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Insights Into First-Year Students’ English-Speaking
Anxiety and Solutions: A Case in a Private University in

the Mekong Delta, Vietham

Tham Kim Thi Huynh *

School of Foreign Languages, Tay Do University, Vietnam

Abstract

This study aimed to explore English-speaking anxiety of first-year
university students (n=200) in Vietnam, employing questionnaires and
semi-structured interviews (n=20) as data collection tools. The
quantitative findings indicate a moderate overall level of anxiety, with
test-related  anxiety  significantly exceeding communication
apprehension and fear of negative evaluation. No statistically
significant differences in speaking anxiety were found between male
and female students, or between English-majored and non-English-
majored students. Qualitative data provide insights into students’
individual experiences and solutions within three domains of anxiety.
Based on these findings, the study proposes pedagogical
recommendations aimed at reducing test-related pressure and
fostering a supportive learning environment. However, limitations
included the small number of interview participants and reliance on
self-reported data. Future research is encouraged to expand the scope
of investigation and access the impact of targeted interventions.

Key Words: anxiety, English-speaking, solutions, first-year students.
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1. Introduction

English has gained international status as the most
widely spoken language, with increasing number of
learners. No one can deny the importance of its
significance across various aspects of life, including
scientific research, commerce, medicine, technology. In
the field of education, particularly in the Vietnamese
context, enhancing the quality of teaching and learning
English is one of the top priorities for educational
purposes. The National Foreign Languages Project was
launched and implemented on a national scale aiming to
promote all the four skills among the Vietnamese
learners. Among these, speaking is considered the most
essential, as it plays a crucial role in learners' personal
growth and future career opportunities (Ho & Truong,
2022). As a matter of fact, many higher education
institutions in Vietnam have played an emphasis on
implementing international programs, exchanging
students, reinforcing scientific research or globally
recognized publications. Hence, the demand for effective
English-speaking skills for better communication and
interpretation is higher than ever (Ho & Truong, 2022).
Furthermore, in many universities, when more and
more subjects have been instructed and integrated with
English learning materials, students are suggested to
equip themselves with a proficient speaking ability so
that they can have a better interaction with the
instructors or peers during the teaching and learning
process. With a good proficiency for English speaking
skills, university students can not only master and
achieve flying colors for the subjects taught in the
curriculum, but they can have a closer approach to a
global learning community as well. Nevertheless,
Vietnamese university students tend to encounter many
difficulties when speaking English or have troubles
mastering this language as an effective communication
tool. This results in some limitations in English language
acquisition among their
opportunities for global exchanges and the job market in
the long run. Among various elements restricting
university students’

students and hinders

proficiency, English speaking
anxiety is regarded as one of the striking factors
impeding their speaking ability. Thus, this study aims at
providing insights into the reasons underlying first-year
universities students’ speaking abilities and exploring
the solutions employed to overcome this type of
psychological issue. The findings to this study; in
particular, can not only contribute to the improvement

of teaching and learning English in the university in the
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Mekong Delta, but for other regional and national
tertiary institutions in Vietnam in general.

2. Literature review

2.1 Definition of Speaking

It is known that language communication involves
several language skills which are interrelated: listening,
speaking, reading and writing. Among the four macro
skills, listening and speaking are considered as the oral
skills whereas reading and writing are called the literacy
skills (Byrne, 1991). They are all divided according to
the manners by which they are formed. The sKkills related
to articulator organs are called the oral skills; and the
ones connected with manual script are called the
literacy skills. Of the four skills, speaking is considered
to play a very important role in language learning. As for
Pattison (1992), if a person who knows a language, it
means that he or she can speak that language.

According to Brown (1994) as well as Burns and
Joyce (1997), speaking is “an interactive process of
constructing meaning that involves producing and
receiving and processing information”. Its form and
meaning depend on the context in which it occurs.
Therefore, speaking requires that the learners not only
know linguistic competence such as grammar,
pronunciation or vocabulary, but they also need to
understand when, why and in what ways to produce
language (sociolinguistic competence).

Moreover, Mackey (1965) states that speaking
“involves not only the use of the right sounds in the right
patterns of rhythm and intonation, but also the choice of
words and inflections in the right order to convey the right
meaning.” (cited in Bygate, 1987).

From another view, Chaney (1988) reveals that
“speaking is the process of building and sharing meaning
through the use of verbal and nonverbal symbols in a
variety of contexts” (cited in Kayih, 2006). This is in line
with Mead and Rubin (1985) saying that speaking is
considered as an “interactive process in which an
individual alternatively takes the roles of speaker and
listener, and which includes both verbal and nonverbal
components”,

Different researchers have different concepts of
speaking, but through these definitions, we all can easily
recognize that speaking is a two-way process between
the listeners and speakers. And it is considered as a key
to human communication.

2.2 The importance of speaking

It seems obvious that being able to speak in a second
or foreign language plays an utmost important role

AN

[
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among four language skills. In our daily lives, most of us
speak more than write. In comparison with writing,
speaking is the essential form of language, and writing is
ranked second after it and derived from it (Wilkin,
1979). When discussing the importance of speaking,
Bygate (1987) states that: “It is the vehicle of social
solidarity, of social ranking, of professional advancement
and of business”. To support his ideas, Bygate (1987)
stresses that speaking: “is also a medium through which
much language is leant, and which for many is
particularly conducive for learning”. This means that the
importance of speaking is put on the top. When speaking
skill is mastered, other skills like listening, writing and
reading can be improved effectively. Sharing the same
opinions with Bygate, Nunan (1991) confirms that
“mastering the art of speaking is the single most
important aspect of learning a second or foreign
language, and success is measured in terms of ability to
carry out a conversation in the language”. More than
these, Ur (1996) shows that knowing a language is
referred as “speakers” of that language.

It can be inferred from researchers’ viewpoints that
speaking plays a vital part in learning a second language.
If the learners have the right understanding about the
importance of speaking, it is easy for them to achieve
their goal in learning a second language, especially

English.
2.3 Speaking proficiency and its components
To speak the target language fluently and

appropriately, it requires not only knowing its grammar
and semantic rules but also understanding how native
speakers use the language in the right context.
Therefore, to help learners have a deep understanding
about speaking proficiency so that they can perfect their
skill of speaking. Shumin (2002) points out speaking
proficiency and its components as can be seen in the
following figure:

‘Grammatical
Competence

Strategic
Competence

Sociolinguistic
Competence

Speaking
proficiency

Discourse
Competence

The figure shows that speaking is influenced by all
four interrelated components:
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Grammatical competence: the ability to recognize the
lexical, morphological, syntactic, and phonological
features to form words and sentences. This enables
learners to use and understand English language
structures accurately and unhesitatingly, which
contributes to their fluency.

Sociolinguistic competence: knowledge of language
alone does not adequately prepare learners for effective
use of the target language. The
understand the social context in which language is used
to achieve successful conversations with others.

Discourse competence: the connection of a series of
sentences or utterances. This helps learners hold the
communication together in a meaningful way.

Strategic competence: ability to employ strategies to
compensate for imperfect knowledge of rules. This
means the speakers can keep conversation going in any
situation despite a lack of vocabulary or insufficient
knowledge of grammar.

2.4 Anxiety and Language Anxiety

In his study, Scovel (1978) defined the term “anxiety”
as a state of “uneasiness, frustration, self-doubt, or
worry”. In addition, language anxiety is a phrase
demonstrating a distinguished multipart of self-

learners must

perceptions, beliefs, feelings, and behaviors related to
language learning derived from the
uniqueness of language learning process” (Horwitz et al.,
1986). Later, Gardner and MacIntyre (1993) further
developed the term as the adverse emotions related to

classroom

reactions that learners experience when uttering a
second or foreign language. According to Horwitz at all
(1986), language anxiety is composed of communication
apprehension, test anxiety and fear of negative
evaluation. To be more specific, communication
apprehension is considered as a type of shyness by fear
of anxiety when communicating with others (Horwitz et
al,, 1986) and the unwillingness to talk (Cabasag, 2020).
Test anxiety is described as the fear of academic
evaluation caused by the apprehension of failure
(Horwitz et al, 1986). In his study, Horwitz and his
colleagues (1986) defined fear of negative evaluation as
the apprehension about others’ judgments and
Anxiety leads to
passive manners in the classrooms as students tend to
hinder themselves from getting involved in speaking
activities or volunteering to present in front of the whole
class (Ho & Truong, 2022).

