2013),
aiming to gather detailed data for a comprehensive exploration (Cohen et al., 2018). For
the present study, data were collected from high school students in grades 9—-11 studying at
Presidential Schools (PS) and a Kazakh-medium mainstream school (KMS) in Uzbekistan.
According to the research objectives, rich data were sought from students whose level of

English proficiency was high, which would allow the researcher to obtain meaningful
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insights into identity construction. Therefore, specific sampling criteria were set and
applied. In the end, 12 students were selected who met the following conditions: (a) spoke
more than two languages, each at B2 level or higher; (b) were enrolled in grades 9-11; and
(c) were currently taking English classes at school.

There were three primary reasons for the selection of high school students from
specific schools. First, I recruited participants from the Presidential Schools—the first
public multilingual EMI schools in Uzbekistan to implement the Cambridge A-level
curriculum, which means students tend to possess high English language proficiency.
Since my research also explored students’ social exposure to English, this school was an
ideal site, as students are regularly involved in events, clubs, and extracurricular activities
conducted in English. Second, to add more diversity of perspectives to my study, one-third
of the students were recruited from a Kazakh-medium mainstream school, which was also
highly multilingual, where, along with Kazakh, other languages such as Russian, Uzbek,
and English are taught as mandatory school subjects. Specifically, | attempted to engage
those students with adequate English proficiency to compare how multilingual identity is
constructed in different school environments and explore whether similar identity patterns
emerge in a non-EMI, yet multilingual context. Finally, the focus on high school students
in this study was due to their several years of experience in a multilingual learning
environment. This extended exposure helped me gain deeper insights into how their
multilingual identities have been shaped continually. Furthermore, high school students
were selected because older students are usually believed to possess greater cognitive and
linguistic maturity, which enables them to reflect on and articulate their experiences more
effectively. This makes them particularly suited for studying complex phenomena such as

identity construction (Duff, 2012).



33

Table 1 presents the key characteristics of the participants recruited for this study.

These participants were assigned pseudonyms to protect their confidentiality. Overall, the

selected students are multilingual speakers, with Uzbek, Russian, English, Korean, Kazakh

or Tajik included in their linguistic repertoires.

Table 1

Demographic Characteristics of the Participants

Ne  Name Gender  School types Grade  Linguistic English
repertoire proficiency
and years of
learning
1  llhom Male Navoi Presidential 11 English, Uzbek, English (C1)
School Russian, Tajik 4 years
2  Shakhlo Female Namangan 11 Russian, English,  English (C1)
Presidential School Uzbek, Tajik 6 years
3  Akbar Male Tashkent 10 English, Uzbek, English (C1)
Presidential School Russian 6 years
4 Shirin Female Tashkent 10 Uzbek, English, English (C1)
Presidential School Russian, Korean 11 years
5 Sevinch Female Namangan 11 English, Uzbek, English (C1)
Presidential School Russian 6 years
6 Kamilla Female Namangan 11 Uzbek, Russian, English (C1)
Presidential School English, Korean 6 years
7 Dana Female Kazakh-medium 11 Kazakh, Russian,  English (B2)
mainstream school Uzbek, English 4 years
8 Ayana Female Kazakh-medium 11 English, Uzbek, English (B2)
mainstream school Russian, Kazakh 2 years
9 Nazokat Female Namangan 11 English, Uzbek, English (C1)
Presidential School Russian 5 years
10 Muzaffar Male Jizzakh 9 Russian, English,  English (C1)
Presidential School Uzbek 8 years
11 Aruzhan  Female Kazakh-medium 10 English, Uzbek, English (B2)
mainstream school Kazakh, Russian 6 years
12 Zhanar Female Kazakh-medium 10 English, Uzbek, English (B2)

mainstream school

Kazakh

2 years
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3.3 Data Collection Instruments

Qualitative research includes several methods, including participant observation,
interviews, document analysis, and focus groups. From this list, this phenomenological
study employed semi-structured interviews to collect data. According to Creswell (2014),
an interview is a process of co-constructing knowledge through interaction and dialogue
between the interviewer and the interviewee. By conducting interviews, | obtained
detailed, descriptive insights essential for understanding the complexities of individual
differences and unique experiences (Yilmaz, 2013).

3.3.1 Semi-Structured Interviews

DeMarrais (2004) describes a research interview as a “conversational process”
between a researcher and a participant, centered around questions relevant to the study (p.
55). In the present study, semi-structured interviews were employed due to their flexibility,
allowing the researcher to adapt and adjust the focus if significant issues relevant to the
study emerged (Bryman & Cramer, 2012; Denzin & Lincoln, 2011). Unlike structured
interviews, this approach promotes the use of a pre-established interview protocol while
also enabling follow-up questions to clarify responses or encourage participants to
elaborate further (Dérnyei, 2007).

To gain detailed insights into how students view their identities as multilingual
agents, the interview questions were formulated to be open-ended, with pre-prepared
questions and prompts guiding the conversation (see Appendix E). The interview questions
were formulated based on Fisher et al.’s (2018) multi-theoretical framework explained in
Chapter 2, which involves sociocultural, psychosocial, and poststructural theoretical
perspectives. The research questions aligned with these perspectives and had additional
prompts and follow-up questions. To accommodate the linguistic preferences of the

participants, the interview questions were offered in three languages: Uzbek, Kazakh, and
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English. Individual sessions and one-on-one interviews were conducted to create a
comfortable atmosphere so that the participants could provide honest and unbiased views.
Each session lasted an average of 27 minutes, during which open-ended questions
encouraged participants to provide detailed insights into their experiences. Before
beginning each interview, participants were asked for their consent to record the session.
Upon approval, the interviews were recorded using a digital device, allowing them to be
transcribed later for analysis (Creswell, 2014).
3.4 Data Collection Procedures

Before collecting data, | piloted the interview protocols in line with the advice of
Bell (2005) to ensure their effectiveness, minimize errors during interviews, and address
potential complexities in question phrasing. Merriam and Tisdell (2009) claim that the
“best way to tell whether the order of your questions works or not is to try it out in a pilot
interview” (p. 104). Therefore, | conducted a pilot interview with a peer, recording it to

assess how well the questions addressed the topic. Afterward, | asked for feedback on the
clarity and comfort of the questions and revised a few based on her suggestions. The pilot

interview adhered to the intended length of about 25-30 minutes.

After obtaining approval from the Nazarbayev University Institutional Research
Ethics Committee (NU IREC), I contacted the school administration online to gain access
to participants. As McFadyen and Rankin (2016) argue, gatekeepers influence access to
participants based on assumptions and institutional policies, so understanding their
perspectives was crucial given the sensitive nature of involving high school students. The
recruitment process took place online, as the research site was in Uzbekistan while | was in
Astana. In my initial email, 1 outlined the focus, aims, and expected contributions of my
research to Uzbekistan's education sector. The email was clear and concise, and provided

in Uzbek, Russian, and English for accessibility.
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The school administration explained their limited authority to permit data
collection and referred me to the Agency for Presidential Educational Institutions for
further authorization. After reaching out to a specialist at the agency, | was invited to
discuss the research, but ultimately, they turned down my request due to bureaucratic
constraints and strict regulations on external research. Consequently, | had to use two
alternative methods to recruit participants. First, | used social media, particularly
Instagram, and my network to share a recruitment letter, receiving several responses. Many
participants were recruited through my followers. Second, I contacted an English teacher
at a Kazakh-medium school in the Tashkent region, who assisted with recruitment.

Following Creswell’s (2013) recommendation for a phenomenological study with
three to 15 participants, | initially aimed to recruit 10 students. | successfully recruited 12
participants: eight from four Presidential Schools in Navoi, Tashkent, Namangan, and
Jizzakh, and four from a Kazakh-medium mainstream school in the Tashkent region. After
contacting them, I explained the study’s nature and benefits and sent a recruitment letter
with the research objectives, encouraging participants to review it before deciding to take
part (see Appendix D). After confirming their participation, | provided more details
through a Telegram chat, resolving any questions they had. Assent letters for students and
consent forms for parents were then distributed to ensure transparency and ethical
compliance (see Appendices B and C).

The interview mode—online or offline—was decided based on participants’
preferences. Out of the 12 participants, eight were interviewed via Zoom, and four in
person in a quiet classroom. Before starting, I introduced myself, explained the study’s
objectives, and sought consent to record the session (see Appendix E). | also asked about
their language preferences. 10 students chose English, one chose Russian, and one chose

Kazakh, reflecting varying levels of linguistic confidence and the influence of English on
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their multilingual identities. The interviews began with pre-screening questions about their
multilingual experiences and exposure to English, easing the transition to the main topic.
After each interview, | thanked the participants and concluded with an open-ended
question asking if they had any questions about the study. Some participants inquired
about the study’s nature and publishing date.

Though I initially planned to conduct classroom observations for richer data,
challenges in obtaining school approval led to the study being limited to semi-structured
interviews, conducted between January and February 2025.

3.5 Data Analysis Procedures

According to Creswell (2014), qualitative data analysis involves several phases,
from organizing the data to identifying themes through coding and ultimately sharing the
findings. The first step in this process was transcribing the audio recordings of the
interviews using the TurboScribe website. After the transcription, I carefully reviewed the
transcripts for accuracy to ensure reliability, as this is essential to maintaining the integrity

of the data.

Once the data was organized and ready, | engaged in open coding, which involved
segmenting and labeling portions of text (Cohen et al., 2018) to assign meaningful labels
and identify emerging patterns (see Appendix F). | transcribed the interviews manually,
which allowed me to become deeply familiar with the data, as recommended by Braun and
Clarke (2013), who argue that manual transcription is crucial for gaining an intimate
understanding of the material. For the coding process, | used two types of coding as
described by Saldana (2021). The first was in vivo coding, which involved using the
participants’ own words to capture key ideas and preserve their authentic voices. The

second was descriptive coding, which helped me summarize the main points of each
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response. As presented in Table 2, this initial set of codes was then carefully examined,
compared, and refined as themes started to emerge.

Table 2
Sample of Coding

Interview excerpts Codes Subthemes Themes

Speaking in different English boosts Confidence The influence of
languages, especially in self-confidence and English on students’
English, makes me more and personal empowerment identity, emotions,
confident and makes me sound  empowerment and perspectives

more powerful. | become
braver and stronger, like a more

independent woman

English gives me more English makes Intellectual The influence of
confidence. Even if I’'m one an academic  value of English on students’
younger than others, knowing  weapon English identity, emotions,
and speaking English can make and perspectives

me intelligent...

When some Uzbek children ask Better academic ~ English — The influence of
me to explain or teach some content knowledge English on students’
stuff from their coursebook, | expression in dissemination identity, emotions,
don’t think I really can do well.  English and perspectives

So, yeah, that’s the point as
well. I can somehow explain
and like to teach scientific
terms in English better

Note. The underlined words in the interview excerpts highlight key codes for analysis.

The process of theme development was cyclical: after grouping the codes into
broader themes, | revisited the data multiple times to ensure each theme accurately
reflected the content and was fully supported by the transcripts. This iterative process
continued until | reached a point of saturation (Creswell, 2012), where no new themes or
insights emerged from the data. As the themes became clearer, | organized and refined

them to ensure they were distinct and coherent. To enhance the validity and reliability of
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the findings, 1 also considered member checking, though this was not explicitly carried out

in this case, it could have been a useful next step for further confirmation of the themes
with the participants.

Finally, the emergent themes were organized into three key areas, which will be
explored in the findings chapter: (1) Language Use and Distribution in Social and
Academic Settings, (2) The Impact of Learning English on Psychological Well-being,
Behavior, and Identity, and (3) Imagined Identities and Multilingual Identity Development.
This thorough and cyclical approach to data analysis ensured a comprehensive
understanding of the participants’ experiences and perspectives.

3.6 Ethical Considerations

Research ethics, informed consent, and ethics committee review are significant
components for maintaining the credibility of the research process and researchers’ taking
responsibility for their participants (Flick, 2017). To align with these principles, |
meticulously followed the interview procedures set forth by Creswell (2014), ensuring a
thoughtful approach to organizing the research design, sampling, methods, data collection,
and analysis, considering the ethical implications of the study.

Before the data collection process, | completed the Collaborative Institutional
Training Initiative (CITI) program course online, where | learned how research is
conducted according to ethical standards. This training improved my understanding of the
procedures taken in conducting ethical research involving human participants. Having
passed the training course, I applied to the Nazarbayev University Institutional Research
Ethics Committee (NU IREC) and received formal ethical clearance. As the study included
participants under 18, these procedures were of great importance to guarantee the rights of

all participants (Nazarbayev University, 2019).
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Following approval, | distributed assent forms to participants to confirm their
voluntary participation in the study (see Appendix C). I also sent parental consent forms to
the student’s parents, clearly stating the purpose of the study, procedures, and possible
risks involved (see Appendix B). The forms were written in clear and accessible language
so that students and their parents could fully comprehend what the study involved. Before
their direct involvement, | informed the participants that they could withdraw at any stage
of the data collection without any negative consequences. To foster transparency, | ensured
that the data gathered would be used only for research purposes and would not be
evaluated or graded. Students were also reassured that there were no right or wrong
answers and that their personal experiences and reflections were valued as they were.

Confidentiality was strictly maintained throughout the study. All participants were
allocated pseudonyms to protect their identities in the report. Even though complete
anonymity cannot be guaranteed, I took all reasonable precautions to secure participants’
information and reduce any foreseeable risks (Dornyei, 2007). Regarding data security, all
audio recordings and transcriptions were stored in a password-protected cloud folder,
available only to me and to my academic supervisor. Following the data retention policy of
Nazarbayev University, these materials will be securely stored for three years and then
deleted.

3.7 Positionality

It is essential to consider a researcher’s positionality during the research process as
it is also one of the crucial ethical components (Hopkins, 2007). It indicates how one’s
identity and real-life experiences influence the way the participant’s experiences and
answers are interpreted.

My interest in this study is embedded in my journey as a multilingual learner and

an EFL tutor. Being a multilingual speaker with exposure to multiple languages expanded
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how I saw the world and shaped my sense of self. However, I did not realize how
multilingualism has shaped my identity over time. This motive encouraged me to study
how students shape and navigate their emerging identities. As someone with a similar
background, | approached this research as an insider. This shared experience helped
establish trust and encouraged participants to share their stories more openly, enriching the
data | obtained. At the same time, it brought my attention to the role of ongoing reflexivity,
particularly in recognizing how my lived experiences contributed to the research process
and interpretation of findings.
3.8 Summary

This chapter presented the research methodology, including the chosen design,
participant selection, data collection methods, data analysis procedures, and ethical
considerations. Employing a qualitative phenomenological design, the research focused on
12 high school students purposefully chosen through convenient and purposive sampling.
Data collection relied on individual semi-structured interviews. The next chapter will

discuss the main findings of this study.
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Chapter 4: Findings

The previous chapter outlined the present study’s methodology, including research
design, participant selection, data collection tools, analysis procedures, and ethical
considerations. This chapter presents and synthesizes the findings from semi-structured
interviews with 12 high school students from Presidential Schools (PS) and a Kazakh-
medium school (KMS) in Uzbekistan. Using a thematic analysis approach (Braun &
Clarke, 2019), the study explored the experiences of participants in constructing their
multilingual identities and aimed to address the following research questions:

1. How do high school students in Uzbekistan navigate the use of multiple languages
in their academic and everyday social lives?

2. How does engaging with multiple languages in Uzbekistan affect students’
psychological well-being, behavior, and identity formation?

3. What role do imagined communities and imagined identities play in developing
students’ multilingual identities in Uzbekistan?

Given the students’ multilingual linguistic repertoire, the first section examines
their language use and distribution across both social and academic settings. Framing
English as a medium of knowledge dissemination, this section explores the extent to which
EMI environments shape students’ linguistic choices and preferences. The second section
reports the findings on how learning English affects students’ psychological well-being,
behavior, and identity, affecting their self-perception, confidence, and social interactions.
Finally, the third section explores how students’ imagined identities shape their
multilingual identity development. Throughout these sections, this chapter sought to
answer the research questions, analyzing students’ interviews to provide well-supported

findings.
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4.1 Language Use and Distribution

In response to the first research question, this section examines how high school
students in Uzbekistan navigate and integrate multiple languages into their social and
academic lives. It also explores their linguistic repertoire, focusing on their rationales
behind language distribution and preferences. Data, collected from two distinct sources:
the students from PS and a KMS, allow room to compare language use and choice. This
section is structured into three subsections: (1) Academic Language Use; (2) Social
Language Use; and (3) Translanguaging Practices.
4.1.1 Academic Language Use

Given that all participants in the study are multilingual (see Table 1), their
language use varied across academic and social contexts. Among the eight participants
from four regional Presidential Schools (PS), the core STEAM subjects (Science,
Technology, Engineering, Arts, and Mathematics) are taught in English by international
teachers as part of the Cambridge program. This is paired with the national curriculum of
Uzbekistan, which includes subjects such as the Uzbek language and the history of
Uzbekistan, taught in Uzbek. For instance, one PS participant shared that they have “extra
classes in English after school” to improve their proficiency (Shirin, PS, January 2025).

In contrast, the remaining four participants attended a Kazakh-medium school
(KMS), where Kazakh is used for most subjects, and English, Russian, and Uzbek are
taught as separate languages. These participants reported fewer opportunities for English
immersion during regular lessons, as one KMS student explained that to improve her
English, she attends private tutoring, as she feels “school lessons are not enough” (Dana,
KMS, January 2025). This contrast highlights the different approaches to English

instruction in the two educational settings.
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While students in PS received structured academic exposure to English through
STEAM subjects, students in KMS experienced a more fragmented approach, with English
taught primarily as a separate subject. As a result, KMS students sought additional
resources, such as private tutoring, to enhance their English proficiency. These findings
illustrate the coexistence of multiple languages—Uzbek, Kazakh, Russian, and English—
within different educational environments, where the role of English varies significantly
depending on the medium of instruction.

Another interesting finding was the effect of this English curriculum on knowledge
attainment outside the class. Ilhom, Shirin, and Sevinch from the PS elaborated how the
school environment impacted their academic habits:

In the classes our curriculum is in English. Therefore, our discussions with

international teachers have to be in English and all of the content | read, or | watch,

maybe on YouTube or different platforms, are in English because this has kind of
become the most convenient language for me while watching or reading

something. (Ilhom, PS, January 2025)

Shakhlo added that she preferred English more for academic purposes because her
academic skills in English are stronger:

I think usage of multiple languages depends on the vocabulary and the context |

use them for. For the fact that | studied English for a longer time, English is more

convenient for me because | know words, | learn words, 1 still learn them. In

Russian, 1 usually read and try to use them in real life. But in Uzbek, I rarely read,

like, literature, novels, or some research. So, | guess Uzbek is less convenient for
me just because I don’t know it well enough. So, informal Uzbek but not formal

one. (Shakhlo, PS, January 2025)
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As outlined above, several participants noted that they preferred English for
academic purposes due to greater exposure and a larger vocabulary, while Russian was
typically used in everyday contexts for reading literature. Shakhlo mentioned that she did
not actively use Uzbek, as it was less prevalent in the literature and research she engaged
with. This finding illustrates how proficiency and domain-specific usage influence
language preference.

The findings also show that students tend to show critical language awareness
while navigating and adjusting their language use based on the linguistic backgrounds of
their teachers.

As our teachers are Uzbek, and most of them might have problems with English,

[so] we communicate in Uzbek. But during the regular classes, we have co-teachers

from different countries, so we use English. This way, they don’t feel isolated if we

speak Uzbek, as they wouldn’t understand, and that would be uncomfortable for

them. (Shakhlo, PS, January 2025)

Specifically, this finding reveal that the participants predominantly used English
with international teachers as a sign of respect and inclusivity, while switching to Uzbek
with local teachers with limited English proficiency to establish more effective
communication and comfort. This demonstrates their awareness of how language choices
influence classroom dynamics, considering linguistic adaptability and intercultural
sensitivity.

Moreover, the students from the PS stated that expressing complex thoughts and
certain themes is much easier in English because they had acquired this complex content in
this language and associated it with academic discourse. They reported having English as a

tool for intellectual engagement and scientific discussions.
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When it comes to science sessions, | do know more terms in the English language
than Uzbek because we study in English. For example, I don’t know math or
chemistry and biological terms and vocabulary in Uzbek. And when some Uzbek
children ask me to explain or teach some stuff from their course book, I don’t think

I really can do well. I can somehow explain and teach scientific terms in English

better. (Akbar, PS, January 2025)

Building upon the previously mentioned points, Kamilla’s account below of her
struggle to express academic concepts in Uzbek demonstrates the impact of limited
exposure to subject-specific discourse in one’s native language. This suggests that when
education is primarily in a foreign language, native-language proficiency in technical
fields may weaken, reinforcing English as the dominant medium for intellectual
engagement and as a knowledge dissemination tool.

For expressing complex thoughts, I would choose English because I don’t even

know the translation of terms in physics in Uzbek. If they ask me to explain in

Uzbek, I don’t even know what that is. They say it’s in the books, like Uzbek

subjects or something like that, and I should learn it. But I can’t even understand

Uzbek terms in physics—even if it’s math or computer science. However, I can

explain it to other students in English. (Kamilla, PS, January 2025)

4.1.2 Social Language Use

While academic language use was dominated by English in PS and as the medium
of instruction in KMS, this subsection explores more inclusive social language use, where
all the languages in students’ linguistic repertoires are used to certain extent. Each
language is analyzed separately in terms of its use, discussing the students’

translanguaging practices.



47

4.1.2.1 English for Social Use. In this use, students’ choices of language differed based on

context and convenience. Some favored English for its practicality and broader discussion

scope. For instance, Ilhom (PS) described English as a “convenient language” while

Shakhlo (PS) highlighted the opportunity it gives to “discuss anything.” Furthermore,

participants reported using English as a lingua franca, treating it as a means of exchanging

ideas and learning about other cultures from their international peers.

Through English, I could communicate with them [international peers], expressing
my thoughts about interesting topics and exchange new ideas. So, | had more
information about their countries’ culture like their own language and, we had
some chats about politics. This kind of thing made it very easy for me to
communicate with others. (Ilhom, PS, January 2025)

Interestingly, Sevinch (PS) mentioned using English with her Uzbek friends as well

because she finds the language more fluid and attractive:

| often prefer speaking or writing in English when | communicate with people who
I got recently introduced to or international people or texting my friends in English.
Even if they know Uzbek or prefer speaking in Uzbek, | feel like writing in English
looks better and even the pronunciation sounds better. (Sevinch, PS, January 2025)

Overall, these findings reveal that the practicality, global reach, and intercultural

communication brought by English exert a substantial impact on developing participants’

multilingual identities.

4.1.2.2 Russian for Social Use. Like English, Russian also played a role in networking

and intercultural communication, as explained by Akbar (PS):

I use the English language outside of school for social media communications and

maybe in my daily life, like speaking with my friends. | have an international
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network. For example, Central Asian youth, so | speak with them in Russian or in

English. (Akbar, PS, January 2025)

In addition to recognizing the value of English, Akbar pointed out the significance
of Russian in promoting cross-cultural understanding in the Central Asian context.
However, some students’ interviews revealed a gap between comprehension and active use
of Russian, as many understand the language but struggle with speaking due to limited
practice, as illustrated by Shirin:

Actually, everyone understands Russian, but not all of us can speak it fluently. It’s

a bit difficult sometimes. I personally don’t use Russian for daily conversations.

However, in urban areas you can meet a lot of people who speak Russian, for

example, in Tashkent. (Shirin, PS, January 2025)

Muzaffar supported this point, explaining that he and his fellows Russian speaking
skills declined due to the school environment, where Uzbek and English were
predominantly used. However, their exposure to Russian content online helped maintain
their reading and listening skills. He further elaborated on the generational shift toward
English, claiming that many students today are more fluent in English than in Russian, a
trend he had observed across various schools.

To conclude, the findings presented in this subsection suggest that Russian is not as
widely used as English in intercultural communication, likely due to reduced exposure,
lower proficiency, and changing social preferences. While Russian is widely used, a
generational shift toward English is evident, with younger students showing greater
fluency in English than in Russian.
4.1.2.3 Native Language for Social Use. No participant denied that their native languages
bring comfort and a sense of belonging, familiarity, and inclusivity. Among others, four

participants (Ilhom, Shirin, Dana, and Muzaffar) pointed out the significance of their
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native language for personal interactions, tradition, and emotional connection. Ilhom, for
instance, expressed a strong attachment to using Tajik in his hometown:

I use the Tajik language when I go to the village to visit my relatives and

grandparents. | use it to communicate with them, even though they know Uzbek

and Russian because it is like a tradition for us to use the Tajik language in our

village. (Ilhom, PS, January 2025)

Similarly, Muzaffar shared a similar pattern in his language use, saying he uses
English the most in “academia or watching content” while he prefers Uzbek for “better
communication.” In support of these points, Shirin noted using Uzbek in social
interactions within her circle of friends, as she believes it fosters a sense of closeness and
cultural belonging:

I feel more comfortable speaking Uzbek with my friends because it’s our native

language, and | feel closer to them when | speak in Uzbek. | can get my point

straight to them and it feels so comfortable when we use Uzbek with each other.

(Shirin, PS, January 2025)

This sentiment was also echoed by Dana and Ayana from a Kazakh mainstream
school, who reported speaking exclusively in Kazakh with friends and family.

Basically, since I'm Kazakh, I speak in the Kazakh language. It’s easier for me to

speak and explain. It is more convenient. When | chat or talk to my friends and

relatives, all the texts are sent in Kazakh language. School is also in Kazakh. But |

struggle to express my thoughts in English. (Dana, KMS, January 2025)

This subsection examined the participants’ language use across contexts. While
English and Russian are valued for broader opportunities and networking, most
participants still prefer their native languages for everyday communication, demonstrating

a strong cultural and emotional connection.
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4.1.3 Translanguaging Practices
While the students primarily used English for academic purposes and other
languages contextually for social interactions, their language use remained flexible. The
interview analysis revealed that participants’ language use is affected by mixing
languages, known as translanguaging habits (Garcia & Wei, 2014) in both formal and
informal contexts. This practice is used to explain ideas and fill in language gaps in certain
situations. It is evident in Ilhom’s excerpt:
I mix everything. For example, my parents usually make me speak Tajik so that |
wouldn’t forget about this. So, when I speak Tajik, | use Russian or English to
replace some words, but not Uzbek. When | want to discuss some topics with them
in Uzbek, I mix up languages because I don’t know enough words to express it in
Uzbek. That’s why I add some Russian, some English, so it’s four languages at
once. (Illhom, PS, January 2025)
A similar pattern appeared in several participants’ interviews, including those of
Shirin and Kamilla, who described the difficulty of explaining science-related concepts to
family members when such knowledge had been primarily acquired in English.
Conversely, they also faced challenges recalling English equivalents for everyday terms
rooted in their native languages. This led to the natural integration of English terms into
native-language conversations and vice versa, according to Shirin:
Choosing a language is not about one being harder than another. It’s more about a
mix of languages. Sometimes I can’t find the exact words in either English or
Uzbek. For example, when I’m talking to my parents, I sometimes struggle to
explain concepts related to my studies or science. At school, we use English for
these terms, and I don’t always know the Uzbek translation. That makes it difficult

to explain things to them. When speaking English, I don’t often have difficulties,
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but there are times when | forget the translation of certain words. (Shirin, PS,

January 2025)

Another pattern is the participants’ use of translanguaging in written
communication. To elaborate, Akbar and Nazokat reported strategically combining
languages, selecting words based on convenience, audience, or personal preference.

For writing, | prefer to mix languages. | choose whichever word is shorter in either

Uzbek or English. For example, if a word is shorter in Uzbek, I will write it in

Uzbek, and if it’s shorter in English, I will write it in English. I don’t like writing

that much, so | mix the languages. (Akbar, PS, January 2025)

On the other hand, these translanguaging practices also often occurred
subconsciously, with students not immediately realizing they were using English terms in
their speech. Sevinch described instances where she unintentionally responded in English
before translating back into Uzbek.

Sometimes | automatically respond in English and then realize it, translating back

into Uzbek. But when I am with my parents or close relatives or friends, | mostly

use English terminology, and it takes me like 15 to 20 minutes to explain what it

means. (Sevinch, PS, January 2025)

In stark contrast, although the students fluidly mix languages in informal settings,
they reported that they tend to adhere to monolingual norms in structured academic
environments. Some students said that they consciously avoided translanguaging in the
classrooms, perceiving it as a threat to academic formality:

When | am using English in the classes, | don’t mix it with Uzbek or Russian

because it’s formal, so I have to speak formally. But when it comes to my other

activities, like participating in the program or talking to my friends, | can

sometimes mix languages. (Kamilla, PS, January 2025)
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Overall, in this analysis of findings on language use and distribution, we can
witness how students adopt a flexible approach: English is preferred for academic
purposes, English and Russian for intercultural communication, and native languages for
personal interactions. While English is perceived as a global communication tool, native
languages maintain the students’ cultural identity. Despite the popularity of Russian, its
active use is declining, with a generational shift toward English in Uzbekistan. The
students navigated linguistic spaces through translanguaging, yet adhered to monolingual
norms in academic settings, highlighting the complex relationship between language,
identity, and education.

4.2 Feeling in One Language, Thriving in Another: The Psychological Effects of
Multilingualism

The previous section focused on the students' use of language in social and
academic contexts, and how these languages function as resources for expression and
communication. In response to the second research question, this section presents findings
related to how students behave, feel, and perceive the role of each language in shaping
their behavior, psychology, emotions, and personality. While some participants associated
the presence of English in their lives with becoming more “confident,” “bold,” and “open-
minded,” others described it as a language for personal reflection, self-expression, and an
expanded worldview. However, there were a couple of students from the KMS who did
not feel a strong emotional connection to English, mainly due to their low English
proficiency and its limited use in their lives. Despite the numerous psychosocial benefits
associated with English, for most students, the native language remained an irreplaceable
medium for deep emotional connection and authentic self-expression.

This section is divided into four subsections: (1) The Effect of English on Students’

Behavior, Emotions, and Worldview; (2) Labeling Uzbek Language as Conservative; and
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(3) Native Language for Deep Emotional and Personal Expression; and (4) Using English
for Personal Privacy and Reflection.
4.2.1 The Effect of English on Students’ Behavior, Emotions, and Worldview

The data analysis revealed noticeable changes in the participants’ behavior after
being introduced to the English-speaking world, as reported by six participants of the study
(Aruzhan, Shakhlo, Kamilla, Dana, Sevinch, and Nazokat). A thorough analysis of all
interviews identified a recurring theme—the association of English with “confidence”—
which emerged in 11 out of 12 interviews. Additionally, students frequently described a
shift in their personality, expressing that they felt “powerful,” “extroverted,” and
“authentic” when using English. For instance, Dana (KMS) and Nazokat (PS) shared
similar opinions on feeling confident and powerful while speaking English, especially with
an American accent. Dana elaborated on how her voice and sense of self seem to change,
giving her a feeling of empowerment that she has not experienced with other languages.