2.5 Speaking Anxiety

avoidance of evaluative situations.
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According to Horwitz and his colleagues (1986),
speaking is thought to be skill most significantly affected
by anxiety. Ozturk and Gurbuz’s study (2013) complied
with that statement when advocating that speaking is
observed as the most anxiety-affected skill and the most
transparent source of anxiety in the language learning
process. Several studies have been conducted to
determine the level of speaking anxiety, and they were
carried out in various teaching contexts. Liu and Jackson
(2008) examined the unwillingness in communication
and speaking anxiety among Chinese first-year
freshmen. The findings indicated that over thirty
percent of the students in the study encountered anxiety
in the English-speaking lessons. Anxiety was found to be
one of the factors causing difficulties in English speaking
including fear of making mistakes, shyness and lack of
confidence. Those are the findings from Al Nakhalah'’s
study (2016) using observations and interviews as
research instruments to investigate fourth-grade
university students’ reasons behind their speaking
anxiety. In Malaysian educational contexts, Miskam and
Saidalvi (2019) conducted research on undergraduate
students to figure out their level of anxiety in their
speaking performances and results showed that the
participants had a moderate level of anxiety when
speaking English. Later, Gumartifia and Syahri’'s study
(2021) contributed to the literature of the examined
subject research stating that most undergraduate
participants were depressed when practicing or starting
to speak in front of the crowd.

2.6 Related studies

2.6.1 Causes of Speaking Anxiety

In Asian contexts

Studies investigating the factors underlying English
learners’ speaking anxiety have been conducted on a
wide scale in a wide range of Asian education systems.
In Korean education contexts, Manly (2015) used a
modified Horwitz et al. 's (1986) FLCAS to collect
quantitative data among first-year students in a
university. The findings showed anxiety about class
performance, speaking,
pressure for tests and preparation, comparisons to
peers and negative attitudes towards English class were
the primary causes leading to English speaking anxiety.
Later, also in Korean context, Tian (2019) did a study to
examine 22 sophomores at a national university and
shared some similar results when identifying that
negative attitudes towards speaking tasks, preparation
time and negative feedback from peers were the main

uncomfortableness when
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elements resulting in students’ English-speaking
anxiety. Furthermore, Debreli and Demirkan (2016)
conducted a study in a Turkish university and indicated
that pronunciation difficulties, being asked immediate
questions by teachers and failure to understand
teachers’ questions are the main reasons behind
students’ anxiety of speaking English. In 2020, Rajitha
that lack of grammatical knowledge,
pronunciation factors, stage fear, stage fear, lack of
confidence, shyness and peer factor are the factors
contributing to English speaking anxiety among the
target participants.

In Southeast Asian Contexts

In the Southeast Asian contexts, several studies have
been carried out in search of the factors leading to
learners’ anxiety in speaking English. In 2014, Batiha
and his colleagues concluded that test anxiety, fear of
failing the instructor-learner interaction,
vocabulary, negative evaluation and high expectations
were the core factors causing Indonesian students’
English-speaking anxiety. In addition, in 2017, Wilang
and Singhasiri used Anxiety Scale in Spoken English as a
Lingua Franca to determine the factors causing Thai
undergraduates’ English-speaking anxiety and noted

found

course,

that fast speed and understanding the meaning behind
utterances were thought to be anxiety-causing
situations. In the Philippines, Milan (2019) cited that
students experienced English-speaking anxiety as they
were afraid of grammatical errors, lack of opportunities
to speak the target language, internal innovation and
misconceptions about spoken English fluency.
Furthermore, her study revealed that the shortage of
personal training in the language, instructional
materials unrelated to students’ interest or major and
concerns about being corrected while speaking are the
major reasons underlying the participants’ anxiety for
the speaking performances. In the same context, Jugo
(2020) discovered that negative self-perception, error
correction, fear of making mistakes or being negatively
evaluated are notable reasons leading to Filipino
students’ anxiety in the process of English-speaking
lessons.

2.6.2 Solutions

Positive solutions for overcoming English-speaking
anxiety have been identified in several studies for the
purpose of improving the quality of teaching and
learning practice. In 2007, Ardi conducted a study to
discover Indonesian university students’ ways to cope

with anxiety in learning a foreign language and found
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that they used four strategies regarding preparation,
relaxation, positive thinking and peer seeking. In
Japanese educational context, Lizuka (2010)
investigated EFL college students’ solutions to deal with
anxiety in English language speaking and noted that the
students practiced positive measures including having
better preparations, making greater attempts in most
speaking performances and seeking peer assistance
when failing to understand teachers’ questions. In
addition, Chou (2018) investigated Taiwan
undergraduates from four universities and concluded
that the target participants used rehearsal and
paraphrasing strategies to overcome the anxiety of
English-speaking anxiety in their performances and
practices. Later, in 2021, Pabro-Maquidato identified
Filipino university students utilized a range of solutions
to overcome nervousness in English speaking sessions
such as using useful learning tools, putting thoughts into
writing, having more speaking practice and consulting
teachers for feedback.

Beside positive solutions used by college and
university students, negative ways including giving up,
ignoring or distancing themselves from difficult
situations were identified. In a Turkish university, an
investigation was carried out by Geng et al,, (2016) and
the results were recorded. The target participants used
resignation strategies such as giving up, stopping paying
attention and accepting the difficult situation. Seeking
support from peers was identified in this quantitative
study as a strategy to cope with English-speaking
anxiety, but they used it with the least frequency.

2.6.3 Related studies in Vietnam

Recognizing the importance of English-speaking skill
in the Vietnamese educational context, several studies
have been conducted for the sake of giving insights into
factors contributing to English-speaking anxiety among
Vietnamese university students and strategies to
overcome this issue in teaching and learning. The need
for exploring the anxiety-causing factors among those
target students is undeniable as the English language
has become so dominant in the teaching curriculum in
many universities Vietnam; furthermore,
undergraduates regarding English as a means of
widening the scope of their understanding in this
globalized world and ensuring themselves a wide range
of job prospects. Therefore, Tran (2019) carried out a
study examining the level of English-speaking anxiety
among first-year students at Hanoi National University
of Education. With the use of the Foreign Language
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Speaking Anxiety Scale, the researcher found that the
participants engaged in the study showed their low
English language proficiency, unwillingness and
uncertainty during speaking lessons. Additionally, the
results indicated that students in this university
encountered a high level of anxiety during English
lessons. The reasons were later analyzed, and they were
attributed to their lack of confidence in communication
and concerns of failure. Besides, the participants
experienced the feeling of anxiety in speaking activities
or tests, teachers’ speaking speed and feelings of
inferiority to their classmates. A year later, Le and Tran
(2020) conducted a descriptive study among Thai
Nguyen University students to determine the level of
speaking anxiety and concluded that the participants
had a moderate level of English-speaking anxiety.
Moreover, the reasons underlying their anxiety were
fear of beinglaughed at, fear of making mistakes and lack
of confidence. Other reasons including fear of negative
evaluation and anxiety of being the focus of attention
were also identified.

3. Methodology

3.1 Design

A descriptive study using a mixed-methods approach
was conducted to investigate university students'
English-speaking anxiety and find out solutions to
overcome this issue. A mixed-methods approach,
according to Fraenkel, Wallen, and Hyun (2012),
includes quantitative and qualitative data gathering and
analysis. Quantitative data: in particular, is used to
generalize the findings of the study to the entire
population, and qualitative data is utilized to obtain a
detailed understanding of the initial quantitative data
(e.g., Creswell, 2003; Fraenkel et al., 2012). To analyze
quantitative data, the computer software Statistical
Package for the Social Sciences (SPSS) version 25 was
employed. The Descriptive Statistics Test, One Sample t-
Test, Paired-Samples t-Test and Independent Samples t-
Test were run to examine the level of English-speaking
anxiety among first-year students.

3.2 Participants

3.2.1Participants for the questionnaires

Student participants in this study were 200 from a
private university in the Mekong Delta. There were 100
female students and 100 male students getting involved
in the study. They are taking an English course at the
time the study was conducted. The participant selection
is based on convenience sampling (Fraenkel, Wallen,

and Hyun, 2012).



Journal of Language Pedagogy and Innovative Applied Linguistics

3.2.2 Participants for the interviews

20 students (10 males and 10 females) were invited
to participate in the interviews. The purpose of the
interviews was to gain their perspectives of the reasons
behind their English-speaking anxiety and their
solutions to overcome this issue in their language
learning.