I get nervous when I don’t know the person. But when I speak English, something

changes. | think even my voice sounds different. And my confidence changes too. |

also know that I have an American accent, and that makes me feel confident, like a

foreign person. | love English because it gives me a feeling that other languages

don’t, like confidence and other emotions. When I speak English, I feel really

powerful. (Dana, KMS, January 2025)

Additionally, Akbar mentioned that speaking English is seen as a status symbol,
making him feel confident and intelligent as for having an ability to speak English. He
elaborated on the global status of English and its high value within his community,
emphasizing its positive impact on his self-perception about himself:

The English language is one of the seven most spoken languages, and therefore, it

gives me somehow more confidence. And also, I feel like even if I'm younger than
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others, knowing and speaking English can make me feel more intelligent because

it’s not for everyone to learn a language. (Akbar, PS, January 2025)

Furthermore, several participants revealed that learning English has influenced
their worldview, introducing open-minded perspectives. Among them, Dana shared that
her understanding, and worldview have expanded with the presence of English in her life:

I can also see that my worldview is quite different from that of my parents and

others in my community. For instance, in my culture, people often criticize those

who wear revealing or unconventional clothing, saying it’s inappropriate. But after
learning English, I don’t see it that way. I believe people should wear whatever
they want, and no one has the right to judge them. Negative comments can affect
someone’s confidence and mental well-being, so we should respect personal

choices. (Dana, KMS, January 2025)

In addition, Aruzhan (KMS) mentioned how her style and attitude toward life have
been influenced, while Nazokat (PS) shared that her career aspirations and sense of
empowerment have also changed, reflecting the psychological impact of multilingualism
on their identities and well-being.

To sum up, this subsection reveal that students generally feel more confident,
empowered, and intellectually engaged when using English. Their worldview, self-
perception, and outlook on life have been shaped by the inclusion of English in their
linguistic repertoire and the cultural as well as Western perspectives it introduces into their
lives.

4.2.2 Labeling the Uzbek Language as Conservative
Eight out of 12 students reported that while Uzbek remained the dominant

language in their daily lives, it often felt limiting in terms of personal expression. They
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stated that they found English a liberating force, that offered them an alternative space for
self-expression and identity exploration.

The most impressive thing was that | began focusing on myself, my emotions,

personality, and preferences. Before learning English, I only knew Uzbek, and in

that language, I wouldn’t say, “I want this one” or “I like this one.” I never used
expressions focused on my true personality. But English gave me many
opportunities to redefine myself and think about my personality. When | started
learning or speaking in English, people started asking me, “What do you like?”” and

“What do you prefer?” In Uzbek, I would receive questions that weren’t focused on

me. (Sevinch, PS, January 2025)

Similarly, in the following excerpt, Akbar expresses his desire for a single unifying
language in the world, describing Uzbek as a language that can limit personal
development. His reported conversation with his teacher highlights the complex
relationship between language, identity, and belonging, revealing the tension between
embracing English and preserving cultural heritage:

Once in a global perspective lesson at school, I said there should be only one

nation, one language all over the world. But some of the teachers and students

alternatively told me, “Well, how about your tradition, culture, and language?” ... I

think if the discussion is only about language, I wouldn’t prefer to stay with it

because I don’t want to connect everything in culture, society, or a country to
language, specifically the Uzbek language. Knowing only Uzbek can border and
limit people. That’s why we learned English in the first place—that’s the purpose

of learning English for Uzbeks. (Akbar, PS, January 2025)

Shirin shared another similar point when reflecting on stereotypical views

embedded in Uzbek culture. She described how learning other languages and engaging
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with different cultures broadened her perspective, allowing her to critically evaluate her
own cultural norms and find a balance between values.

From the beginning, I wasn’t entirely okay with certain aspects of Uzbek culture,

like the expectations placed on girls or some stereotypes ... But after learning

about other cultures, | started connecting elements of my culture with others and
finding a middle ground. For example, there’s a stereotype in our culture that you
shouldn’t talk back to adults, even if you’re just trying to express your feelings or
opinions. | used to think this was universally accepted. But after talking to my
international teachers, they were shocked to hear that this is considered
disrespectful here. My international teachers explained that, in many cultures, it’s
completely fine to express your feelings, even if they differ from those of adults.

(Shirin, PS, January 2025)

This excerpt is a pertinent example of how these students adopted a new way of
thinking, gaining a broader understanding, and breaking away from stereotypes and
conservatism through English. Another participant, Sevinch, also acknowledged that her
transformation was not solely attributed to learning English but also influenced by
adolescence and exposure to English-speaking media. For her, English enabled her to
explore different aspects of herself, instilling in her open-mindedness and self-expression,
at the same time, maintaining her cultural roots.

It wasn’t just English. It’s a combination of English and maybe being a teenager as

well. The English community also influenced me. | used to watch high school

movies from America or European films in English. They didn’t change who I am,
though. Watching those movies made me reflect on myself, and I didn’t try to

imitate their behavior. In terms of behavior, I didn’t imitate Western culture; I

simply became more open-minded, but | remained an Uzbek girl at heart. English
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allowed me to express myself more freely, but I didn’t let it change who I am

culturally. I embraced it without losing my own identity. (Sevinch, PS, January

2025)

Overall, this subsection reveals how English, or exposure to other languages and
cultures, serves as a catalyst for self-exploration, critical reflection, and the questioning of
traditional norms.

4.2.3 Using English for Personal Privacy and Reflection

Based on the data analyzed, another function of English emerged: its use as a
private language for self-expression, allowing participants to create personal space and
emotional security. According to Nazokat, journaling in English helps her create a safe
space where she is neither judged nor constrained by societal expectations, allowing her to
express her thoughts more freely and objectively.

In writing, if I am not asked by a native [Uzbek] language teacher to write an essay

in Uzbek, | always use English to write. | do journaling in my diary in English.

Sometimes, | write my feelings and thoughts in English on Telegram. (Nazokat,

PS, January 2025)

Equally, Sevinch emphasized that she prefers using English to express her feelings
and daily experiences because her siblings do not understand it, making it “more
appropriate for keeping secrets.” Moreover, Dana also reported speaking in English around
her family “because they don’t understand me [her], allowing me [her] to express my [her]
feelings fully without any restrictions.” Ayana further substantiated this claim, shedding
light on the use of English as a private emotional outlet:

Mostly, I cannot show my emotions to anyone. | keep my emotions to myself most

of the time. When | am happy, nervous, or sad, | mostly speak in English because
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no one understands me. My family, siblings, or others cannot judge me. (Ayana,

KMS, January 2025)

In essence, these responses exemplify how English serves as a protective linguistic
barrier, enabling participants to express their emotions freely without fear of judgment or
interference from family members. This may stem from the fact that their native
languages, as previously discussed, are more intertwined with cultural conservatism,
limiting the space for open emotional expression and personal privacy.

4.2.4 Native Language for Deep Emotional and Personal Expression

Although the participants demonstrated behavioral and psychological identity shifts
brought by learning English, many emphasized the crucial role of their native languages,
particularly Uzbek and Kazakh, for deeper emotional expression and meaningful
conversations. Several participants explicitly identified Uzbek as their “comfort language”
for communicating deep emotions, especially during moments of anxiety, distress, or
personal struggles.

I was studying in English, and | had of course some difficulties and at those times,

I had my brother. We were very close friends, so this took about like two hours,

and | explained all the things and, he asked me in Uzbek which | kind of made our

conversation deeper and he also gave me his own advice on how to study, how to
cope with the challenges in academics. | think that if we used English, this
conversation wouldn't be that deep and that personal because | kind of only use

academic English in my everyday life. (Ilhom, PS, January 2025)

Additionally, Kamilla reinforced the importance of native languages for emotional
expression. Her response reminded me of a famous saying by Nelson Mandela: “If you
talk to a man in a language he understands, that goes to his head. If you talk to him in his

language, that goes to his heart.” The following excerpt illustrates how deep and profound
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emotions are embedded in one’s native language compared to the relatively limited
emotional depth when communicating in a foreign language:

| can say that excitement in Uzbek is better than in English. I don’t know why, but

I’m more into Uzbek when it comes to expressing emotions. Even when I am

excited, | will say it in Uzbek, not in English. English is a good language when it

comes to motivation and something like that. But expressing your true self is

something in your heart. So, the first thing in my heart will always be Uzbek, and 1

will always express myself in Uzbek, even if it’s excitement or sadness or

something like that, especially with my relatives and parents. (Kamilla, PS, January

2025)

The findings also reveal that some participants’ emotions and behaviors were not
strongly influenced by English, as they did not use it in emotional context. Some
participants attributed this to their limited expressive vocabulary and lack of idioms in
English. Specifically, Kamilla emphasized the richness of Uzbek vocabulary, which allows
for a more natural and expressive way of conveying emotions:

I think 1 become more formal when speaking English and freer in my native

language. | feel like English is not as emotional as Uzbek. For instance, Uzbek has

more emotions and a richer vocabulary, in my opinion. In literature lessons, for
example, we read poems written in old Uzbek. They are very emotional and use
colorful, expressive words. But when I read poetry in English, it doesn’t feel as

emotional or vivid to me. (Kamilla, PS, January 2025)

Similarly, llhom acknowledged that he is not at a high enough level to express
himself in English fully while Dana noted that she tends to use more academic English,

highlighting the limited opportunities to develop emotional expressiveness in English.
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Although Kazakh is a minority language in Uzbekistan, it remains actively used in
some regions. Despite exposure to Uzbek through media and social interaction, Kazakh
participants expressed a strong preference for Kazakh in emotional and behavioral
expression. This preference demonstrates the unique connection to one’s native language,
which, even in a minority language community, holds a deeper significance in self-
expression than the broader linguistic landscape.

Kazakh is my native language. If my native language is strong, | can express my

thoughts in my native language. For example, we have a lot of Kazakh

conversations at school and at home. Uzbek and Russian could be also easier, but

Kazakh is more convenient and expressive for me. When | am not in the mood, |

can complain in Kazakh, interact with my loved ones in Kazakh, or even joke in

Kazakh. I know only Kazakh jokes if that counts. (Zhanar, KMS, January 2025)

The ability to convey humor in one’s native language is a clear example of its deep
emotional connection and omnipresence in everyday life. As Zhanar expressed it, Kazakh
is the language she uses when joking, complaining, or connecting with loved ones,
showing the level of comfort and authenticity it carries in her live.

Overall, this subsection demonstrates that native languages like Uzbek, Kazakh, or
Tajik remain essential for emotional expression and personal authenticity. The participants
consistently turned to their first languages in moments of stress, joy, or connection,
reflecting their emotional depth and cultural grounding in everyday life.

To summarize this section, the findings analyzed in this section addressed the
second research question on the effect of each language in a student’s repertoire on
identity building, self-expression, and behavioral change. A majority of participants
expressed a positive attitude toward English as a tool for empowerment, helping them

become more independent, outspoken, and expressive. They attributed this to the influence
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of Anglophone culture, through movies, online content, and social media, contributing to
shaping students’ perspectives, attitudes, and personal development. Another functional
aspect of English stressed by the participants was its role in creating a space for open-
mindedness and self-reflection. However, no participant denied that Uzbek and Kazakh,
the two native languages of the participants, remain deeply tied to cultural identity and
emotional expression. Although some associate Uzbek with conservative views, rather
than abandoning their roots, students are reshaping what it means to be multilingual by
blending languages to navigate both local and global spaces.
4.3 The Distribution of Languages in the Imagined Identities of Students

The following findings examine how students’ imagined identities, and imagined
communities influence their multilingual identities over time. While most students
anticipated a gradual shift from Uzbek to English due to increased exposure through
education, relocation, and career aspirations, the findings also reveal a strong desire to
reconnect with their native culture and language. This section explores the effect of
students’ imagined identities on developing multilingual identities in parallel with their
commitment to preserve their native linguistic heritage. This section is organized into two
subsections: (1) Students’ Imagined Selves in Relation to English Communities; and (2)
Maintaining Uzbek: Striving for Balanced Multilingualism.
4.3.1 Students’ Imagined Selves in Relation to English Communities

This section examines how students perceive their identities in relation to English-
speaking communities, focusing on English as a tool for academic, professional, and
personal growth. It explores two key themes: English as an instrument for advancement
and its role in shaping a global identity.
4.3.1.1 English as an Instrumental Tool for Academic and Professional Advancement.

In 10 out of 12 interviews, participants described English as an instrumental tool, using
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phrases such as “access to resources,” “educational opportunities,” and “valuable content.”
Given the more prestigious opportunities available in English, the majority of participants
mentioned that access to educational opportunities was their main motivation for learning
English, as illustrated in Ilhom’s statement:

I think that English was a cornerstone for me to improve my knowledge further and

my mother also said that an interesting thing is by learning English and learning

math in the English language, you can participate in International Olympics. This
was the main reason | chose to apply and after the first stage of the exams, which

were about math. | was even more motivated to be included in the top 24 students
of the region and my father promised me to give a reward for this and this was my

motivation as well. (Ilhom, PS, January 2025)

Similarly, three participants (Shakhlo, Akbar, and Sevinch) equally emphasized the
role of English in granting access to valuable resources and content that are either
unavailable in Uzbek or Russian or are considered “incomparable” in quality, therefore
bridging gaps in knowledge availability and expanding their learning opportunities.

I can literally say learning English can open opportunities for everyone ... But like

when I learned the English language, I didn’t know what I could do. I would do

these kinds of huge things or like education in English, and I can research
independently on the Internet. But if you do not know the English language and
like just Uzbek or Russian, there is really limited information and resources on the

Internet, especially for students. (Akbar, PS, January 2025)

While these participants outlined the availability of rich reliable information online,
Nazokat mentioned the high chance of participating in qualification programs as most of

them are held in English.
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English exposed me to more valuable content both physically and virtually.
Besides, all the programs I have attended were held in English, and if I didn’t know
the language, | could not seize all those opportunities and the people that came

along with them. (Nazokat, PS, January 2025)

Beyond access to content and resources, participants mentioned English as a
crucial asset in shaping their future academic and career trajectories. It emerged as a
priority in their aspirations, influencing their education, professional opportunities, and
social integration, as stated by Muzaffar:

If I study abroad, for example, in the Ivy League or top universities in the USA, |

will do my education in English. I will make friends who speak English. And

naturally, | think my first language will be English. And I do my research in

English. And also, even if | start an internship or my career, it would be in the

English language. English language is a global thing. So, | would put the English

language as the top priority. (Muzaffar, PS, January 2025)

These findings illustrate students’ idealized imagined identities, where their
aspirations are closely tied to integration into an English-speaking environment. They
emphasized that pursuing academics in such a setting guarantees a “successful future,”
enabling them to collaborate with international organizations, expand their networks, and
engage in professional and global discourse.
4.3.1.2 English and the Development of a Global Identity. Another major subtheme that
emerged was the concept of global citizenship, which the participants frequently noted. As
English ranks second in the world by the number of speakers, many participants described
how learning the language shifted their local worldview into a global worldview, making

them more open-minded, flexible, and critical thinkers.
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English connects me to the global community. If you look at Europe or the United

States or at the information on the internet, you can see that lots of things are in

English, and lots of books are also written in English. So, we can read the books in

their original language, not just the translated ones, because the translated books

will not express fully what the writer wants to give you. So, English will give you
opportunities to understand other cultures, and it will improve your global

perspective, your critical thinking skills. (Akbar, PS, January 2025)

Similarly, Dana reflected on how English shaped her identity, values, and
ambitions:

After learning English and being exposed to different ideas, | started thinking more

about building my own career first. Maybe after 25, I’1l consider marriage, but only

with someone who shares my values and ambitions. It has helped me develop a

more open-minded perspective on life. | started taking it seriously, and my

perspective changed. | began thinking about traveling, studying abroad, and
applying to prestigious universities. Learning English has given me the confidence

to dream bigger and explore new opportunities. (Dana, KMS, January 2025)

These imagined identities are closely connected with students’ personal values,
shaping not only their linguistic aspirations but also their social and relational choices.
Many participants expressed a desire to find partners who share a similar multilingual
identity and global perspective, further strengthening their connection to a broader,
English-speaking imagined community. The phrase “dream bigger” represents how their
ambitions and future aspirations are closely aligned with English as a gateway to expanded
opportunities, personal growth, and global integration.

At the same time, Nazokat and Aruzhan highlighted the gap of knowing only one

language which could limit their choice as well as knowledge:
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My aspirations changed in a significant way. When | knew only Uzbek, | used to
dream of becoming a primary school teacher. But after having learned English, my
dream career changed to becoming a person in medicine, who will bring initiatives
to Uzbekistan’s healthcare and work closely with the Ministry of Health (Nazokat,

PS, January 2025).

Overall, the findings analyzed suggest that English functions as a powerful
instrumental tool, shaping students’ identities by providing access to knowledge,
educational opportunities, and future career prospects. Their motivation to learn English is
driven not only by personal ambition but also by broader societal factors, particularly the
limited availability of quality resources in Uzbek or Russian. English, therefore, acts as a
“passport” to global opportunities—granting access to academic success, professional
advancement, and international mobility. In doing so, it significantly broadens students’
horizons, encouraging them to reimagine their futures beyond local boundaries. While
remaining grounded in their Uzbek identity, English empowers them to dream bigger,
break barriers, and engage with the world in more expansive and meaningful ways.

4.3.2 Maintaining Uzbek: Striving for Balanced Multilingualism

This section explores how students navigate the challenge of maintaining their
native language, Uzbek, alongside their increasing proficiency in English. The following
subsections highlight students’ efforts to reconnect with and preserve Uzbek, their
strategies for balancing both languages, and the significance of this balance in shaping
their multilingual identities.
4.3.3.1 Desire to Maintain and Reconnect with Uzbek. While many students view
English as a powerful tool for shaping their future and expanding opportunities, they also
feel a strong desire to stay connected to their native language. Constant exposure to

English-driven content and career prospects reinforces its dominance in their lives, often
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pushing Uzbek into the background. However, students recognize the importance of
preserving their mother tongue and express a commitment to maintaining it through
reading novels and seeking greater exposure.

Shakhlo reflected on her evolving relationship with her native language:

In the future, | really want to reconnect with my own language. As | said before, I

don’t know my language enough. I’m still trying to read Uzbek novels and

understand Uzbek philosophy. So, I guess it’s going to be vice versa, Uzbek is

going to help me find myself, not English. (Shakhlo, PS, January 2025)

Similarly, Muzaffar noted the importance of maintaining Uzbek while studying
abroad while Shirin stressed the role of family interactions in language preservation:

I think I’ll call, at least I will try to call my family every day because they won’t be

comfortable with me being so far away. Of course, I’1l speak to them in Uzbek. So,

I don’t think I’ll have trouble maintaining the language. (Shirin, PS, January 2025)

These perspectives demonstrate that multilingual identity is dynamic, shaped by
personal, societal, and global influences. While English expands access to knowledge and
international opportunities, Uzbek remains a core part of participants’ identities, fostering
cultural continuity and personal connection.
4.3.3.1 Balance Between English and Uzbek. The findings reveal that students
consciously navigate their languages, striving to balance them to prevent the
marginalization of their native language. Shakhlo shared how English and Uzbek are
intertwined in daily life, coexisting harmoniously.

For instance, when | draw sketches or designs, | try to infuse our natural, traditional

elements. So, I really try to combine Uzbek and English. I guess it’s also reflected

in my real life. English helps me support my viewpoint, advocate for people around

me, and uplift vulnerable communities. (Shakhlo, PS, January 2025)
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Furthermore, Sevinch highlighted the societal pressure to maintain a strong Uzbek
identity, emphasizing the need to strike a balance, while Nazokat expressed her desire to
contribute to improving her country by taking the advantage of resources available in
English.

English, as I said before, makes me more intellectually strong. I can’t just leave the

situation as it is. | want to improve myself and return to make things better. So, in

that sense, English brings me closer to my community—not because everything is
already good, but because | want to contribute to its improvement. (Nazokat,

January 2025)

Overall, these findings demonstrate that, rather than creating distance from their
community, the use of English actually strengthens the participants’ connection to it by
providing them with the knowledge and confidence to drive meaningful change. Both
English and native language hold essential roles in their daily lives, where two languages
can coexist harmoniously, each enriching their identity without undermining the other.
4.4 Conclusion

This chapter presented the key findings on multilingual identity construction, with
a particular focus on the role of English among 12 high school students in both EMI and
mainstream schools in Uzbekistan. First, students’ multilingual linguistic repertoire was
examined in terms of their language use and distribution across social and academic
settings. The second section explored how learning each language influences students’
psychological well-being, behavior, and identity, shaping their self-perception, confidence,
and social interactions, with a particular emphasis on the role of English. The third section
examined how students’ imagined identities contribute to the development of their
multilingual identity. These findings are further analyzed in the next chapter in relation to

the theoretical framework and previous research on the topic.
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Chapter 5: Discussion
The previous chapter presented the findings of this qualitative phenomenological
study, which explored the construction of multilingual identities of students in Uzbekistan.
The findings revealed how students distribute and navigate multiple languages within their
linguistic repertoires, shedding light on their language practices and identity formation. It
also revealed the role of English in shaping students’ imagined identities and explored how
they intend to navigate the tension between global and native languages. This chapter
interprets and discusses the findings presented in the previous chapter in relation to the
study’s theoretical framework and the relevant literature, in relation to the study’s research
questions:
1. How do high school students in Uzbekistan navigate the use of multiple languages
in their academic and everyday social lives?
2. How does engaging with multiple languages in Uzbekistan affect students’
psychological well-being, behavior, and identity formation?
3. What role do imagined communities and imagined identities play in developing
students’ multilingual identities in Uzbekistan?
5.1 Revisiting the Theoretical Framework
This study applied Fisher et al.’s (2018) multi-theoretical conceptualization,
integrating sociocultural, psychosocial, and poststructural perspectives to examine
students’ multilingual identity formation. First, from a sociocultural perspective, the study
draws on existing literature on identity emergence to analyze how students construct their
linguistic identities through participation in communities of practice (Lave & Wenger,
1991). Second, from a psychosocial perspective, the theory explains how students develop

psychological connections with different languages. Finally, the poststructuralist
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perspective explains how students’ multilingual identities emerge and shift in response to
their linguistic, educational, and sociocultural environments.

The poststructuralist perspective in the theoretical framework incorporates
Norton’s (2013) concepts of imagined communities and imagined identities, as well as
Garcia’s (2009) theory of translanguaging, to explore the evolving and context-dependent
processes through which multilingual identities are formed. Norton defines imagined
communities as social groups that are formed through imagination rather than direct
interaction, while he uses imagined identities to refer to the way language learners
envision their possible future selves concerning the communities they aspire to join and the
roles they hope to occupy. These concepts are relevant to addressing the third research
question because they offer a lens to examine how learners visualize engaging with the
target language and its speakers. Another concept stemming from poststructuralist theory
is translanguaging practices, which provide a valuable framework for analyzing students’
language practices. Baker (2011) defines translanguaging as the process of receiving
information in one language and expressing it in another, which enhances cognitive
engagement. Expanding on this idea, Canagarajah (2013) argues that meaning is co-
constructed not solely through language, but also through a range of semiotic resources.

Applying these perspectives and concepts, this study aims to explore how
multilingual high school students in Uzbekistan navigate language use, identity, and future
aspirations across academic and social contexts. The rest of this chapter is organized into
three main sections, each corresponding to one research question and situating the findings

within the relevant literature.
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5.2 RQ1: How do high school students in Uzbekistan navigate the use of multiple
languages in their academic and everyday social lives?

The findings revealed that students fluidly and flexibly engaged with and integrated
multiple languages within their linguistic repertoires, strategically adjusting their language
use depending on context, as shown in three cases. First, in a formal educational context,
they primarily relied on English because of its institutional dominance in academia,
research, and global knowledge acquisition. Second, in terms of social interactions,
English was recognized for its wider communicative reach and utilitarian function as long
as the Russian language acted as an intercultural communication tool within the
Uzbekistani context. The third context, where the participants’ native languages (Uzbek,
Kazakh, and Tajik) were primarily used as the main mediums, involving the cultivation of
deep personal relationships and expressing emotions. The following subsections examine
these findings in light of the study’s theoretical framework and relevant scholarly
literature.

5.2.1 English as Knowledge Dissemination

Both mainstream (KMI) and Presidential school (PS) students reported using
English to obtain information and read content, pointing out its importance to access up-to-
date information and useful resources. Analyzed through Fisher et al.’s (2018) multi-
theoretical conceptualization, the participants’ active reliance on English to access and
improve knowledge aligns with Vygotsky’s (1978) sociocultural theory, which views
language as a primary cognitive tool that mediates learning and facilitates engagement
within communities of practice (Lave & Wenger, 1991). However, this dependency
reflects the linguistic hierarchies critiqued by Phillipson (2018), who argues that English
dominance in academia marginalizes local languages and knowledge systems. While

English empowers students to participate in global discourses (Norton, 2013), its
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hegemony may inadvertently constrain epistemic diversity (Canagarajah, 2013). Therefore,
students’ use of English for knowledge acquisition represents both an agentive choice, as
shown in Macaro’s (2022) research, and a consequence of structural inequities in
education resourcing, claimed in Chimbutane (2023), and Zhao (2022).

From a poststructuralist perspective, English operates as a dominant discourse
shaping educational power dynamics. The participants’ perceptions of academic English as
a tool for mobility—calling it a gateway to international competitions and prestigious
universities—reflects Norton (2013) concept of identity investment. By privileging
English for academic purposes, students construct identities as competitive knowledge
agents, striving to join their imagined communities (Norton, 2013). However, this comes
at a cost: The more students invest in English-dominant networks, the greater the
likelihood their linguistic identities shift from Uzbek to English, as illustrated by one
participant’s admission that she no longer engages with Uzbek texts due to a lack of
vocabulary and institutional deprioritization. This aligns with critiques by Gabriéls and
Wilkinson (2020) and Lé Ha (2013), who demonstrate how English’s hegemony in
knowledge production systematically displaces local languages. Further corroborating this,
Goodman and Kambatyrova (2022) document similar patterns of linguistic marginalization
across post-Soviet educational contexts. Thus, paradoxically, while English enables
inclusion in global academic networks, it simultaneously reinforces linguistic hierarchies
that relegate the participants’ native languages to a subordinate role. This aligns with the
poststructuralist view of identity as fluid yet constrained by discursive power structures,
where English is perceived as a tool for attaining mobility and privilege (Norton, 2013).
5.2.2 English and Russian as Communication Tools

As demonstrated in Chapter 4, the students’ social language use reflects both

pragmatic functions and identity negotiations, shaped by their proficiency levels and
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communicative contexts. While Russian served as the default language for local
integration, particularly in urban areas (Pavlenko, 2008), English functioned as the
medium for establishing wider global communication and practicing language skills
through target-language interaction. This bifurcation aligns with instrumental motivation
theory (Gardner & Lambert, 1972), as students consciously developed their English skills
through social interactions to enhance their proficiency.

However, this instrumental use of English coexists with more complex
sociocultural realities. Although students reported perceiving English as a “convenient
linguistic tool” (Jenkins, 2014, p. 6), this perception contrasts with findings among
Vietnamese students, who often resisted using English as a medium of
socialization, revealed that this reluctance stemmed from cultural identity concerns, fear of
miscommunication, and a preference for Vietnamese in personal interactions. This
discrepancy reveals how linguistic markets (Bourdieu, 1991) assign differential values to
languages depending on context. Notably, students with limited Russian proficiency
strategically employed English as a compensatory social tool within linguistically mixed
peer groups, reflecting the adaptive multilingualism observed in post-Soviet educational
spaces (Karabassova, 2020).

These practices simultaneously functioned as identity performances (Norton,
2013), with students using Uzbek, Russian, and Kazakh to signal local belonging while
deploying English to construct global identities. Such findings align with research on
transnational students negotiating competing language norms (e.g., Dovchin, 2020),
suggesting that language choices in multilingual contexts always operate at the intersection

of communicative utility and symbolic positioning.
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5.2.3 Deep Personal Connections

Although students strongly preferred Russian and English for functional
communication, they often privileged their native languages (Uzbek, Kazakh, or Tajik) for
expressing authentic emotions and personal experiences. This phenomenon aligns with
Fisher et al.’s (2018) multi-theoretical framework, particularly its psychosocial dimension,
as Pavlenko’s (2006) seminal work demonstrates how individuals report feeling
fundamentally different—Iess emotionally reactive—when operating in foreign languages
compared to their native tongue. The emotional resonance of language varies
fundamentally by acquisition context: native languages develop organically through
effectively rich childhood interactions (Dewaele & Pavlenko, 2002; Pavlenko, 2008) and
become deeply tied to identity formation, whereas foreign languages like Russian and
English are typically acquired through structured educational settings, fostering more
cognitively based, emotionally neutral associations (Harris et al., 2003; Schrauf & Rubin,
2000). Consequently, the participants found it easier to convey their deep thoughts,
emotionally rooted in their identities in their native language, which was acquired during
childhood within an emotionally rich linguistic environment.

In summary, the students used their languages strategically depending on the
context: English was the tool for academic success, whereas Russian and Uzbek facilitated
broader communication. Their native languages remained connected to emotional
expression and personal identity. Furthermore, this discussion highlights both agency in
language choice and structural pressures favoring dominant languages. That is, while
English and Russian provide opportunities, they also risk marginalizing native languages

in formal domains.
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5.3 RQ2: How does engaging with multiple languages in Uzbekistan affect students’
psychological well-being, behavior, and identity formation?

Regarding the third research question, the analysis in Chapter 4 identified three
overarching themes: (1) English as confidence and empowerment; (2) emotional duality
between English and Uzbek; and (3) negotiation of multilingual identity.

5.3.1 English as Confidence and Empowerment

The findings indicated that most participants felt different when speaking different
languages (Ozanska-Ponikwia, 2011; Pavlenko, 2006; Wilson, 2008), perceiving English
as a tool for confidence, boldness, and a globalized self-image that enabled liberation from
conservative cultural norms. This suggests multilingual speakers often perceive distinct
versions of themselves depending on their language use, with emotional connections,
cultural associations, and proficiency levels shaping these identity shifts (Pavlenko, 2006).
The students’ reports of personality changes through exposure to foreign media and
cultural perspectives find support in Ramirez-Esparza et al.’s (2006) study, which
documented language-dependent personality variations corresponding to the cultural
frameworks activated by each language.

Most participants reported increased self-confidence and reduced introversion,
aligning with cross-cultural studies suggesting Western cultural contexts tend to foster
higher levels of extraversion and openness but lower neuroticism (Chen et al., 2009).
According to the ecological systems theory (Bronfenbrenner, 1979), students’
psychological and linguistic development emerges through dynamic interactions across
multiple systems. Their exposure to English-language media (exosystem) and
communication with international peers (mesosystem) provides authentic cultural contexts
that shape both their emotional relationship with English and their evolving multilingual

identities.
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5.3.2 Private Self-Expression

The findings also revealed that students used English for private self-expression,
journaling in English specifically to prevent family members from understanding their
thoughts. This suggests that adopting a foreign language enables freer articulation of
thoughts and emotions, potentially due to the psychological distance it creates from native
cultural norms, as noted by Pavlenko (2012) and Dewaele (2018), who found that
multilingual individuals often use second languages as tools for emotional detachment and
self-exploration.

The findings of the present study support Fisher et al.’s (2018) argument that
English (L2) functions as a cognitive-emotional buffer, allowing students to express
intimate thoughts without experiencing the visceral shame associated with their native
language (e.g., first-person narratives felt safer in English). This phenomenon corresponds
with research on linguistic distancing (Pavlenko, 2006), where multilinguals perceive L2
as less emotionally charged. Consistent with Wierzbicka’s (2004) claims on language
shaping emotional repertoires, students reported that English enabled them to articulate
emotions and self-perceptions that felt constrained in their native tongue.