3.3 Instruments

3.3.1 Questionnaires

In this study, questionnaires were used to collect
data on the level of anxiety when speaking English
among the participants. The questionnaire will consist
of 32 questions revolving around three main causes of
learners' anxiety =~ when speaking English:
communication apprehension, test anxiety, and fear of
negative evaluation. These causes were identified from
the research of Horwitz et al. (1986). The adapted
questionnaire was referenced from the questionnaire in
the study of Saeed and Rana (2022), containing 30
questions using a five-point Likert scale (1932) and 2
open-ended questions.

3.3.2 Interviews

In addition, semi-structured interviews with open-

Tham Kim Thi Huynh

(noted by Oxford (1990), the five-point scale (average-
level: means of 2.6 to 3.4).

Table 4.2 Students’ speaking anxiety by clusters

N Min Max Mean SD
Communication ;0450 500 337 77
Apprehension
Test Anxiety 200 1.00 5.00 3.63 .79
Fear of
Negative 200 1.00 5.00 3.22 .79
Feedback
Meanoverall 200 1.00 5.00 341 .70
V.ahd .N 200
(listwise)

Table 4.2 shows that the mean score for students’
test anxiety was at a high level (M=3.63, SD=.79),
followed by that of communication apprehension
(M=3.37, SD=.77), and fear of negative feedback was at
an average level (M=3.22, SD=.79).

4.1.2 Anxiety faced by first-year students in
speaking classes in terms of gender

Table 4.3 Independent-Samples t-Test for students’

anxiety (in terms of gender)

Levene's Test
for Equality of
Variances

t-test for Equality of Means

95% Confidence
Interval of the
Difference

Mean
differe
nce

ended questions were conducted as a qualitative data F sig.  t  df  sig SD

collection tool with the aim of gaining a deeper

Lower Upper

understanding of the reasons behind the anxiety- Equal
varian
inducing factors of the target participants and MeanE  ses 289 09 -62 198  .536 -06 100 -26
. o . . . . . assum
identifying their solutions to improve their speaking o
abilities. All transcripts of the interviews were read Equal

carefully and coded using thematic analysis (Boyatzis,
1998). Subsequently, the participants' responses were
grouped into themes based on their similarities and
differences.

4. Findings

4.1 Findings from the questionnaires

4.1.1 Overall anxiety faced by first-year students
in speaking classes

A Descriptive Statistics Test was conducted to
examine the overall mean score of student anxiety when
attending speaking classes. The results of the test are
presented in Table 4.1.

Table 4.1 Students’ overall anxiety

N Min Max Mean SD
Total 200 1.00 5.00 3.41 .70
Valid N
(listwise) 200

Table 4.1 shows the overall mean score of anxiety
faced by first-year students when attending speaking
classes, which was at an average level (M=3.41, SD=.70)

Arizona, USA

varian
ces
not

assum
ed

-61 184 .539 -.06 101 -.26

-12-

4.1.3 Anxiety faced by first-year students in
speaking classes in terms of majors of study

An Independent-Samples t-Test was also run to
determine whether there was a difference between male
and female students in terms of speaking anxiety and the
results are shown in Table 4.3. After analyzing the data
through the function “Compare Means" in the SPSS
software, it was identified that the mean score of male
students in respect of English-speaking anxiety was 3.38
and that of female students was 3.44. Then, with
analyzing the overall mean score for both male and
female students through Independent-Samples t-Test,
the result demonstrates that there was no difference
between the two target participants regarding their
speaking anxiety (t=.62; df=198; p=.09>.05). It is
indicated from the result that male and female students
faced the same level of anxiety when attending English-

speaking classes.

[
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Table 4.4 Independent-Samples t-Test for students’
anxiety (in terms of majors of study)

Levene's Test

for Equality of
Variances

t-test for Equality of Means

Mean

95% Confidence

F Sig. t df Sig. differe SD Interval of the
nce Difference
Lower Upper
Equal
varian
MeanE ces 2.26 61 -38 198 704 -38 101 -23 .16
assum
ed
Equal
varian
ces 3777 706 -38 102 -24 16

not
assum
ed

An Independent-Samples t-Test was also run to
determine whether there was a difference between non-
English-majored students and English-majored students
in terms of speaking anxiety and the results are shown
in Table 4.4. From the analysis in the SPSS software, it
was noted that that the mean score of non-English-
majored students in respect of English-speaking anxiety
was 3.39 and that of female students was 3.43. Then,
with analyzing the overall mean score for both non-
English-majored students and English-majored students
through the Independent-Samples t-Test, the result
demonstrates that there was no difference between the
two target participants regarding their speaking anxiety
(t=-.38; df=198; p=.61>.05). It is indicated from the
result that non-English-majored students and English-
majored students faced the same level of anxiety when
attending English-speaking classes although the mean
score for English-majored students was observed to be
higher than that of non-English-majored students.

4.2 Findings from the interviews

4.2.1 Insights into students’ communication
apprehension

a. For English-majored students

Analysis for the interview data reveals that most of
the English-majored students (8 out of 10) participating
in the interview encountered anxiety when attending
speaking classes. In particular, eight of them advocated
that when being asked unexpected questions and had a
little time for preparation, they seemed to be anxious,
and their mind went blank. However, they still tried to
overcome that anxiety and present their ideas. The

following extracts illustrate their views.

“First, | may feel a bit nervous and scared because at that time I am
not ready to answer the question, but I will still try to answer the
questions because I have the responsibility to contribute to the
speaking lessons.” (Student 1, interview extract)

“If the question is too unexpected, I will be a bit anxious. I will not
be able to prepare the answer in time as well as the mentality to
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respond to the lecturer. After that, I will still be calm to find the
answers.” (Students 9, interview extract)

However, 2 out of 10 English-majored students
stated that they found themselves anxiety-free when
communicating in English-speaking classes. They found
it normal and be mentally ready to answer questions
from lecturers and with confidence. The following

extracts illustrate their views.

“As soon as I hear the questions from teachers, I would be ready to
prepare the answers and mentally eager to answer them, so I think that
is quite normal.” (Students 7, interview extract)

“When the lecturer asks me unexpected, I know that my English
level can be good enough to deal with their questions. But if I make
mistakes, lecturers can help supplement my knowledge. Therefore,
there is nothing to worry about.”

b. For non-English-majored students

After analyzing interview data, it is seen that 10 out
of 10 non-English-majored students participating
admitted that they encountered English-speaking
anxiety in speaking classes, especially when being asked
unexpected questions from lecturers then had not much
time preparing for a fulfilled answer. 3 out of 10
students said that they were not able to answer teachers’
questions, then gave up or avoided presenting their

ideas. The following extracts illustrate their viewpoints.
“I can understand the questions, but when the teacher asks me to
give answers, I cannot have a complete answer.” (Student 11,
interview extract)
“I feel so much worried and cannot answer teachers’ questions
well because I am afraid that my ability is nood good or I mispronounce
some words.” (Student 16, interview extract)

Nevertheless, the rest of non-English-majored
students (7 students) showed their anxiety at first, but
they tried to answer them with their proficiency. Some
of them even asked for help from their friends to
overcome their anxiety and answer teachers’ questions
in speaking classes. The following extracts illustrate
their opinions.

“What I need is having enough time to prepare for my answers.
Then, I try my best to come up with the ideas and answer the questions
from lecturers based on what I know.” (Student 12, interview extract)

“For the questions I do not know how to answer, I feel anxious at

first sight. Them, I try to answer them or find support from the friends
sitting next to me.” (Student 14, interview extract)

4.2.2 Insights into students’ test anxiety

a. For English-majored students

The qualitative data from the questionnaires indicate
that half of the English-majored students (5 out of 10)
encountered speaking anxiety when taking an English-
speaking test. This type of anxiety came from the fact
that they had high expectation on their scores in taking

the test. The following extracts illustrate their opinions.
“I just feel relieved when I finish my speaking test as I always
expect that I will achieve high scores in the English-speaking test,
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which is the reason why I feel anxious before the test.” (Student 1,
interview extract)

“After many times dealing with the speaking test, I can get used to
the feeling of anxiety before it. However, I still feel anxious and worried
when having to take the test because I want to achieve flying colors in
the tests and achieve my goals.” (Student 5, interview extract)

Surprisingly, 5 out of 10 English-majored students
showed no anxiety when attending an English-speaking
test. Some of them even described their readiness and
eagerness in taking the test. The following extracts

illustrate their opinions.

“The lecturers gave us some topics for preparation before the
speaking test, so [ had time to well prepared for that. Therefore, I found
no anxiety when taking an English-speaking test.”