A key factor in this behavior may be the students’ conservative social environment
in Uzbekistan, where writing in a local language carried greater risk due to potential
judgment if their journals were discovered. This implies that English serves not merely as
a communication tool but also as a protective barrier, facilitating authentic self-expression
while ensuring privacy. However, not all students developed emotional connections to
English. A few participants, particularly mainstream school students with limited English
exposure, reported perceiving the language as emotionally shallow. This aligns with

research by Baumeister et al. (2017) and Caldwell-Harris (2015), which suggests that low-
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proficiency speakers are less likely to form neither emotional nor personality connections
with their L2.
5.3.3 Conservatism Embedded in Uzbek Language

The findings reveal that students in Uzbekistan, particularly women, often distance
themselves from their mother tongue due to its perceived association with cultural
conservatism and restrictive gender norms. This linguistic distancing reflects a complex
negotiation of identity, where multilingualism (particularly Russian or English
proficiency) serves as both a tool for mobility and resistance. These patterns appear to
align with Hofstede's (2011) cultural dimensions theory, which might categorize
Uzbekistan as a high uncertainty avoidance society that values tradition and predictability
over innovation and individualism.

The female participants in the study described how speaking Uzbek silenced their
personal preferences and constrained self-expression. This finding resonates with Kamp’s
(2011) and Malikov and Djuraeva’s (2021) research on gender studies in Uzbekistan,
which documents how cultural expectations limit women’s self-expression. These findings
imply that language rejection is not uniform; rather, multilingual identities in Uzbekistan
exist along a spectrum of resistance and accommodation.

While participants used English and Russian for self-expression, their native
language remained emotionally central to their identity. This aligns with Pavlenko’s
(2012) finding that L1 maintains stronger emotional resonance than L2—a pattern also
observed in Puntoni et al. (2008), and Colbeck and Bowers (2012). Notably, since most
participants learned English through formal instruction rather than immersion, their weaker
emotional connection to it supports Dewaele (2011) and Degner et al.’s (2011) claim that
classroom-based acquisition limits emotional depth. Ultimately, these findings reflect

principles of episodic memory (Hintzman, 1986), encoding specificity (Tulving &
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Thomson, 1973), and language-dependent recall (Marian & Kaushanskaya, 2008):
emotional ties to language emerge from contextual use.

Overall, students’ complex linguistic identities demonstrate that while English
plays an important role in empowerment and fosters positive psychological traits, deeply
rooted values, personality traits, and emotional connections remain embedded in their first
language, through which related emotions are expressed most naturally (Dewaele, 2011;

Pavlenko, 2006; Schrauf & Rubin, 2000).

5.4 RQ3: What role do imagined communities and imagined identities play in
developing students’ multilingual identities in Uzbekistan?

This question explored how participants’ envisioned future affiliations influenced
their multilingual identity development and language choices. In response to the third
research question, two key themes emerged: (1) English as a gateway to global
opportunities, and (2) Hybrid identity negotiation.

5.4.1 English as a Gateway to Global Opportunities

The findings reveal that the primary factors influencing students’ imagined
communities were educational opportunities, career advancement, and aspirations for
international mobility (Norton, 2013). This demonstrates the intrinsic relationship between
language and identity, wherein learners invest in target languages anticipating both
symbolic and material returns that enhance their “cultural capital and social power”
(Norton, 2016, p. 476). These strategic linguistic choices exemplify what Kramsch (2013)
terms multilingual subjectivity, a dynamic negotiation of belonging across linguistic and
cultural spheres.

These findings align with Zhao’s (2022) study, which found that Uzbek students
viewed English as crucial for realizing their future goals, frequently expressing aspirations

to “study in Britain or the USA” (p. 4). Notably, Zhao documented participants
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maintaining emotional connections to Uzbek in personal domains, illustrating Park’s
(2020) concept of compartmentalized multilingualism, where languages assume distinct
identity roles. Similarly, three quarters of the current study’s participants—eight
participants out of 12—reported choosing English-medium instruction (EMI) schools and
taking IELTS examinations primarily to qualify for international university applications.
Their stated motivations included accessing world-class education and learning from
globally renowned professors, seeking to enhance their career prospects. This parallels
findings from Mendoza’s (2000) study on how international students’ educational
investments reflect their cultural and social capital, along with their capacity to navigate
imagined identities in host environments.

To sum up, the aspiration to study abroad through English-medium education
represents not merely strategic linguistic investment but also an identity transformation
influenced by global neoliberal dynamics. As Ives (2015) contends, global capitalism and
English’s dominance as a lingua franca disrupt conventional national identities and
linguistic hierarchies. Within this framework, English transcends its communicative
function to embody mobility, modernity, and global citizenship. For the majority of
participants, English proficiency development correlated with cultivating a forward-
looking identity that complemented, rather than replaced, their local and national
affiliations, aligning with global academic and professional aspirations.

5.4.2 Hybrid Identity Negotiation

This subsection discusses the complexities the participants faced in balancing their
multilingual identities, particularly the push and pull between global aspirations and local
cultural connections. Sevinch’s (PS) statement that she remains an Uzbek girl at heart
contradicts Zhao’s (2022) findings, which suggest that global mobility may weaken

emotional ties to one’s first language. Her assertion instead supports the view that Uzbek
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students can retain strong emotional connections to their L1. She expressed that she
remains loyal to her culture and upbringing, preserving the values that her parents had
instilled in her. This aligns with Bhabha’s (2012) theory of hybrid identity, or the “third
space,” where diasporic individuals negotiate competing cultural affiliations by balancing
globalization and localization.

The participants also demonstrated a conscious awareness of the importance of
maintaining their native languages. For instance, statements such as “I’ll call my family
every day, so I don’t forget my language” and “What scares me the most is the possibility
of forgetting Uzbek” reflect what Pavlenko (2012) defines as affective language
socialization—the emotional attachment tied to language use and identity. These insights
can also be explained by Bicultural Identity Integration Theory (Benet-Martinez &
Haritatos, 2005), which emphasizes both cognitive components (e.g., perceptions of
cultural blendedness) and affective elements (e.g., feelings of harmony) as central to
shaping integrated multilingual identities (Huynh et al., 2011). The spontaneous use of
blending, hybridizing, and alternating strategies to reconcile multiple cultural identities has
been observed in a qualitative study by Stuart and Ward (2011).

The presence of opposing perspectives suggests that alternating identities may
inherently involve challenges, characterized by inner conflict, compartmentalization, and
negative emotional outcomes (Roccas & Brewer, 2002; Yampolsky et al., 2016). Although
participants expressed a strong desire to balance their languages and identities, the
potential challenges they may encounter remain uncertain. Therefore, further research is
needed to explore the complexities associated with the alternating identity style.

In summary, this section examined the influence of students’ imagined identities
and communities on their multilingual identity development. The analysis revealed a

desire to maintain hybrid identities, balancing pragmatic L2 use with deep emotional
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connections to their L1. However, tensions surfaced between global aspirations and local
belonging, demonstrating the complex negotiation of language and identity in an

increasingly globalized world.

5.5 Conclusion

This chapter interpreted the study’s findings through Fisher et al.’s (2018) multi-
theoretical framework, translanguaging theory (Garcia, 2009), and Norton’s (2013)
concepts of imagined identity and imagined community, emphasizing how high school
students in Uzbekistan navigate and integrate their multilingual identities. While English
emerged as a powerful tool for academic mobility, empowerment, and global belonging,
the students’ first languages remained central to emotional expression and identity
anchoring. The analysis demonstrated that the students’ multilingual practices are both
agentive and influenced by structural hierarchies, reflecting complex negotiations between

linguistic aspirations and sociocultural realities.
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Chapter 6: Conclusion
The preceding chapter discussed the main findings of the study in relation to the
relevant literature, exploring how high school students navigate and integrate multiple
languages into their lives, shaping their multilingual practices and identity formation.
Employing Fisher et al.’s (2018) multi-theoretical framework, Garcia’s (2009)
translanguaging theory, along with Norton’s (2013) imagined identity and imagined
community concepts, the study sought to answer the following research questions:
1. How do high school students in Uzbekistan navigate the use of multiple
languages in their academic and everyday social lives?
2. How does engaging with multiple languages in Uzbekistan affect students’
psychological well-being, behavior, and identity formation?
3. What role do imagined communities and imagined identities play in developing
students’ multilingual identities in Uzbekistan?
This final chapter outlines the study’s main conclusions, strengths, and limitations.
It also proposes further recommendations for multilingual education policy and classroom
practice and makes recommendations for future research.
6.1 Main Conclusions of the Study
This study was grounded in Fisher et al.’s (2018) multi-theoretical framework,
allowing the researcher to explore the participants’ navigation and integration of multiple
languages in their lives, and analyze how the sociocultural, psychological, and
poststructuralist forces shape their linguistic choices. In addition to this framework, the
study adopted Garcia's translanguaging theory and Norton's (2013) concept of imagined
identity to explain how learners align their language practices with the aspirational
identities and imagined communities they hope to belong to, thereby shaping their

multilingual identity. Specifically, the findings indicate that participants’ multilingual
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identity construction is shaped by personal aspirations, peers and family interactions,
institutional language policies, and the perceived value of English in both local and global
contexts. These intersecting forces influence how students positioned themselves within
their linguistic repertoires and imagined their future multilingual identities, as illustrated in
Chapter 4 and further discussed in relation to the existing literature and theoretical
framework in Chapter 5.

One of the key findings concerns the context-dependent language hierarchy
shaping participants’ linguistic practices. English dominates academic settings, reflecting
its institutionalized power as the “global lingua franca of knowledge” (Phillipson, 2008,

p. 34), with participants associating it with academic mobility and access to transnational
discourse (Jenkins, 2014). Meanwhile, Russian and English function as interethnic lingua
francas, illustrating post-Soviet linguistic hybridity (Pavlenko, 2008). In contrast, native
languages persist in emotional and familial domains, reinforcing Bourdieu’s (1991)
concept of linguistic habitus as deeply tied to cultural identity. This suggests that rather
than existing in isolation, languages interconnect dynamically, serving distinct yet
complementary roles in students’ lives. However, the present study concludes that the lack
of academic necessity to advance in native languages leads students to adopt and integrate
other languages into their identities, reflecting a pragmatic adaptation to global and local
linguistic markets.

Another significant finding is the transformative effect of language learning on
personality and self-perception. The participants reported increased confidence and
empowerment through acquiring new languages, showing that strong exposure and
proficiency results in identity shifts. This is in line with research showing that language
learners often adopt new cultural behaviors and cognitive frameworks (Pavlenko, 2012).

Notably, some students preferred English for personal expression, such as diary writing as
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this language gave them the feeling of safety because it was not understood by their
families or peers. This suggests that foreign languages provide psychological distance
from native cultural norms, enabling freer articulation of thoughts and emotions,
particularly in contexts where conservatism restricts self-expression in Uzbek.

Ultimately, the study concludes that multilingual identity development is shaped by
a tension between pragmatic aspirations and emotional attachments. While participants
invest in English for global mobility and career advancement (Norton, 2013; Kramsch,
2013), they simultaneously maintain deep affective ties to their native language,
exemplifying hybrid identity negotiation (Bhabha, 2012) and bicultural identity integration
(Huynh et al., 2011). This duality presents that multilingual identity is not static but an
evolving process of adaptation, where learners continuously negotiate belonging across

linguistic and cultural spaces.

6.2 Limitations

This study has several limitations that should be acknowledged. First, the data
collection tools were more restricted than expected, as the research initially intended to
include classroom observations to capture identity shifts in real time. However, permission
to conduct observations at school sites was not granted, limiting the depth of contextual
insights. Second, the participant pool was limited in both size and diversity. A majority of
participants were recruited from Presidential schools in four regions in Uzbekistan—an
institution accommodating high-achieving students—which may not represent the broader
Uzbek student population. Consequently, the findings cannot be generalized to all
language learners in different educational or socioeconomic contexts. Finally, the gender
distribution was not equal, with only three male participants out of twelve. This imbalance
made it impossible to analyze how linguistic identity development may differ across

genders. Future research should address these limitations by incorporating a more diverse
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sample, multiple data collection methods, and a balanced gender representation to enhance

the validity and applicability of the findings.

6.3 Further Implications and Recommendations

Uzbekistan, a multilingual nation with diverse ethnic and linguistic communities,
has increasingly prioritized English language acquisition as a key driver of human capital
development, economic competitiveness, and global integration. However, only a few
studies have examined how these language policies shape the identity formation of youth,
who must navigate multiple cultural and linguistic norms simultaneously. This study fills
this gap by revealing how students strategically adopt, resist, or hybridize languages, using
English for global mobility while preserving native languages for cultural belonging.

The findings have implications for educational policymakers, teachers, and
curriculum designers in Uzbekistan. The educational stakeholders can benefit from this
research in terms of balancing language policies. While there is a need to foster English as
an economically strategic tool, fostering strong multilingual identities in Uzbek, Russian,
and English can prevent cultural alienation. Creating academic tools and opportunities in
Uzbek can motivate students to balance their academic identity between English and
Uzbek.

As for practitioners as well as teachers, this study has insights, and encourage them
to incorporate identity-reflective practices, that can encourage students to explore self-
expression across languages. This study also recommends considering organizing teacher
training to improve educators’ understanding of how to address the emotional and
cognitive challenges of multilingual identity negotiation.

Additionally, this study points to several critical areas requiring further
investigation in the Uzbek context. Future studies should investigate how non-dominant

languages (e.g., Karakalpak, Tajik, or regional dialects) interact with Uzbekistan’s
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trilingual landscape in shaping young learners’ identities. By examining these questions,
researchers can help policymakers design more inclusive multilingual education that
values all linguistic repertoires—not just those tied to economic power.

The subsequent step forward would be to examine how young people in
Uzbekistan cognitively process and emotionally reconcile the multiple linguistic influences
surrounding them. Particularly, it would be valuable to have ethnographic research
capturing how students naturally employ translanguaging in different social contexts,
offering insights into whether such practices represent confident multilingual competence
or reflect underlying tensions between competing linguistic identities. Furthermore, we
also need to understand how both students and teachers perceive translanguaging practices
in classroom settings. Such insights could prove crucial for developing pedagogies that
leverage rather than suppress students’ full linguistic repertoires.

Further research on the above-mentioned recommendations can provide a more
comprehensive understanding of language-identity dynamics in contemporary Uzbekistan.
Such knowledge can inform educational policies that nurture both global competitiveness
and cultural continuity—helping youth thrive as multilingual citizens without abandoning

their linguistic heritage.
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withdraw my consent anytime if | want to leave the study. | understand that this will not
negatively affect my child. | understand that the information collected during this study will be
kept confidential.

| give my permission to audio record the interview: Yes [0 No [J

Signature: Date:

Researcher:

Signature: Date:




108

®opMa HHPOPMHUPOBAHHOTO COIJIACUS POAUTEJIei

Beenenue. 3apaBctByiiTe! Mens 30ByT Ilepuzat YpasmeroBa. S sSBIsSIIOCH MaruCTpaHTKOM
2-ro kypca nporpammsl [lonuszeranoro O6pazosanus B HazapbaeB YuauBepcurete. A
[PUTJIAIIAI0 Ballero pedeHKa MPUHATh y4aCTHE B MOEM HCCIIEIOBAHUU. Y YacTUE SBISIETCS
MOJIHOCTHIO I0OPOBOJIEHBIM.

Lesas uccnenopanus. Llenp 1aHHOrO UCClIe0BAHUS — U3YUUTh, KAK yYalllMecs IIKOJI B
VY306ekucTane BOCHPUHUMAIOT U Pa3BUBAIOT CBOIO MOJIMA3BIYHYIO JIMYHOCTH B IPOLECCE
M3YYEHHUS aHTJIMHCKOIO S3bIKa, a TAK)KE KaK 3TO BIMSIET HA UX SA3bIKOBYIO MPAKTUKY,
COLMAIbHOE B3aMMOJICHCTBHE U (POPMHUPOBAHUE TUIHOCTH.

Ipouenypsl.  npurnamaro Bamero pebeHka MPUHATH YIaCTHE B UHTEPBBIO C
IUTENbHOCTHIO 20-30 MUHYT, TJI€ OH UJTM OHA CMOYKET PACCKa3aTh O CBOEM OIIBITE
HN3YUCHUA AHTJIMICKOrO SI3bIKa. MBI O6C}’IH/IM, KaK 3aHITHUS aHTJIMMCKUM BIIMSIOT Ha
dbopMupoBaHUe ero/ee TNIYHOCTU. IHTepBEIO OyIEeT MPOXOAUTH B YIOOHOM JIJIsl Bac
dbopmare: Bamr peOCHOK MOKETE BBIOPATh, YTOOBI OHO COCTOSUIOCH OHJIAMH (HampuMmep,
yepe3 Z00M) Wik JTUYHO B YAOOHOM MECTE, Halpumep, B IIKoje win kade. 1o Oyner
HedopMabHas Oecena, U Ball peOEHOK CMOKET CBOOOIHO JICTTUTHCSI CBOUMHU MBICTISIMU |
YYBCTBAMH O SI3BIKE.

Pucku. Pucku ygactusi B JaHHOM HUCCIICIOBAHUY MHHUMAJILHBI. Bam peOeHOK MOXKeT
WCIIBITBIBATh HEKOTOPBIN MCUXOJIOTHYSCKUM TUCKOMMOPT BO BpeMsi HHTEpBBIO. Eciiu oH
WM OHA MOYYBCTBYET TUCKOM(OPT, TO CMOXKET COOOLTUTH MHE 00 3TOM B JTFOOOH MOMEHT
WJIM OTKa3aThCsl OTBEYATh HA KOHKPETHBIE BOIPOCHI. Sl rapaHTUPYIO, UTO OTBETHI BAILErO
pebeHka ocTaHyTCsl KOHPUACHIIUAILHBIMU U HE OyIyT pa3riiallieHbl €ro OJJHOKIACCHUKAM
WJIM YUYUTENSM, A TAKXKE HE MOBIIUSIOT HA €r0 OLIEHKHU.

HpenMymeCTBa. XoT4 Bail pe6eHOK HC MMOJIYYUT JIMYHBIX BbII'OJ] OT YUACTUA B 5TOM
HCCJIICAOBAaHUHU, €TI0 BKJIA/J BaKCH JIA PA3BUTHA HAYYHBIX HCCIIEIOBAHUM B V306ekucrane.
DTO MOXKET IMPUBCCTHU K YIIYUIICHUIO MCTOIOB O6y‘leHI/I${ A3bIKaM, O6p8.30BaTeJ'ILHOI71
INOJINTUKH U O6H.[CMy KaueCTBY U3YUCHUA sA3bIKA IJIs 6YILYH_II/IX CTYACHTOB.

Kommnencanusi. Y4acTHUKaM MCCII€OBaHMsI KOMIIEHCALUS HE IPEIYyCMOTpEHA.
PesynbTarsl uccnenoBanus OyayT JOCTYIHBI Ha caifte penosuropus HY
(https://nur.nu.edu.kz/).

KonduaenunanbHocTh M NpUBaTHOCTDb. Bes mHpopMaIus, noixy4eHHas B Xo/1e
HCCIIeIOBaHMs, OyIeT XpaHUTHCS B CTPOroi KOH(MUACHIMATBHOCTH. J{J1s1 3aIUTHI JINYHBIX
JTaHHBIX OyIyT UCIIONIBb30BaThCA MCceBIOHUMBI. MHpopManus o BameM pedeHKe, BKIItouas
3aMycy UHTEPBbIO, HE OYET MepeiaHa TPeThUM JinliaM. Bee nanHble OyiyT XpaHUTHCS Ha
3alMIIEHHOM MapoJieM KOMIIBIOTEPE, a 110 3aBEPIICHUHU HCCIIEJOBAHUS 3allCH OYAyT
yZaJICHBI.

/1o0poBoJIbHOE yUacTHe. YUacTHE B UCCIETOBAHUY SBJISIETCS MOTHOCTHIO
T0OPOBOIBHBIM. BbI M Balll peOEHOK MOXKETE B 000 MOMEHT OTKa3aThCs OT Y4acTHsl
0e3 Kakux-1u0o mocieacTBUi. Bair peGeHOK MOXKET OTBEeYaTh Ha BOMPOCHI WIIH
MPOIYCKaTh UX, a TAK)KE OCTAHOBUTH HHTEPBBIO B JTFOOOK MOMEHT.
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KonTaktbl. Eciu y Bac ecTh BOpochl, KOMMEHTApUH WU ONaCeHUs KacaTelIbHO
MCCJICI0BAHMS, TIOKATYHCTa, CBSDKUTECH CO MHOM 110 Tenedony +7(771)3129337 wiu o
3JICKTPOHHOM TouTe pPerizat.urazmetova@nu.edu.kz.

Ecnu BBI XOTHTE 33/1aTh BOIIPOCHI O CBOUX IIPaBax KaK yYacTHHKA MCCICIOBAHUS WU €CIIU
BBl XOTHTE O3BYYUTh KaKue-IH00 IMPOOIEMBbI HIIH OIACCHUS, KOTOPBIC Y BAC MOTYT
BO3HUKHYTH B CBSI3H C UCCJICJIOBAHUEM, KOMY-TH00, KpOME HCCIIeI0BATENICH, HAITUIIUTE
anekTponHoe nuckMo B IREC o aapecy resethics@nu.edu.kz.

Coryacue yyacTHHUKA.

A,

naro 100pOBOJIEHOE COTJIACHE HA Y4acTHEe MOETo peOeHKa B TJAaHHOM HCCIIEJOBAHUH.
HccnenoBatens moapoOHO 0OBSICHUI MHE HH(OPMAITHIO U eI UccaeoBanus. 5
OCO3HAI0, YTO yYaCTHE MOETO peOSHKA B TOM UCCIICIOBAHHUH SIBIIICTCS JOOPOBOJILHBIM H
MOTY OTO3BaTh CBOE COTJIacue B JII000€ BpeMsi 0€3 HEraTUBHBIX MOCJIEICTBUM JJ1s Hero. S
MOHMMAI0, YTO HH(OpMaIus, coOpaHHas B X0/ HCCIIEOBaHUs, OyJIeT XpaHUTHCS B TaiiHE.

51 maro cBoe pasperieHue Ha ayauo3anuch uaTepBhio: [la L1 Her [

IToamnuce: MHara:

HccienoBarelib.

IToamnuce: Mara:



mailto:perizat.urazmetova@nu.edu.kz
mailto:resethics@nu.edu.kz

110

Ota-onalardan Olingan Rozilik Shakli

Kirish. Salom! Mening ismim Perizat Urazmetova. Men Nazarbayev universitetining
Ko‘p tilli ta’lim yo’nalishi 2-kursi magistrantiman. Men sizning farzandingizni
tadgigotimda ishtirok etishga taklif gilaman. Ishtirok etish butunlay ixtiyoriydir.

Tadgigot Magsadi. Ushbu tadqiqotning asosiy magsadi O‘zbekistondagi maktab
o‘quvchilari ingliz tilini o‘rganish jarayonida o‘zlarining ko‘p tilli o‘ziga xosligini qay
tarzda shakllantirish va rivojlantirishi, shuningdek, bu ularning til amaliyoti, ijtimoiy
o°zaro munosabati va o‘zlikni shakllantirishga qanday ta’sir qilishini o‘rganishdan iborat.

Protseduralar. Avvalambor, farzandingizni 20-30 minut davom etadigan intervyuda
ishtirok etishga taklif gilaman. Interview jarayonida farzandingizga ingliz tilining shaxsi
rivojlanishga ta'sirini haqida savollar beriladi. Suhbat farzandingizning xohishiga bog’liq
onlayn yoki oflayn formatda o'tkaziladi. Bu norasmiy suhbat bo’lganligi uchun
farzandingiz til haqida o'z fikrlari bilan bo’lishishi so’raladi.

Risklar. Ushbu tadgiqotda ishtirok etish xavfi minimaldir. Suhbat davomida bolangiz
ruhiy noqulaylikni boshdan kechirishi mumkin. Agar farzandingiz o'zini noqulay his qilsa,
istalgan vaqtda menga xabar berishi yoki savollarga javob berishdan bosh tortishi mumkin.
Farzandingizning javoblari maxfiy bo‘lib qolishi, shuningdek, ularni sinfdoshlari yoki
o‘qituvchilari bilan bo’lishmasligiga kafolat beraman.

Afzalliklar. Farzandingiz ushbu tadqiqotda ishtirok etishdan shaxsan foyda ko‘rmasa-da,
uning ishtiroki O‘zbekistonda ilmiy tadqiqotlar rivojiga katta hissasini qo’shadi. Bu til
o‘rgatish usullari, ta’lim siyosati va talabalar uchun til o‘rganishning umumiy sifati
yaxshilanishiga 0’z ta’sirini ko’rsatadi.

Kompensatsiya. Tadgiqot ishtirokchilariga kompensatsiya berilmaydi. Tadgigot
natijalarini NU repository veb-saytidan (https://nur.nu.edu.kz/) topishingiz mumkin.

Maxfiylik. Tadgiqot davomida olingan barcha ma'lumotlar gat'iy maxfiy saglanadi.
Shaxsiy ma'lumotlarni himoya qgilish uchun taxalluslar go'llaniladi. Farzandingiz hagidagi
ma'lumotlar, jumladan, suhbatlardan olingan yozuvlar uchinchi shaxslarga berilmaydi.
Barcha ma'lumotlar parol bilan himoyalangan kompyuterda saglanadi va tadgigot
tugagandan so'ng yozuvlar o'chirib tashlaniladi.

Ixtiyoriy Ishtirok Etish. Tadgiqotda ishtirok etish butunlay ixtiyoriydir. Siz yoki
farzandingiz istalgan vagtda hech ganday ogibatlarsiz ishtirok etishdan bosh tortishingiz
mumkin. Farzandingiz istalgan vaqtda savollarga javob berishdan bosh tortishi yoki
suhbatni to'xtatishi mumkin.

Kontaktlar. Tadgiqotga oid savollaringiz, fikr-mulohazalaringiz yoki tashvishlaringiz
bo'lsa, +7(771)3129337 telefon ragami yoki perizat.urazmetova@nu.edu.kz elektron
pochtasi orgali men bilan bog'laning.

Agar siz tadqgiqot ishtirokchisi sifatida o'z huquglaringiz hagida savollar bermogchi
bo'lsangiz yoki tadgiqot bilan bog'lig muammolar yoki tashvishlaringizni tadgiqotchilardan
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boshga birovga bildirmoqchi bo'lsangiz, IRECga resethics@nu.edu.kz elektron pochtasi
orgali xat yozing.

Ishtirokchining Roziligi

Men,

farzandimning ushbu tadgigotda ishtirok etishiga ixtiyoriy rozilik beraman. Tadgiqotchi
menga tadqiqot va uning maqsadi haqida batafsil ma’lumot berdi. Farzandimning ushbu
tadgiqotda ishtirok etishi ixtiyoriy ekanligini hamda salbiy oqgibatlarsiz istalgan vaqgtda
ishtirok etishdan bosh tortish mumkin ekanligini bilaman. Menga tadgigot davomida
olingan ma'lumotlar maxfiy saglanishi hagida tushuncha berildi.

Men intervyuni audioga yozilishiga 0’z ruxsatimni beraman: - Ha [ - Yo'q

Imzo: Sana:

Tadgigotchi:

Imzo: Sana:
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Appendix C: Student Assent Forms

Introduction

Good day! My name is Perizat Urazmetova, a 2" year graduate student in the Multilingual
Education program at Nazarbayev University. | would like to invite you to take part in my
research study. Your participation in this study is voluntary.

What is this study about?

This study aims to explore how high school students in Uzbekistan perceive and develop their
multilingual identities while learning English, and how this influences their language use, social
interactions, and emerging identity.

What will happen if | take part in this research study?

Please discuss with your parents before you decide to participate. We will also ask your parents
to give their permission for you to take part in this study. But even if your parents say “yes”,
you can still decide not to do this.

If you volunteer to participate in this study, | will ask you to do the following:

e You will be invited to participate in a semi-structured interview either online or offline.
e The questions will be mostly based on your usage of English in an academic and social
life.

The interview will last for approximately 20-30 minutes.
Are there any potential risks or discomforts that | can expect from this study?

The risks of being in this study are minimal. You are likely to expect some psychological
discomfort while being interviewed. You can let me know if you feel any discomfort during the
interview or even refuse to participate or answer any particular question.

Are there any potential benefits if | participate?

There will be no direct personal benefits to you. However, your participation is important to
develop research in Uzbekistan, which may lead to improved language teaching methods,
better educational policies, and enhanced language learning experiences for future students.

Will I receive any payment if | participate in this study?
There will be no payment for participation.

Will information about me and my participation be kept confidential?
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Any information that is obtained in connection with this study and that identify you will remain
confidential. Confidentiality will be maintained by means of using pseudonyms. Information
about you, including interview recordings, will not be shared with anyone. | will keep your
answers on my computer and protect them with a password. At the end of my research, interview
recordings notes will be deleted.

Withdrawal of participation by the investigator

You may have to withdraw from the study if your parents decide against your participation.
This can happen because you are under 18, and your parents are responsible for your
participation in the study.

What are my rights if | take part in this study?

You may withdraw your assent at any time and discontinue participation without penalty or loss
of benefits to which you were otherwise entitled. If you volunteer to be in this study, you may
leave the study at any time without consequences of any kind. You may refuse to answer any
questions that you do not want to answer and still remain in the study.

Who can answer questions | might have about this study?

Contact me if you have any questions, comment, or concerns about the study. My contacts are:
+7(771)3129337 or email me at perizat.urazmetova@nu.edu.kz.

If you wish to ask questions about your rights as a research participant or if you wish to voice
any problems or concerns you may have about the study to someone other than the researchers,
please write an email to IREC at resethics@nu.edu.kz.

| give my permission to audio record the interview: Yes [J No [
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®OPMA COI'IACHUA YYHEHUKA

BBenenue

3npascTByiite! Mens 30ByT Ilepuzar Ypasmerosa, s BISIOCH MaruCTPaHTKON 2-T0 Kypca
nporpammsl [lonusizeranoro oOpasoBanus B HazapbaeB Yuusepcurete. S nmpuriamato Bac
IPUHATH Y4aCTHE B MOEM UCCIIEI0BAaHUU. Ballle yqacTue MoJIHOCThIO JOOPOBOJIBHOE.

O uem 310 HcciIenoBanue?

L[eﬂb AAHHOT'O UCCJIICAOBAHUS — U3YYUTDh, KaK yUallIUCCA IIKOJ B V306ekucrane
BOCIIPUHUMAIOT U pa3BUBAIOT CBOIO ITOJUA3BIYHYIO JIMYHOCTDH B ITPOLCCCC U3YUCHUSA
aHTJIMHACKOTO S3bIKA, a4 TAKIKC KAK 3TO BJIUACT HA UX A3BIKOBYIO IIPAKTUKY, COIITUAJIBHOC
B3aUMOJICUCTBHE U (1)OpMI/IpOBaHI/IC JIMYHOCTH.

UYro npousoiiger, ecjiu sl MPUMY ydyacTue?

HO)KEUIYIZCT&, O6CYI[I/ITC CBOC YHAaCTHC C POAUTCIIAMU, MMPEKAC UCM IIPHUHATH PCIICHHAC.
Hawm Taxxe HOTpe6yeTCH pa3spCIICHHUEC BallIUX pO,Z[PITGJ'IGﬁ AJI1 BallleTo y4acCcTHs B
HCCIICOOBAHUU. O,I[HaKO JaKC CCJIU pOAUTCIIN COITIACATCs, BbI BCC paBHO MOXKCETC
OTKa3aTbCA.

Ecnu BBI pemmTe y4acTBOBaTh JOOPOBOJIBHO, OT Bac MOTpeOyeTcs Cleayromiee:

o IIpuHATH yyacTue B HHTEPBbIO, KOTOPOE NMPONIET MO0 OHMNaMH win odiaiiH, B
3aBUCHUMOCTH OT Ballero NPEANOYTEHHUS.

e Bompocsl 0yayT KacaThCsl TOTO, KaK BbI HCIIOJIB3YETE aHTJIMUCKUH S3BIK B yUeOe 1
B IOBCEHEBHOM )KU3HM.