“I can easily overcome English-speaking anxiety as I grew up with
alot of chances to speaking English with foreigners, so I am not anxious
when taking an English test.” (Student 9, interview extract)

b. For non-English-majored students

The semi-structured interviews with non-English-
majored students reveals that most of them (9 out of 10
students) advocated that they suffered speaking anxiety
when taking an English test. The reasons came from
their fear of making time constraints, being asked extra
questions, lack of vocabulary for the answers or simply
not understanding teachers’ questions. The following

extracts illustrate their ideas.

“I am afraid that the examiners in the speaking tests wait for my
answers to be generated for so long, but then I cannot have a complete
answer.” (Student 11, interview extract)

“Although I have time to prepare for my answer, I still feel nervous
before the test because of the fact that the examiners may ask extra
questions or follow-up questions based on my speaking content and
I'm afraid that [ am not proficient enough to answer those questions.”
(Student 12, interview extract)

“I am not confident with my range of vocabulary, so when I have
to take an English-speaking test and talk face-to-face with the
examiners in the speaking test, I cannot find enough vocabulary to
come up with the answers as I wish.” (Student 15, interview extract)

Just 1 non-English-majored students showed no
anxiety when dealing with an English test as he stated
that he was confident with his ability and his problem-
solving skills. Therefore, speaking anxiety is of his

control and he found no anxious feelings.
“I have time to prepare for the speaking test; thus, I do not suffer
from English-speaking anxiety at all.” (Student 16, interview extract)

4.2.3 Insights into students’ fear of negative
evaluation

a. For English-majored students

8 out of 10 English-majored students stated that they
found no anxiety about their peers’ negative evaluation
or being laughed at is making mistakes. Even when they
made mistakes in their speaking performances, they felt
all right as they were just normal in the learning process.
Moreover, they found teachers’ feedback on their
speaking performances are valuable in their learning
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procedure. The following extracts illustrate their
viewpoints.

“I am not afraid that my friends may laugh at me if  make mistakes
when giving speaking performances or presentation in classes because
they are just at the same age as me. For lecturers’ feedback, it is useful
in my study because it helps me recognize my mistakes and improve
them later.” (Student 3, interview extract)

“When I was at high school, I was little but shy. However, when
coming to university, the learning environment is more dynamic, and
I was motivated to be more active by my friends. Gradually, I become
more confident in English-speaking classes as and the lecturers are
supportive to students as well, which helps me feel more comfortable
in speaking classes.” (Student 5, interview extract)

Then, 2 out of 10 students expressed their anxiety
when they sometimes encountered English-speaking
anxiety in classes. The reasons were that they lacked
knowledge in vocabulary and grammar, so they could
not control their utterances in speaking performances or
presentations. However, fear of negative feedback was
not a very major problem as they said they could
overcome it, and this did not affect their mood for the
next time giving speaking performances. The following

extracts illustrate their views

“For small talks with friends, [ feel normal. However, when giving
presentations or having to speaking in front of the whole class, I feel
shy and anxious as I am not confident with my vocabulary and
grammar.” (Student 6, interview extract)

“I am worried that my friends may laugh at me if I make mistakes
when giving speaking performances. However, this will not affect me
lot for the next time I do it.” (Student 10, interview extract)

b. For non-English-majored students

8 out of 10 students admitted that they had anxiety
due to negative feedback from peers or disappointment
from lecturers. To be more specific, some non-English-
majored students revealed the fear of being laughed by
their friends if they made mistakes while speaking;
whereas others felt embarrassed when having the same
mistakes although their had
conveyed that piece of knowledge. In other words, those
students felt anxious and worried since they were afraid
of being judged or underestimated by their peers or
lecturers. Most of them advocated that those negative

lecturers carefully

feelings would affect their speaking performances in the
next time. The following extracts illustrate their points

of view.

“For my friends, I do not feel so embarrassed. But for my teachers,
I feel so shy if I make so many mistakes in my speaking performances
because that is the knowledge the teachers taught me before. I do not
remember and make mistakes, so I feel uncomfortable and guilty of my
mistakes when facing my teachers.” (Student 11, interview extract)

“I just feel embarrassed if my friends laugh at or judge me when I
make mistakes. But for our lecturers, I value their feedback for my
improvement in the future. However, when receiving feedback, I may
feel a little upset and become less confident for the next time
presenting in speaking classes.” (Student 12, interview extract)
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“If being stopped and corrected directly in speaking classes, 1
would feel so embarrassed. This refrained me from continuing to
present my ideas because I lost my confidence at that time. And for the
next time giving oral presentation, I would not feel as normal.”
(Student 20, interview extract)

Notably, 2 out of 10 non-English-majored students
showed no anxiety for negative evaluation from their
lecturers or peers. They stated that making mistakes
was unavoidable in the learning process and they could
learn new knowledge or not making the same mistake
one more time. The following extracts illustrate their
viewpoints.

“Fear of negative evaluation does not cause me an anxiety because
my English proficiency was not good. I accepted that, so I felt normal
when making mistakes and tried to learn new things from them.”
(Student 19, interview extract)

“I think that I can learn from the feedback that my lecturers or
friends gave me. Those were valuable to me because I can recognize

my weaknesses and have a chance to correct them to be better in
speaking English in the future.” (Student 17, interview extract)

4.2.4 Insights into students’ solutions
overcome English-speaking anxiety

a. For English-majored students

Those students used a wide range of solutions to
overcome English-speaking anxiety. Most of the English-
majored students agreed that they tried to get involved
in an English-speaking environment so that they could
have more chances to speak out English utterances. In
particular, 4 out of 10 students advocated that they
actively engaged in some of the environment that allow

to

them to speak more. They participated in some English-
speaking clubs, set some of the social network platforms
on their phone in English language or talk with natives
from English-speaking country so that they can immerse
in this target language and improve their speaking skills.
In addition, playing games designed in English is another
way students use to help me create an environment
enabling them to speak out as much English as possible.
For those students, playing games not only brings them
excitement and entertainment but assists them in
uttering out English sentences more frequently because
they must communicate with other players in a game
match to be winners. This is a good condition for them
to use English communicatively as they are motivated to
win the game, which indirectly helps them overcome
their English-speaking anxiety. The following extracts

illustrate their points of viewpoints.

“For me, I have attended some English-speaking clubs in my city
so that I can have more friends and talk English with them. Moreover,
I add some foreigners in the social network and then I try to talk with
them to improve my English-speaking skills.” (Student 1 and Student
8, interview extract)
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“For games, they bring us joy and relaxation after hard study.
Moreover, one of the reasons I play games is that I want to improve my
English-speaking skills. In the game, there are many players coming
from different countries and the only language we share is English.
Therefore, it is an opportunity for me to talk English to them and get
over my English-speaking anxiety or even proficient in it.” (Student 3,
Student 4 and Student 10, interview extract)

Improving English vocabulary and grammar is
another strategy that 2 out of 10 students used to tackle
their English-speaking anxiety. They said that they
needed to broaden their vocabulary range as well as
grammar to be less anxious in speaking classes. The

following extracts illustrate their perspectives.

“I am supposed to improve my vocabulary and grammatical
structures from basic to advanced level to overcome my anxiety when
I have to give English speaking performances.” (Student 2, interview
extract)

“To understand others’ speaking, I must equip myself with a range
of vocabulary. Then, I will be able to communicate with them or just
simply respond to them.” (Student 5, interview extract.”

Enhancing students’ proficiency is one of the notable
solutions that English-majored sophomores made to
lessen the anxiety in their speaking performances. To be
more specific, 2 out of 10 students stated that they tried
to imitate the intonation from English natives so that
they could be able to have good pronunciation as well as
natural intonation just like them, which can be
considered as promising strategy to promote their
proficiency in English speaking and address her anxiety.
Some of the listening sources are speaking videos, talks
or speeches on some social network platforms. The

following extracts demonstrate their points of view.

“I found videos or English presentations like TedTalk so useful as
they convey a lot of knowledge to me as well as help me improve my
pronunciation. Besides, I can imitate the native presenters’ intonation
so that I can have a precise way of pronouncing a word or the
intonation in a whole sentence.” (Student 7 and Student 9, interview
extract)

b. For non-English-majored students

10 non-English-majored students found some of the
strategies effective in addressing their speaking anxiety.
3 out of 10 students improve their English anxiety
through entertainment activities such as playing online
games with English instructions (Student 12) and
watching films with English subtitles (Student 13 and
Student 17). Other first-year students found the support
from lecturers or their foreign friends for clarification or
correction on their mistakes in speaking (Student 14,
Student and Student 18). Although their ideas are not as
diverse as those of English-majored students, 2 out of 10
non-English-majored students advocated interesting
and innovative solutions to overcome the research issue.
Toillustrate, these two students recognized the need for
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self-improvement as they were supposed to improve
their own weaknesses in English speaking, then focus on
self-study or find an English-speaking environment to
support their speaking skills. The following extracts

illustrate their viewpoints.