WNuTepsbro npoaautcst okoio 20-30 MUHYT.
CyliecTBYIOT JIM KaKHe-JIM00 PUCKU UJIH Hey100cTBa?

Purcku ydactust B 3TOM UCCII€ZJOBAHUA MUHUMAJIbHBI. BO3MOXKHO, BBI HCIIBITAECTE
HEKOTOPBI NCUXOJIOTHYECKUI TUCKOM(OPT BO BpeMs HHTepBbIo. Eciu B 100011 MOMEHT
BO BpEeMsI HHTEPBbIO WM HAOJIIOAEHUH BBl TOYYBCTBYETE JTUCKOM(DOPT, BBl MOXKETE
COOOLIUTH MHE 00 3TOM, OTKa3aThCs OTBEYATh HA BOIIPOCH! MJIM MOJTHOCTBIO TPEKPATHTh
y4acTHe B UCCIIEIOBaHHH.

EcTh J111 BBITOABI OT MOEIr0 yqacnm?

[TpsIMBIX TUYHBIX BBITOJ] BB HE MOTy4duTe. OHAKO Ballle y4aCTHE MOKET BHECTH BaXKHBIN
BKJIQJl B pa3BUTHE MCCIIEIOBAHUN B 001acTH 00pa3oBaHus B Y30eKkucrane. 3To, B CBOIO
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ouepelib, MOXKET IIOMOYb YIYUIIUTh METOAbI IPETIOAaBaHUS SI3BIKOB, 00pa30BaTEIbHYIO
MOJIMTUKY U OMBIT U3YUEHHUSI HHOCTPAHHBIX SI3BIKOB JUIsSl OyIYIIUX MOKOJICHUH CTYIEHTOB.

ITosryuaro Jjim 51 onJIATY 32 y4acTHe B HCCJIeJOBAHUM?
Her, ydyactue B ucclieJOBaHUM HE IPEIIIOIAraeT OIIaTy.
Byaer iu nngopmanusi 000 MHe KOHPUICHIIHATBHOM?

Ja, Bca nundopmanusi, KoTopasi MOKET UIEHTU(UIIUPOBATH BAaC, OCTAHETCS
KOH(UICHIMATBHON. S NCIIONB3YIO ICEBAOHUMBI JIJIsl 3aIUTHI Baliel JuYHOCTU. Bee
3aMyCy UHTEPBBIO U 3aMETKH OCTaHyTCs B 0€30M1aCHOCTH U He OyIIyT MepenaBaTbes
TpeThuM JunaM. OHu OyIyT XpaHUTHCS Ha 3aUIIEHHOM MapojeM KOMIBIOTEpPE, U TIOCIIe
3aBEpILEHUS HCCIIEJOBAHNUS BCE 3aMMCH OyayT yJaICHBI.

Yro Oyaer, ecjiv 1 He CMOI'Y y4aCTBOBATh?

Ecinu Bamm poiuTeny He COIIacATCs Ha Ballle y4acTUe, BO3MOXHO, BaM IIPUJIETCS
OTKa3aThCsl OT UCCIIEIOBaHMsI, TaK KakK /10 JOCTHKeHus 18 et Bam norpedyercs ux
paspelieHue.

KakoBbl MOM IpaBa npM y4acTHH B HCCJIEIOBAHNHU?

Brl umeere mpaBo B 110001 MOMEHT OTKA3aThCs OT y4acTHsi 0€3 KaKUX-JIM0O MOCIIEACTBHIA.
Bb1 MOkeTe MOKUHYTH HCCIIEIOBAHUE B JTI000E BpeMsi, HE OOBSCHSSI IPUUKH, U 3TO HUKAK
HE TIOBJIMSET Ha Barie Oyaymiee. Takxke Bl MOXKETE MPOITYCTUTH JTH000 BOMpPOC, Ha
KOTOPBbIN HE XOTUTE OTBEYATh, U MPU ITOM MPOAOHKUTH YHACTHUE B UCCIIEIOBAHMH.

KT0 MO2KeT 0TBETHUTH HA MOH BOIIPOCHI 00 I/ICC.]'ICIIOBaHI/II/I?

Ecnu y Bac BO3HUKHYT BOIIPOCHI, 3aME€UYaHHS WU ONIACEHHUS, CBSKUTECH CO MHOM. Mou
KOHTaKThI: +7 (771) 312-9337, anekrpoHHas moura: perizat.urazmetova@nu.edu.kz.

Eciu BBI XOTHTE 337aTh BOPOCHI O CBOMX MPaBaX KaK Y4aCTHHUKA MCCIIECIOBAHUS WIIH €CITH
BBl XOTUTE 03BYYHUTH KaKue-JIMOO0 MPOOIEMBbI UITH OMACEHHSI, KOTOPBIE Y BAC MOTYT
BO3HHKHYTH B CBA3U C UCCIIEIOBaHHEM, KOMY-JIH00, KPOME HUCCIIEI0BATENCH, HATUIINTE
anexktporHoe nmuckMo B IREC mo agpecy resethics@nu.edu.kz.

51 maro cBoe pasperieHre Ha ayauo3anuch nHTepBhio: [la [ Her [
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O’QUVCHI RIZOLIGI FORMASI
Kirish

Salom! Mening ismim Perizat Urazmetova, Nazarbayev universitetining Kop tilli ta’lim
yo’nalishi 2-kursi magistrantiman. Sizni tadgiqotimda ishtirok etishga taklif gilaman.
Sizning ishtirokingiz butunlay ixtiyoriydir.

Ushbu tadgigot nima hagida?

Ushbu tadqiqotning asosiy maqsadi O‘zbekistondagi maktab o‘quvchilari ingliz tilini
o‘rganish jarayonida o‘zlarining ko‘p tilli o‘ziga xosligini qay tarzda shakllantirish va
rivojlantirishi, shuningdek, bu ularning til amaliyoti, ijtimoiy o‘zaro munosabati va o‘zlikni
shakllantirishga qanday ta’sir qilishini o‘rganishdan iborat.

Agar men gatnashsam nima bo’'ladi?

Qaror gabul gilishdan oldin ota-onangiz bilan ishtirokingizni muhokama qiling. Tadgigotda
ishtirok etishingiz uchun ota-onangizning ruxsati ham kerak bo‘ladi. Ammo, ota-onangiz
rozi bo’lgan taqdirda ham, siz ishtirok etishdan bosh tortishingiz mumkin.

Agar siz ixtiyoriy ravishda ishtirok etishni tanlasangiz, sizdan quyidagilar talab gilinadi:
* Onlayn yoki oflayn formatda o’tadigan intervyuda ishtirok etish.

sInterview savollari ingliz tilini darslar davomida, shuningdek, kundalik hayotda
foydalanishingizga bog’liq bo’ladi

Suhbat taxminan 20-30 dagiga davom etadi.
Xavf yoki noqulayliklar mavjudmi?

Ushbu tadgiqotda ishtirok etish xavfi minimaldir. Suhbat davomida siz ruhiy noqulaylikni
boshdan kechirishingiz mumkin. Agar suhbat yoki kuzatishlar davomida istalgan vaqgtda
o0'zingizni noqulay his gilsangiz, menga xabar berishingiz, savollarga javob berishdan bosh
tortishingiz yoki tadgiqotda gatnashishdan butunlay bosh tortishingiz mumkin.

Mening ishtirokimdan foyda bormi?

Siz to'g'ridan-to'g'ri  shaxsiy imtiyozlarni olmaysiz. Birog, sizning ishtirokingiz
O‘zbekistonda ta’lim sohasidagi tadqiqotlar rivojiga muhim hissa qo‘shishi mumkin. Bu,
0°‘z navbatida, til oqitish uslublari, ta’lim siyosati va chet tilini o‘rganish tajribasini
yaxshilashga yordam beradi.

Tadgigotda gatnashganim uchun to'lov olamanmi?

Yo'q, tadqiqotda ishtirok to’lovni 0’z ichiga olmaydi.



117

Men hagimda ma'lumotlar maxfiy bo'ladimi?

Ha, sizni aniglashi mumkin bo'lgan barcha ma'lumotlar maxfiy holatda saglanadi. Men
sizning shaxsingizni himoya qilish uchun taxalluslardan foydalanaman. Barcha intervyu
yozuvlari va eslatmalari xavfsiz bo'lib qoladi va uchinchi shaxslar bilan baham ko'rilmaydi.
Ular parol bilan himoyalangan kompyuterda saglanadi va tadgigot tugagandan so'ng barcha
yozuvlar o'chiriladi.

Agar men ishtirok eta olmasam nima bo'ladi?

Agar ota-onangiz ishtirok etishingizga rozi bo'lmasa, siz 18 yoshga to'lguningizcha ularning
ruxsati kerak bo'lganligi sababli tadgigotda gatnasha olmaysiz.

Tadgigotda ishtirok etishda ganday huquglarim bor?

Siz istalgan vaqgtda hech ganday ogibatlarsiz ishtirok etishdan bosh tortish huqugiga egasiz.
Siz tadgiqotni istalgan vaqtda sabab ko'rsatmasdan tark etishingiz mumkin va bu sizning
kelajagingizga hech ganday ta'sir gilmaydi. Shuningdek, siz javob berishni istamagan har
ganday savolni o'tkazib yuborishingiz mumkin.

Tadgigot haqgidagi savollarimga kim javob bera oladi?

Agar sizda biron bir savol, sharh yoki xavotir bo'lsa, iltimos, men bilan bog'laning. Mening
alogalarim: +7 (771) 312-9337, email: perizat.urazmetova@nu.edu.kz.

Agar siz tadgiqgot ishtirokchisi sifatida 0'z huguglaringiz hagida savollar bermoqchi
bo'lsangiz yoki tadgiqot bilan bog'liq muammolar yoki tashvishlaringizni tadgigotchilardan
boshga birovga bildirmoqchi bo'lsangiz, IRECga resethics@nu.edu.kz elektron pochtasi
orgali xat yozing.

Men intervyuni audioga yozilishiga 0’z ruxsatimni beraman: - Ha [ - Yo'q [
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Appendix D: Recruitment Emails

Subject: Invitation to Participate in Multilingual Identity Research
Dear 9-10-11 graders,

My name is Perizat Urazmetova, and I am currently pursuing a Master’s degree in
Multilingual Education at Nazarbayev University. | am conducting research to explore
how multilingual identities develop in students within English language classrooms. Given
your high level of English proficiency and frequent exposure to the language, | would like
to invite you to participate in my study. As part of the research, each participant will be
interviewed once for 20-30 minutes. The interviews can be conducted either online or in
person, based on your preference. Your participation is entirely voluntary. Please, note that
there is no direct financial benefit but your involvement will contribute to advancing
educational research in Uzbekistan.

If you are interested in taking part in the study or have any questions, please feel free to
reach out to me.

Kind regards,

Perizat Urazmetova

Graduate School of Education, Nazarbayev University
NU Website

Email: perizat.urazmetova@nu.edu.kz

Phone: +77713129337


https://nu.edu.kz/
https://nu.edu.kz/
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Tema: [Ipurnaimienue Kk y4aCTUIO B UCCIIEIOBAHUU MHOTOSI3bIYHOM MJIEHTUYHOCTH.
Hoporue yuenuku 9-10-11 xmaccos!

Mens 30ByT Ilepuszar Ypa3zmeroBa, MarucTpaHT B 00JIaCTU MOJIUS3BIYHOTO
oOpa3oBanus B HazapOaeB YHuBepcurere. S npoBoy Hcciae0BaHNe, YTOObI BBIACHUTD,
KaK MHOTOSI3bIYHAs! IMYHOCTh PAa3BUBACTCS Y yUAIIMXCS HA YPOKAX aHTJIMICKOTO SI3bIKA.
YuuThIBas Balll BHICOKHI YPOBEHb BIIAJICHUS aHTJIMHCKUM S3bIKOM M IIOCTOSTHHOE
BO3/ICHCTBHUE C HUM, 5 XOTeJa ObI MPUTIIACUTH BaC MPUHATH YIaCTHE B MOEM
UCCIJIEJOBaHUH.

B pamkax ucciienoBaHus KaKAbli y4acTHUK OyAeT ONpOIIEeH OJMH Pa3
nponopkuTenbHocThio 20—30 MunyT. CoOece0BaHNs MOTYT IIPOBOJUTHCS KaK OHJIAMH,
Tak ¥ o ¢aiiH, B 3aBHCUMOCTH OT BAaIlIUX NPEANOYTEeHUH. Bare yyacTre moiaHoCTho
no6poBoabHOE. OOpaTUTe BHUMAaHKE, YTO MPSIMOM (PMHAHCOBOM BBITOJIBI HET, HO BaIlle
ydactue OyeT CriocoOCTBOBATh Pa3BUTHIO 00PA30BATEIIBHBIX UCCIICIOBAaHHH B
V36ekucrane.

Ecnu BBl 3aMHTEpECOBAaHBI B YYaCTUH B UCCIICIOBAHUU UJTU Y BaC €CTh KaKHe-JIn0o
BOIIPOCHI, MOKAITYHCTA, CBSKUTECH CO MHOM.

C yBaxxeHueM,

ITepusatr YpasmeroBa

Bricmias mikona o6pa3oBanus HazapOaeB YHuBepcurera
NU Website

DrexkTpoHHas moyra: perizat.urazmetova@nu.edu.kz

Tenedon: +77713129337
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Mavzu: Ko'p tilli 0'ziga xoslik bo'yicha tadgigotda ishtirok etishga taklif.
Hurmatli 9-10-11-sinf o'quvchilari!

Mening ismim Perizat Urazmetova, Nazarbayev universitetining ko*p tilli ta’lim
yo‘nalishi magistranti. Men ingliz tili darslarida o'quvchilarda ko'p tilli shaxs ganday
rivojlanishini aniglash uchun tadgiqot olib bormogdaman. Ingliz tilini yuqgori darajada
bilishingiz va u bilan doimiy ravishda tanishishingizni hisobga olib, sizni tadgigotimda
ishtirok etishga taklif gilmogchiman.

Tadgigotning bir gismi sifatida har bir ishtirokchi 20-30 dagiga davomida bir marta
intervyu oladi. Suhbatlar sizning xohishingizga garab onlayn yoki oflayn rejimda
o'tkazilishi mumkin. Sizning ishtirokingiz butunlay ixtiyoriydir. E'tibor bering, to'g'ridan-
to'g'ri moliyaviy foyda yo'q, lekin sizning ishtirokingiz O'zbekistonda ta'lim sohasidagi
tadqgiqgotlarni rivojlantirishga hissa go'shadi.

Agar siz tadgigotda gatnashmoqchi bo'lsangiz yoki savollaringiz bo'lsa, iltimos,
men bilan bog'laning.

Hurmat bilan,

Perizat Urazmetova

Nazarbayev universiteti ko’p tilli ta’lim yo’nalishi

NU veb-sayti

Elektron pochta manzili: perizat.urazmetova@nu.edu.kz

Telefon: +77713129337
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Appendix E: Data Collection Instruments

Interview Protocol

Opening Script:

Thank you for meeting with me today! The purpose of this interview is to explore the
development of multilingual identities among students in Uzbekistan, particularly how
learning English influences their sense of identity. You were chosen for this interview
because of your experience in an English language classroom, and we believe you have
valuable insights into how multilingualism shapes your language learning journey.

Our online/offline interview will be recorded to create a transcript, while ensuring your
anonymity by replacing your name and any names or places you mention with
pseudonyms.

If at any point you want to stop participating in this interview or choose not to answer any
specific questions for any reason, you are free to do so without judgment. Before we begin,
feel free to ask any questions.

This interview is expected to take 25-30 minutes. Before conducting the interview, you
will be asked to sign and send me the assent form.

Are you willing to start the interview and be recorded now?
[Wait for response, and begin recording]

Okay, I’ve started recording. Let’s begin with the first question.

A. Interviewee Background:

1. Can you tell me a little about yourself? What is your name, and what grade are you
in?

2. How long have you been learning English?

3. Besides English, what other languages do you speak?

4. How often do you use English in your daily life? Do you also use it with friends,
online, or while watching content?

B. Language Practices and Integration of English:

1. How often do you choose to use English over your other languages, either in
speaking or writing?

2. How does speaking English influence how you see yourself in your community
compared to using your other languages?

3. In what ways does English help you connect with others or fit into different
groups?

C. Psychological and Behavioral Effects of Learning English:
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How do your emotions or personality change when speaking different languages?
Can you give examples?

Are there times when it’s easier or harder to express certain feelings or ideas in one
language compared to another? Why do you think that is?

Has learning new languages affected the way you see yourself or how you connect
with people?

D. Imagined Communities and Identities:

=

5.

How has learning English influenced the way you see your place in society?

How do you manage the tension between your cultural identity and the
expectations when speaking English?

How does your use of English impact your sense of belonging to local or global
communities?

How do you think English will shape your future opportunities, and does that affect
how you identify with the language?

Do you think learning English has changed your goals or dreams? How?

Closing Script:

That’s all the questions I have for you today. Thank you so much for sharing your thoughts
and experiences with me. Do you have any questions before we finish?

Thank you once again! Your answers are very important for my research.
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IIpoToK0J HHTEPBLIO
BerynurenbHbIN TEKCT:

Crnacu6o, 4to coryacuianch Ha uHTEpBbIO! Llenb ceroIHANIHEr0 HHTEPBBIO — U3YUHTh,
KaK (OopMUpPYETCsI MONUS3bIUHAS JIUYHOCTD Y CTY/ICHTOB B Y30€KUCTaHe, U KaKk U3y4eHHE
AHTJIMHCKOTO S3bIKA BIMSIET HA Pa3BUTHE UX JIMYHOCTU. MBI BBIOpaiu Bac JJIsl y4acTHsl B
MHTEPBbIO OJ1arofaps BalleMy OINbITY U3YYECHUS aHTJIMHCKOTO, 1 HaM Ba)KHO y3HATh Ballle
MHEHHUE O TOM, KaK MMOJUS3bIYNE BIUSCT Ha Balle oOydeHue.

Harme uaTepBBIO, Oy/1b TO OHJIAKH WU OoduIaiiH, OyIeT 3amrcaHo I CO3AaHus
TpaHCcKpunToB. [Ipu 3TOM Balra aHOHUMHOCTh OY/IET MOJIHOCTHIO COXpaHEHA: Ballle UM, a
TaKKe JIFOObIe YIOMSHYThIC BAMU UMEHA WITH MeCTa OyIyT 3aMEHEHBI IICEBJIOHUMAaMH.

Ecan B xakoi-TO MOMEHT BEI pEeIIUTE NPCKPATUTD YUACTUC UJIM HC 3aXOTHUTC OTBCUATDH HA
KaKHe-TO BOIIPOCHI, BbI MOKETE cJienarh 3T0 0e3 Kakux-i1ubo nocienctsuid. [loxanyiicra,
HE CTeCHINUTECH 3a1aBaTb BOIIPOCHI, €CJIKW Y BAC OHU BO3HUKHYT, IIPCKAC 4EM Mbl HAYHCM.

WNutepBbio 3aiiMet okoso 25-30 munyT. [lepen Hauanom Oecessl s MpoIry Bac MOAMUCATh
dopmy cornacust 1 MHE €€ OTIPABUTh.

Bbl roTOBBI HaUaTh UHTEPBBIO U JIAETE COTJIaCHE HA 3aluCh?
[[{loxauTech OTBETa M HAYHUTE 3aITHCh |
Xopouio, 3anuch HayaTa. JlaBaiiTe HAYHEM C MIEPBOrO BOIPOCA.

A. Uudopmanus o codbeceHuke:

1. Moxere HEMHOTO paccka3aTh o cebe? Kak Bac 30BYT U B KaKOM KJIacce BbI
yuurech?

2. Kax gaBHO BBI H3y4yaeTe aHTIMICKUIN U HA KaKUX JIPYTUX S3BIKaxX BbI TOBOPUTE?

3. Kak gacto BbI HCITIOJIb3yeTe aHTIIMHCKUI BHE mKObI? Hampumep, obmaerech au
Ha HEM C JIPY3bsIMH, CMOTPUTE BUJICO WJIM YTO-HUOYAh B UHTEPHETE?

B. BocipusiTie noJiMsa3bI4HOM JTHYHOCTH

1. Kak BbI OTHOCUTECH K TOMY, UTO TOBOPUTE Ha HECKOJIBKHUX SA3bIKaX, BKIIOUAs
AHTJIMUCKUN? MEHSEeT JIu 3TO Ballle CaMOBOCTIPUSITHE?

2. Kak BbI mymaeTe, M3MEHIII JIW aHTITMACKAHN S3bIK TO, KaK BBl BOCTIPUHUMAETE ce0sI
WM KaK Bac BoclpuHUMaroT apyrue? Kakum obpazom?

C. SI3pIkoBasi NPAKTHKA U HHTErPALHUA AHTJIHHCKOrO:

1. Tlomumo 3aHSTHIA, T/Ie ¥ KaK BbI UCIIOJIb3yeTe aHTJIUICKUIN B TIOBCETHEBHOM
JKU3HH?

2. Hackoabpko 9acTo BBl BRIOMpaeTe aHTIIMHCKHANA BMECTO JPYTHX S3BIKOB, KOTAa
TOBOPHUTE WM MUIIETe?
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3. Kak BbI cunTaere, MOMOXET JIM 3HAaHHE aHTJIMICKOTo B OyaylieM, Halpumep, B
yaeOe uiau Kaprepe?
JlonoiHMTeIbHBINA Bonpoc: Kakue BO3MOXXHOCTH, 110 BallleMy MHEHHIO,
OTKPBIBAET 3HAHHME aHTIMHCKOT0? (HampuMep, MyTeHecTBHs, yueda 3a TpaHHIIeH,
KapbepHbIE BO3MOKHOCTH )

D. Ilcuxosornyeckne 3¢pGeKThl M3y4eHHS AHTVINHCKOIO:

1. Kak BbI ce0s1 9yBCTBYyETE, KOTJ]a TOBOPHUTE MO-aHIIHCKU? YyBCcTBYyeTe 1
BOJIHEHHE, HEPBO3HOCTb WJIM YTO-TO e1e?

2. Menser 11 U3y4eHHe aHTJIMHCKOrO Ballle MOBEJACHNUE WM TO, KaK BbI
B3aMMOJEcTByeTe ¢ Apyrumu Jroapmu? Kak?

3. Jlerde nu BaM BBIpa)KaTh CBOM MBICTIH U YYBCTBA Ha aHTJIMHCKOM I10 CPABHEHUIO C
apyrumu s3sikamu? Ecnu na, To mouemy?

E. BooOpaskaemble coo0mecTBa M JINYHOCTH:

1. Kak ¢unbmbl, cepuabl WK OHJIAH-KOHTEHT Ha aHTJIMHCKOM SI3bIKE BIHSIOT Ha
Ballle BOCIIPUATUE CAMOT0 S3bIKA U KYJIBTYPbl, KOTOPYIO OHU MTOKa3bIBAIOT?
JlomoTHUTEIbHBIH BONpoc: MosxeTe MpUBeCTH puMep GUIIbMa WK cepHralia,
KOTOPBII MOBJIMSAJI HA Ball€ BOCIIPUATHE aHTJIMHCKOTO S3bIKA WM aHTJI0S3bIYHOM
KYJIbTYpbI?

2. TlpencraBinsiere Jid BB, 4TO OyJETE UCIIOJIB30BATh AHTIIMACKHUNA JUTSI KOHKPETHBIX
nenei B Oyayiem, Harnpumep, i yueObl 3a TpaHulleH, MyTelecTBUN Wil paboThl
B MEKIYHAPOAHOU KOMIaHUU?

3. V3MeHuso 1M u3ydeHue aHTIMHCKOTO Ballly KU3HEHHbIE 11eu uiu MeuThl? Kak?

3akJarouenune:

DT0 BCE BOIMPOCHI, KOTOPHIC T XOTENa 3a/1aTh BaM CeroHs. bobimoe criacu6o 3a To, 9410
TIOJICJTMJIMCH CBOMMHY MBICIISIMH U OTIBITOM. Y Bac €CTh KaKue-HUOY/Ib BOTIPOCHI TIEPEe]] TEM,
KaK MbI 3aKOHYUM?

Eme pa3 cmacu6o! Baru oTBeThI 04€HB BaXKHBI JIJIs1 MOETO MCCIICTOBAHUS.



125

Suhbat protokoli
Kirish matni:

Suhbatga rozilik bildirganingiz uchun rahmat! Bugungi suhbatimizdan magsad
O‘zbekistonda talabalar o‘rtasida ko‘p tilli shaxs qanday shakllanayotgani, ingliz tilini
o‘rganish ularning shaxsi rivojlanishiga qanday ta’sir qilishini o‘rganishdan iborat. Biz
sizni ushbu intervyuga ingliz tilini bilish darajangiz yuqori bo’lganligi uchun tanladik.
Ko‘p tillilik til o‘rganishingizga qanday ta’sir qilishi haqidagi fikringizni eshitishni
xohlaymiz.

Bizning intervyumiz (onlayn yoki oflayn) tarzda o’tkaziladi va undan transkript
yaratish uchun yozib olinadi. Shu bilan birga, sizning anonimligingiz butunlay saglanib
goladi: ismingiz, shuningdek, siz tilga olgan har ganday ism yoki joylar taxalluslar bilan
almashtiriladi.

Agar ishtirok etishni to’xtatishga qaror qilsangiz yoki savollarga javob berishni
xohlamasangiz, hech ganday ogibatlarsiz intervyudan bosh tortishingiz mumkin. 1ltimos,
biz boshlashdan oldin savollaringiz bo'lsa, bemalol so'rang.

Suhbat taxminan 25-30 dagiga davom etadi. Suhbat boshlanishidan oldin sizdan
rozilik blankasiga imzo chekib, uni menga yuborishingizni so'rayman.

Suhbatni boshlashga tayyormisiz va yozib olishga rozimisiz?
[Javobni kuting va yozishni boshlang]
Yaxshi, yozib olish boshlandi. Birinchi savoldan boshlasak.

A. Suhbatdosh hagida ma'lumot:

1. O'zingiz hagida bir oz gapirib bera olasizmi? Ismingiz nima va gaysi sinfda
0’qiysiz?

2. Qancha vaqtdan beri ingliz tilini o'rganasiz va yana gaysi tillarda gaplash olasiz?

3. Maktabdan tashqgari ingliz tilidan gayerlarda foydalanasiz? Masalan, do'stlaringiz
bilan mulogot gilish, video tomosha gilish yoki internetda biror narsa gilish uchun
foydalanasizmi?

B. Ko*p tilli o‘ziga xoslikni idrok etish:
1. Ko'p tillarda, jJumladan, ingliz tilida gapirishga ganday munosabatdasiz? Bu sizning
0'zingizga bo'lgan munosabatingizni o'zgartiradimi?
2. Sizningcha, ingliz tili sizning o'zingizga bo'lgan munosabatingizni yoki boshqalar
sizni ganday gabul gilishini o'zgartirdimi? Qanagasiga?

C. Til amaliyoti va ingliz tili integratsiyasi:

1. Darslardan tashqari, kundalik hayotingizda ingliz tilidan gqayerda va gqanday
foydalanasiz?
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Gapirish yoki yozish uchun ingliz tilini boshga tillardan ustun qoyasizmi?
Sizningcha, ingliz tilini bilish kelajakda, masalan, o'gish yoki karyerangizda sizga
yordam beradimi?

Qo'shimcha savol: Sizningcha, ingliz tilini bilish ganday imkoniyatlarni ochadi?

(masalan, sayohat, chet elda o'qish, karyerada ko’tarilish imkoniyatlari)

D. Ingliz tilining psixologik ta'siri:

1.

Ingliz tilida gaplashganda o'zingizni ganday his gilasiz? Sizda hayajon, asabiylik
yoki boshga emotsional o’zgarishlarlar bo’ladimi?

Ingliz tilini o'rganish sizning xulg-atvoringiz yoki boshga odamlar bilan
munosobatlaringizga o’z ta’sirini ko’rsatadimi? Qanaqasiga?

Fikr va his-tuyg'ularingizni ingliz tilida ifodalash boshqa tillarga gqaraganda
osonroqmi? Agar shunday bo'lsa, nimaga unaqa deb o’ylaysiz?

E. Tasavvur gilingan jamoalar (Imagined community) va o'ziga xosliklar:

1.

Ingliz tilidagi film, teleserial yoki onlayn kontentlar sizning ingliz tili va ingliz
madaniyati haqidagi tasavvurlaringizga o’z ta’sirini ko’rsatadimi?
Qo'shimcha savol: ingliz tili yoki ingliz madaniyati hagidagi tasavvuringizga ta'sir

gilgan film yoki serialni misol keltira olasizmi?

2.

Sizningcha, kelajakda ingliz tili sizga chet elda o'gish, sayohat gilish yoki xalgaro
kompaniyada ishlashda asgqotadimi?

Ingliz tilini o'rganish hayotingizdagi magsadlaringiz yoki orzularingizni
o0'zgartirdimi? Qanagasiga?

Xulosa:

Bugun sizga bermoqchi bo'lgan savollarim shulardan iborat edi. Fikr va tajribangiz bilan
bo’lishganingiz uchun minnatdorman. Sizda savollar bormi?

Yana bir bor rahmat! Sizning javoblaringiz tadgiqotim uchun juda muhim.
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Uzbek as a comfort
zone

English for
academic usage

Native lang. to
connect with
relatives

Heritage lang.

maintenance

Russian used when

needed

Lang. proficiency=
Lang. preference

Global citizen

was very hard for me because this was the first time that I was
learning, I was studying in English and I had of course some
difficulties and at those times, I ANy DIOMHEE, especially
Izzatulla like who gave you my contact. We were very close
friends so this took about like two hours and I explained all the
things and also he asked me in Uzbek which I kind of made our
conversation more deep and he also gave me his own advice on
how to study, how to cope with the challenges in academics. I
think that if we used English, this conversation wouldn't be that
deep and that personal because I kind of only use academic
English in my everyday life. So that’s why I cannot express my
emotions fully.

Interviewer: Perfect! Uzbek is deeply rooted in your emotions,
as far as I see. Yes, good and the next question is I will skip it
because you have already answered. It was like what language is
better to express your feelings in. The next one is: has learning
new languages affected the way you see yourself and how you
connect with other people? I have already asked this question but
I will ask another one. As you mentioned, you said you try to use
English in a formal context, most of the time Uzbek for informal
conversations and how about other languages you mentioned like
Tajik, Russian or other languages. How about those languages?

Interviewee: So, I use the Tajik language when I go to my
village because my hometown is Nurata where Tajik is a native
language. So, I use it to communicate with my relatives, even
though they know, of course, Uzbek and Russian. But it's like a
tradition for us to use the Tajik language in our village. So, this
is the only case or maybe, I can meet some kind of people from
Nurata in the city or if I go to another city of my country. So, in
this case, I will use Tajik and also Russian when I meet, of
course, Russian people and in the Russian classes. So, I'm not
that proficient in this language, that's why I don't want to use it.
You know, I don't want to use it a lot.

Interviewer: okay! I got it. Thank you! The next question: how
has learning English influenced the way you see yourself in your
society? How do you feel, for example, in Uzbekistan many
people started learning English because it has some prestige
right? and how do you feel as a person who knows English?

Interviewee: I mean, the person who knows English is kind of a
global citizen because you know the traditions of different
countries like the USA or England or some European countries,
different from our Uzbek traditions. By learning language, they

Close ppl around who
know English
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