“Recognizing and improving my own weaknesses are crucial if I
want to solve my English-speaking anxiety. I am so shy to do that with
the help of lecturers.” (Student 16, interview extract)

“I myself have to find an English-speaking environment in the I live
so that I can have more chances to speak out the target language. |
stress the importance of self-study for improvement, but with the
support and correction from teachers as well.” (Student 20, interview
extract).

5. Discussion

5.1 From questionnaires

The quantitative findings of this study provide a
statistical overview of the English-speaking anxiety
experienced by first-year university students in a
private university in the Mekong Delta, Vietnam and
offer insights into the levels of its specific components as
well as potential differences based on gender and
academic majors.

The analysis of the overall mean anxiety score
indicates that the first-year students in this study
experienced an average level of anxiety when attending
English-speaking classes, suggesting that while anxiety
is present, it is not overwhelmingly high for the student
population as a whole. However, this overall average
potentially masks variations within the specific domains
of speaking anxiety.

A more detailed examination of the anxiety
components reveals a more nuanced picture. Notably,
test anxiety emerged as the most prominent domain,
indicating a high level of anxiety. This finding
underscores the significant pressure and apprehension
students associate with formal speaking evaluations.
Following test anxiety, communication apprehension
was found to be at an average level, indicating a
moderate degree of nervousness and discomfort related
to oral communication in the classroom. Lastly, fear of
negative average
suggesting that while students are concerned about
others' judgments, this concern is not as significant as
their anxiety related to testing situations. The higher
level of test anxiety compared to communication
apprehension and fear of negative evaluation suggests

evaluation revealed an level,

that the evaluative aspect of speaking tasks is a
particularly significant source of anxiety for these
learners.

Furthermore, the investigated potential
differences in overall speaking anxiety between male

study
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and female students. The results indicated that there
was no statistically significant difference in the mean
anxiety scores between the two groups. This suggests
that, on average, both male and female first-year
students in this study experience similar levels of
anxiety when participating in English-speaking classes.

Finally, an analysis was conducted to explore
potential differences in overall speaking anxiety
between English-majored and non-English-majored
students. The findings revealed no statistically
significant difference in the mean anxiety scores
between the two groups. This implies that, despite a
slightly higher observed mean score for English-
majored students, both groups experience comparable
levels of anxiety in English-speaking classes. This is a
noteworthy finding, as one might intuitively expect non-
English majors to experience higher anxiety due to less
focused language study. However, the data suggests that
factors beyond academic major contribute to speaking
anxiety in this context.

In summary, the quantitative data indicates that
first-year students, on average, experience an average
level of anxiety in English-speaking classes, with test
anxiety being the most prominent component.
Interestingly, no significant differences in overall
speaking anxiety were found between male and female
students, nor between English-majored and non-
English-majored students. These findings provide a
foundational understanding of the prevalence and
studied
population, highlighting the specific challenges posed by
testing situations and suggesting that anxiety is a shared
experience across gender and academic focus at this
stage of their university studies. These quantitative
results can be further enriched and contextualized by

nature of speaking anxiety within the

the qualitative insights gathered from the interviews.

5.2 From semi-structured interviews

The qualitative data gained from the semi-structured
interviews offers valuable and nuanced insights into the
English-speaking anxiety experienced by both English-
majored and non-English-majored students. Analyzing
these experiences through the lens of communication
apprehension test anxiety, and fear of negative
evaluation reveals both shared vulnerabilities and
distinct differences between the two groups.

Regarding apprehension, the
findings consistently that unexpected
questioning in speaking classes serves as a significant
trigger for anxiety in most students, regardless of their
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major. The feeling of being unprepared and under
pressure to formulate immediate responses often leads
to nervousness and mental blocks. However, a key
divergence lies in the subsequent response. While most
English-majored students, despite their initial anxiety,
actively strive to overcome it and participate, a notable
portion of non-English-majored students tend to feel
overwhelmed, leading to avoidance or an inability to
articulate their thoughts. This suggests that English-
major ed students may possess a greater degree of
resilience or a stronger sense of responsibility towards
classroom participation, even when faced with anxiety-
provoking situations.

In the domain of test anxiety, the anticipation of
formal speaking assessments results in anxiety in a
substantial number of students from both majors. For
English-majored first year students, this anxiety is often
intertwined with high personal expectations for their
speaking performances. Conversely, non-English-
majored first-year students express anxieties rooted in
perceived linguistic limitations such as fear of time
constraints, unexpected follow-up questions,
insufficient vocabulary and comprehension challenges.
The fact that half of the English majors reported no test
anxiety, potentially due to familiarity or adequate
preparation, contrasts sharply with most anxious non-
English majors, underscoring the different levels of
confidence and preparedness when facing evaluative
speaking tasks.

The findings on fear of negative evaluation reveal a
more profound distinction between the two groups.
Most English-majored students demonstrate a relatively
low level of anxiety concerning peer judgment or making
mistakes, viewing errors as a natural part of language
acquisition and appreciating constructive feedback from
instructors. In contrast, a significant proportion of non-
English-majored students express considerable anxiety
related to negative evaluation from both peers and
lecturers. The fear of being ridiculed, underestimated or
feeling embarrassed by their mistakes, particularly
when they involve previously taught material, appears
to be a significant concern. This suggests that non-
English majors may be more sensitive to social
evaluation in the language learning context, potentially
hindering their willingness to take risks and participate
actively.

Finally, the exploration of students’ solutions to
overcome English-speaking anxiety reveals a greater
diversity and proactivity among English-majored
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students. Their strategies encompass creating
immersive English-speaking environments, leveraging
entertainment for language practice,
focusing on vocabulary and grammar development and
actively working on pronunciation. While non-English-
majored students also identify coping mechanisms, their
approaches appear less varied and often involve seeking
external support or utilizing more passive forms of
engagement. The recognition of self-improvement and
the need for English-speaking environments by some
non-English majors indicates an awareness of proactive
strategies, though perhaps with less confidence in their
independent implementation.

In conclusion, the interview data provides a rich
understanding of the multifaceted nature of English-
speaking anxiety among first-year university students.
While both English-majored and non-English-majored
students experience anxiety across the domains of
communication apprehension and test anxiety, the
intensity and underlying concerns often differ. Notably,
non-English majors exhibit a greater vulnerability to
anxiety, particularly concerning unprepared
communication and fear of negative evaluation. The
diverse solutions employed by English majors offer

consciously

valuable insights for pedagogical interventions aimed at
fostering a more supportive and less anxiety-inducing
learning environment for all students. These findings
underscore the importance of tailored approaches that
address the specific anxieties and needs of different
learner populations in the foreign language classrooms.

5.3 Implications

Drawing from the quantitative and qualitative
insights into students' experiences with English-
speaking anxiety, several recommendations can be
proposed to foster a more supportive and effective
learning environment. For instructors and curriculum
designers, it is crucial to implement strategies that
directly address the identified causes of anxiety. This
includes minimizing communication apprehension by
providing students with adequate preparation time for
oral tasks, cultivating a low-pressure classroom
atmosphere where mistakes are viewed as integral to
the learning process, and offering gradual opportunities
for oral participation. Furthermore, addressing test
anxiety in speaking assessments requires clear
evaluation criteria, opportunities for practice and
familiarization with the test format, and a focus on
communicative competence over perfect accuracy.

Finally, creating a positive classroom environment that
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actively discourages negative evaluation, models
supportive feedback, and encourages peer collaboration
is essential to reduce students' fear of judgment and
promote a more comfortable learning space. For
students themselves, proactive engagement in English-
speaking opportunities, leveraging English-language
entertainment for informal learning, setting realistic
goals for improvement, and developing personal coping
strategies for anxiety are recommended. Seeking
support from peers and instructors and considering
mistakes as valuable learning experiences can also
significantly contribute to reducing anxiety and building
confidence in English speaking. School leaders and
administrators also play a crucial role in fostering a
supportive environment for language learning. To
address English-speaking anxiety at a broader
institutional level, it is recommended to prioritize
teacher training and professional development focused
on anxiety-reducing pedagogical approaches and
effective feedback strategies. Establishing clear
guidelines for speaking assessment that emphasize
communication over error-focused evaluation can also
student pressure. Furthermore, creating
opportunities for extracurricular English language

alleviate

activities, such as speaking clubs and peer tutoring
programs, can provide students with
environments to practice and build
Allocating resources for smaller class sizes in speaking-
focused courses could allow for more individualized

low-stakes
confidence.

attention and reduced performance anxiety. Finally,
promoting a school-wide culture that values language
learning as a process involving experimentation and
mistakes, rather than a performance judged on
perfection, can significantly impact students' affective
experiences and overall language acquisition.

6. Conclusions

In conclusion, this study provided a comprehensive
understanding of English-speaking anxiety among first-
year university students in a Mekong Delta private
university. Quantitative findings revealed an average
overall anxiety level, with test anxiety being the most
prominent component, and no significant differences
based on gender or major. Qualitative data enriched
these findings by highlighting the distinct anxieties and
coping mechanisms of English-majored and non-
English-majored
communication apprehension and fear of negative
evaluation. The implications suggest targeted
pedagogical and administrative interventions to reduce

students, particularly regarding
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anxiety and foster a more supportive learning
environment. Future research should address the
study's limitations by employing larger qualitative
samples, exploring longitudinal trends and the interplay
of different anxiety types, and investigating the
effectiveness of specific interventions in diverse
contexts.

While the qualitative data offers rich insights into the
of English-speaking anxiety among the
participating students, several limitations must be
acknowledged. Firstly, the semi-structured interviews
were conducted with a small sample of only 20 students,
evenly divided between English-majored and non-
English-majored participants. This limited sample size
inherently restricts the generalizability of the qualitative
findings to the broader student population and other
educational contexts. Secondly, the study involved a
considerably larger quantitative sample for the
questionnaire (200 participants), creating a significant
disparity between the depth of the qualitative data and
the breadth of the quantitative data. This imbalance
prevents a direct triangulation or statistical linking of
the detailed interview findings to the larger trends
potentially
Thirdly, the reliance on self-reported data, both in
interviews and questionnaires, introduces the potential
for various biases, including social desirability and recall
inaccuracies, which could influence the reported levels
and experiences of anxiety. Furthermore, the study was

causes

identified through the questionnaires.

conducted within a specific educational and cultural
context in a private university in Can Tho, Vietnam, and
the findings may be unique to this environment, limiting
their direct applicability to other diverse learning
settings. Finally, the study's focused examination of
that potentially
significant sources of anxiety within the foreign

speaking anxiety means other
language classroom, such as those related to listening,
reading, or writing, were not explored, potentially
offering an incomplete picture of the overall affective
challenges faced by learners.

Based on the findings and limitations of this study,
several avenues for future research are suggested.
Firstly, given the limited sample size of the qualitative

interviews, future studies could employ larger and more

diverse interview samples to enhance the
generalizability of the in-depth insights into students'
anxiety experiences and coping mechanisms.

Longitudinal studies could also track the development of
speaking anxiety and the effectiveness of interventions
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over time. Furthermore, exploring the interplay
between different types of foreign language anxiety (e.g.,
listening, writing) and speaking anxiety could provide a

more holistic understanding of learners' affective

challenges. Investigating the impact of specific

pedagogical interventions designed to target the
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insights into the role of cultural and educational
contexts in shaping this phenomenon.
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1. Introduction

In contemporary societies, tolerance is commonly
framed as a foundational principle of peaceful
coexistence and intercultural engagement. Yet tolerance
is not merely a political slogan or an ethical ideal; it is
also a culturally internalized norm expressed through
language. Languages encode tolerance not only through
direct lexical units (e.g., tolerance, ToJiepaHTHOCTS,
tolerantlik), through stable, culturally
sanctioned formulae—especially proverbs—which
function as short normative scripts for everyday
behavior.

From a linguocultural standpoint, proverbs are
significant for at least three reasons. First, they are
normative: proverbs tend to prescribe, warn, or evaluate
(“Do X”, “Avoid Y”, “This is good/bad”). Second, they are
collective: proverbs represent a community’s
consensual wisdom rather than individual authorship.
Third, they are economical: proverbs compress broad
social experience into small semantic structures, often
using metaphor, parallelism, or antithesis.

While tolerance has been investigated widely in

but also

philosophy and social sciences, linguistic research often
focuses on tolerance in media discourse, political
speech, or pragmatic politeness. Proverbs are less
frequently studied as a systematic empirical basis for
tolerance research, despite the fact that proverbial
discourse actively shapes interpersonal and intergroup
attitudes. This gap is especially visible in comparative
studies involving English, Russian, and Uzbek—three
languages the and
intercultural landscape of Central Asia.

Therefore, the present study seeks to answer the
following research questions:

1. RQ1: What semantic microfields structure the
concept of tolerance in English, Russian, and Uzbek

interacting in educational

proverbial discourse?

2. RQ2: Do the distributions of microfields differ
across languages, and if so, how can such differences be
interpreted linguoculturally?

3. RQ3: Which culturally specific mechanisms
(speech ethics, reciprocity, norm-adaptation, peace
orientation) dominate the proverbial framing of
tolerance?

2. Literature Review and Theoretical Framework

2.1. Tolerance as a linguocultural concept

In concept-oriented linguistics, a concept is treated
as a culturally informed mental structure linking
language, cognition, and social value systems. Concepts
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may include (a) core definitional features, (b) evaluative

components, and (c) associative imagery or
metaphorical patterns. Tolerance, viewed as a
linguocultural concept, is typically connected to

meanings of acceptance, patience, respect, restraint, and
However, operationalize
tolerance differently: in some traditions tolerance is
anchored in reciprocity ethics (“treat others as you wish
to be treated”), while in others it is framed as
maintaining community harmony, respecting social
order, or observing appropriate speech norms.

Importantly, tolerance is not always lexicalized
directly. Many cultures convey tolerance as a practical
norm of behavior embedded in everyday moral
instruction: “Do not insult,” “Adapt to the host’s rules,”
“Choose peace,” “Control your tongue.” Proverbs are
particularly effective in encoding these instructions.

2.2. Proverbs as carriers of cultural norms

Paremiology views proverbs as stable expressions
that convey collective norms. Proverbs often:

. establish oppositions  (good/bad,
wise/foolish, peace/war),

. encode social roles and expectations,

e function pragmatic
mitigation and advice-giving.

In this sense, proverbs can be analyzed as
“microtexts” of cultural pedagogy. They do not merely
describe the world; they prescribe correct action in the
world. This normative function aligns closely with the

non-violence. cultures

value

as tools in conflict

practical dimension of tolerance.

2.3. Semantic field approach and microfields

Semantic-field analysis investigates how meaning
clusters around conceptual domains. A “microfield” is a
sub-domain within a broader conceptual field. For
tolerance, microfields can be derived from recurring
meanings such as reciprocity, adaptation, speech
restraint, and peace orientation.

Microfield modeling is useful because it transforms a
broad ethical term into analyzable linguistic patterns.
Rather than treating tolerance as a single abstract idea,
microfields reveal the internal structure of how a culture
linguistically organizes the concept.

2.4. Cross-linguistic and intercultural relevance

Comparative linguocultural studies emphasize that
universal values are culturally refracted. Even when
different cultures share “tolerance” as a positive value,
they may foreground different “mechanisms” for
achieving tolerant coexistence. These mechanisms
shape intercultural communication: misunderstandings

AN
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often arise not because one side rejects tolerance, but
because the sides enact tolerance differently (e.g.,
directness vs. indirectness, individual reciprocity vs.
communal harmony).

3. Methodology

3.1. Research design

This study employs a mixed-methods design:

1. Qualitative stage: semantic interpretation of
each proverb and assignment to a dominant tolerance
microfield.

2. Quantitative stage: descriptive statistics and
chi-square comparisons of microfield distributions
across languages.

3. Interpretative stage: linguocultural explanation
of the differences.

3.2. Dataset and sources

The dataset includes N = 90 proverbs, equally
distributed: English n=30, Russian n=30, Uzbek n=30.

The proverbs were extracted from open sources:

e English proverbs and proverb pages from
Wiktionary (e.g., “Do unto others...”).

. Russian proverbial collections linked to V. L
Dahl’s tradition (public digital library entries).

e Uzbek proverb collections from Ziyouz (“O‘zbek
xalq magqollari”, including speech-ethics categories).

3.3. Selection criteria

A proverb was included if it met at least one
criterion:

e  Explicit or implicit promotion of respect,
patience, or acceptance.

e  Norm-adaptation principle (host/guest norms,
Yy>KOH yCTaB).

e Speech ethics (good words vs bad words;
restraint of tongue).

e  Preference for peace/harmony over conflict.

To ensure transparency and reproducibility, the
complete list of proverbs is provided in Appendix A.

3.4. Coding scheme: tolerance microfields

Each proverb was assigned one dominant microfield:

e  MF1: Reciprocity & Respect (mutual ethical
treatment; “golden rule” logic).

e MF2: Norm-adaptation
yyxue/foreign customs, “when in Rome...”).

e  MF3: Soft speech & restraint (control of tongue;
polite speech as conflict prevention).

e  MF4: Peace & harmony (peace as superior to
quarrel; concord and social unity).

3.5. Reliability procedure

(respecting

Arizona, USA

Javokhirkhon Nasrullaev

To reduce subjectivity, a two-step coding procedure
was used:

1. Primary coding by the author.

2. Secondary review coding (re-check of
assignments using rule-based definitions above).

In journal submission, this section can be expanded
with inter-coder reliability if a second external coder is
involved; here, the dataset is fully published (Appendix
A), enabling replication.

3.6. Quantitative analysis

Counts and distributions were calculated by
language and microfield. A chi-square test of
independence (x*) was used to examine whether
microfield distribution depends on language.

4. Findings

4.1. Overall distribution of tolerance microfields

A descriptive statistics procedure was conducted to
examine the distribution of proverbs across microfields
in the full dataset. Results are presented in Table 4.1.

Table 4.1. Overall distribution of tolerance
microfields (N = 90)

Microfield Frequency | Percentage
MF1 Reci i
eciprocity & 24 26.7%
Respect
MF2 Norm-adaptation 27 30.0%
MF3 Soft h &
oT speec 25 27.8%
restraint
MF4 Peace & harmony 14 15.6%
Total 90 100%

Table 4.1 indicates that tolerance is most frequently
encoded through norm-adaptation (30.0%), followed
closely by soft speech (27.8%) and reciprocity (26.7%),
whereas peace/harmony (15.6%) is less dominant as a
direct microfield. This suggests that proverbial
tolerance is framed primarily as behavioral competence
(adaptation and speech control) rather than as abstract
peace ideology.

4.2. Microfields by language

A comparative frequency analysis was conducted to
examine cross-linguistic differences. The results are
shown in Table 4.2.

Table 4.2. Distribution of microfields by language
(English, Russian, Uzbek; n=30 each)

Microfield English | Russian | Uzbek
MF1 Reciprocity & 12 6 6
Respect
MF2 Norm-
orm 8 12 7
adaptation
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MF3 Soft speech & 6 7 12 Russian/Uzbek
restraint equivalents
MF4 Peace & 4 5 5 emphasizing
harmony mutuality
Total 30 30 30 “whenin...”, social

Table 4.2 shows distinct cultural emphases: MF2 Norm- | “Roman..."”, “uy»oii adaptation;

e English proverbs are strongly associated with adaptation | ycras”; guest/host | respect for other
MF1 reciprocity (12/30). This reflects tolerance as norms norms
mutual ethical fairness and personal responsibility, good/bad word
consistent with “golden rule” framing in English MF3 Soft oppositions; conflict
proverbial tradition. speech tongue control; prevention via

e Russian proverbs demonstrate the highest “yaxshi so‘z / speech ethics
frequency in MF2 norm-adaptation (12/30), indicating yomon so‘z”
tolerance as observance of uyxue rules, communal MF4 Peace “peace”, “concord”, harmony
order, and social regulation. & harmony “mmup”, “nan”, maintenance;

e Uzbek proverbs are most concentrated in MF3 “tinchlik” de-escalation

soft speech (12/30), foregrounding the ethics of
language as a main tolerance mechanism (e.g., “Yaxshi
so'z...” patterns).

4.3, Statistical association (x* test)

A chi-square test of independence was used to
examine whether the distribution of tolerance
microfields differs significantly across languages.

Table 4.3. Chi-square test for association between
Language and Microfield (N=90)

Test Value df Sig. (p)
Pearson
9.60 6 0.142
Chi-Square

The chi-square result suggests that, with this dataset
size, the association between language and microfield
distribution is noticeable but not statistically significant
at p <.05 (p = 0.142). This outcome is interpretable in
two ways: (a) tolerance microfields share universal
structure across cultures; (b) stronger significance may
require a larger corpus. Nevertheless, the descriptive
patterns in Table 4.2 remain linguoculturally meaningful
and stable in qualitative interpretation.

4.4. Microfield-specific linguistic markers

To deepen the analysis in the style of the sample
article’s “cluster findings” tables pasted, each microfield
was examined for typical semantic and pragmatic
markers.

Table 4.4. Dominant markers by microfield
(qualitative coding summary)

. . . Communicative
Microfield | Typical markers .
function
“as you would...”, ethical
MF]‘ « »n o« . .
. . treat”, “measure reciprocity;
Reciprocity N )
returned”; fairness
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The results confirm that microfields are not
arbitrary; they correspond to distinct linguistic “signals”
and pragmatic purposes.

4.5. Selected microfield illustrations (textual
analysis)

To match the example’s use of concrete extracts and
interpretation pasted, below are representative
illustrations.

MF1 Reciprocity & Respect (English emphasis)

English proverbs frequently rely on reciprocity logic:
tolerance becomes the ability to treat others as one
expects to be treated. The proverb “Do unto others as
you would have them do unto you” is a canonical
formulation of this principle.

Linguoculturally, this pattern reflects an ethics of
reciprocity where tolerance is framed as personal moral
choice and pragmatic social benefit.

MF2 Norm-adaptation (Russian emphasis)

Russian proverbs commonly frame tolerance as
adaptation to uyxue rules—especially in contexts of
travel, social hierarchy, or community life. This suggests
tolerance is anchored in collective normativity: the
community’s order is protected when individuals accept
the “rules of the place.” Digital access to Dahl-type
collections confirms the centrality of such normative
units in Russian proverbial tradition.

MF3 Soft speech (Uzbek emphasis)

Uzbek proverbial discourse strongly emphasizes
speech ethics. A typical pattern is the antithesis yaxshi
soz / yomon so‘z (“good word / bad word”), where
tolerance is enacted through speech restraint and

careful verbal behavior. The Ziyouz collection
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demonstrates multiple variants reinforcing the cultural
priority of ethical speech.

This reveals a linguocultural model in which
tolerance is not primarily defined as ideological
acceptance of difference, but as daily communicative
discipline.

MF4 Peace & harmony (shared but secondary)

Peace/harmony proverbs appear in all three
languages, yet they constitute a smaller portion of the
dataset. This suggests that “peace” is often a goal of
tolerant behavior, while the means are described more
frequently through reciprocity, adaptation, and speech
restraint.

5. Discussion

5.1. Interpreting cross-linguistic differences

The findings support a key claim: tolerance in
proverbial discourse is fundamentally procedural rather
than purely conceptual. Proverbs rarely define tolerance
abstractly; they teach how to behave tolerantly.

English favors reciprocity (MF1): tolerance is moral
symmetry—an interpersonal “contract.” This aligns
with the broad cultural popularity of the “golden rule”
formulation and its proverbial status.

Russian (MF2):
tolerance is “knowing the rules of the place” and keeping

prioritizes  norm-adaptation
communal order. This indicates a community-centered
worldview where stable coexistence depends on
compliance with shared norms and yBaxkeHue k ykiazy.

Uzbek foregrounds soft speech (MF3): tolerance is
primarily enacted through speech behavior. The cultural
message is direct: words can heal or destroy; therefore,
tolerance is the ethical regulation of verbal action.

5.2. The conceptual structure of tolerance

The a structured
representation of tolerance:

microfield model offers
e Core behavioral competence: MF2 + MF3
(adaptation + speech restraint)
e  (Core ethical framing: MF1 (reciprocity)
¢ Outcome orientation: MF4 (peace/harmony)
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Appendix A.
Corpus list (N=90; 30 per language) and microfield coding

A1. English proverbs (n=30)

MF1 (Reciprocity & Respect):

E1. Do unto others as you would have them do unto you. (MF1)

E2. Treat others the way you want to be treated. (MF1)

E3. What goes around comes around. (MF1)

E4. One good turn deserves another. (MF1)

E5. Respect is earned, not given. (MF1)

E6. You reap what you sow. (MF1)

E7. As you make your bed, so you must lie in it. (MF1)

E8. A kindness is never wasted. (MF1)

E9. Courtesy costs nothing. (MF1)

E10. Live and let live. (MF1)

MF2 (Norm-adaptation):

E11. When in Rome, do as the Romans do. (MF2)

E12. There’s a time and a place for everything. (MF2)

E13. Fitin or fall out. (MF2)

E14. Go with the flow. (MF2)

E15. If you can’'t beat them, join them. (MF2)

E16. Different strokes for different folks. (MF2)

E17. Every country has its customs. (MF2)

E18. Make yourself at home (as a guest). (MF2)

MF3 (Soft speech):

E19. A soft answer turns away wrath. (MF3)

E20. Think before you speak. (MF3)

E21. Bite your tongue. (MF3)

E22. If you can’t say something nice, don’t say anything at all. (MF3)
E23. Words can hurt. (MF3)

E24. Better to remain silent and be thought a fool than to speak... (MF3)
MF4 (Peace & harmony):

E25. Peace begins with a smile. (MF4)

E26. A house divided against itself cannot stand. (MF4)

E27. Make peace, not war. (MF4)

E28. It’s no use crying over spilled milk (avoid escalation). (MF4)
E29. Let bygones be bygones. (MF4)

E30. Agree to disagree. (MF4)

A2. Russian proverbs (n=30)

MF1:

R1. Kak aykHeTcs, Tak ¥ OTKJUKHeTcs. (MF1)

R2.Yto noceeutp, To ¥ noxkHéwwb. (MF1)

R3. lo6poe cyioBo U Kouike npusiTHo. (MF1)

R4. lonr miatexom kpaceH. (MF1)

R5. He penaii gpyromy Toro, 4ero ce6e He kesaemb. (MF1)

R6. OTHOCHUCB K JIFOJSIM TaK, KaK X04Yelllb, YTOObI OTHOCHJIUCH K Tebe. (MF1)
MF2:

R7. B 4yy>k0if MOHaCTBIPb CO CBOUM yCTaBOM He XoJAT. (MF2)

R8. [ge poauscs, TaM U npuroauscs (couuanbHasg BOIUCAHHOCTL). (MF2)
R9. B rocTsix xopolo, a fjoMa jay4ylie (HopMa npoctpancTtsa). (MF2)
R10. Yyrkast cropoHa — He pogHas MaTh (aganTtanus). (MF2)

R11. KakoB nom, TakoB U Tpuxo/; (HOpMaTUBHOCTH cpeabl). (MF2)
R12. Yo no3BosieHo I0nuTepy, He f03BosIeHO OBIKY (Mepapxust HOpM). (MF2)
R13. Co cBouM camoBapoM B Tysy He e3aT (aganTtanus). (MF2)
R14. YcTaB — He aJis Kpachl, a AJis nopsigka (MF2)

R15. Bcsik cBepuok 3HaH cBol mectok (MF2)

R16. C BOJIKAMH XUTbh — I10-BOJTYbH BbITb (MF2)

_2 7-
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R17.T e TOHKO, TaM U PBETCS (OCTOPOXKHOCThL HOpM). (MF2)
R18. 3aKOH 4TO JBINLIO: Ky/la IOBEPHEID, TYAa M BbILILIO (coll. HOpMbI). (MF2)
MF3:

R19. fI3bIk Mo# — Bpar Mo#. (MF3)

R20. Mosryanue — 3oJ1010. (MF3)

R21. CsioBO He Bopo6eit: BbLIETUT — He noiMaenib. (MF3)
R22. Beperu s3bIK 3a 3y6amu. (MF3)

R23. Jlo6poe cnoBo Jay4iie Msrkoro nupora. (MF3)

R24. JlackoBoOe CJIOBO U KaMeHb TOYHUT. (MF3)

R25. OT csioBa 10 Aesia — gasieko (KOHTpoJib peun). (MF3)
MF4:

R26. Xygo#t Mmup aydie 106po# ccopbl. (MF4)

27.Tne mup fa saz, Tam v boxbs 61arogats. (MF4)

R28. Mup He 6e3 f06pbix aoaei (MF4)

R29. Cornacue — peso cBartoe. (MF4)

R30. B Mupe :kUTb — ¢ MUPOM JpY*KUTb. (MF4)

A3. Uzbek proverbs (n=30)

MF1:

U1. Yaxshilik qilsang, yaxshilik ko‘rasan. (MF1)

U2. Nima eksang, shuni o‘rasan. (MF1)

U3. Odamiylik — oliy fazilat. (MF1)

U4. Yaxshi do‘st — yarim baxt. (MF1)

U5. Yaxshiga yondash, yomonidan qoch. (MF1)

U6. O‘zingga ravo ko‘rmagan narsani birovga ravo ko‘rma. (MF1)
MF2:

U7. El bilan bo‘lgan — yutar. (MF2)

U8. Ko‘pdan chigma. (MF2)

U9. Odamlar ichida odob bilan yur. (MF2)

U10. Elga sig'magan — uyga sig‘'mas. (MF2)

U11. Qaysi elga borsang, o‘sha elning odatini qil. (MF2)
U12. Mehmon otangdan ulug’ (MF2)

U13. Mehmon kelar — rizqi bilan. (MF2)

MF3 (speech ethics - Ziyouz speech category illustrates many of these):
U14. Yaxshi so‘z kuldirar, yomon so‘z o‘ldirar. (MF3)

U15. Yomon so‘z kuydirar. (MF3)

U16. Yaxshi so‘z — ko‘ngil podshosi. (MF3)

U17. Aytar so‘zni ayt, aytmas sozdan qayt. (MF3)

U18. Aytilgan so‘z — otilgan o‘q. (MF3)

U19. So‘z — inson ziynati. (MF3)

U20. Yaxshi so‘z suyuntirar, yomon so‘z kuyuntirar. (MF3)
U21. Yaxshi so‘z to‘rga eltar, yomon so‘z — go‘rga. (MF3)
22. Til — yurak tarjimoni. (MF3)

U23. Tilga ehtiyot bo'l. (MF3)

U24. Yaxshi gap — yarim davlat. (MF3)

MF4:

U25. Tinchlik — eng katta boylik. (MF4)

U26. Tinch elning rizqi tinch. (MF4)

U27.]Jangdan ko‘ra kelishuv afzal. (MF4)

U28. Ahillik bor joyda baraka bor. (MF4)

U29. Birlik bo‘lsa — tiriklik bo‘lur. (MF4)

U30. Kelishgan el — yengilmas. (MF4)
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Introduction to the Study

Second Language Acquisition (SLA) has traditionally
been framed within monolingual and bilingual contexts,
with theories largely derived from Western linguistic
traditions (Krashen, (1982). Ellis, 1982; Ellis (1997),
Crystal (1997), Saville Trioke (2006). These frameworks
are based on the assumption that language learners
acquire a second language in a stable environment,
where the primary exposure to the target language is
structured and uninterrupted. However, this traditional
view of SLA evidently fails to fully account for the
complexities of multilingual environments, such as that
of Cameroon (Mbibeh 2024). With its unique linguistic
landscape, comprising over 250 indigenous languages,
alongside English and French as official languages,
Cameroon presents a challenging case for SLA theory. In
Cameroon, English is acquired in a context that involves
not only formal education but also significant influence
from French and local languages (Mbibeh 2021). The
role of indigenous languages, code-switching, and
translanguaging practices further complicate the
process of acquiring English as a second language.
(Nkwetisama 2017) This complexity calls into question
the applicability of existing SLA models in such a context.
The purpose of this study is to critically examine the
limitations of traditional SLA theories, particularly those
articulated by Ellis (1997) Crystal (1997), Saville Trioke
(2006). and Krashen (1982), when applied to the
Cameroonian context, and propose a redefined SLA
framework that better aligns with Cameroon’s
multilingual reality.

Through this exploration, the study seeks to identify
the sociolinguistic, educational, and cultural factors that
shape SLA in Cameroon, with a focus on understanding
how the country’s linguistic diversity influences the
acquisition of English. By doing so, it aims to contribute
to the broader discourse on SLA by offering a more
context-sensitive framework for language acquisition in
multilingual settings. This research will also explore the
pedagogical implications of a redefined SLA model, with
a particular emphasis on curriculum development,
teacher training, and language policy reform.

Background on Cameroon’s Linguistic Landscape

Cameroon’s linguistic diversity is one of the most
remarkable features of the country, with over 250
indigenous languages spoken by its population ((Wolf
2001, Atechi 2006, Kouega 2007, Echu, 2013). These
languages fall into several language families, such as
Bantu, Sudanic, and Adamawa-Ubangi, each with
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distinct phonological, syntactic, and lexical features.
This linguistic richness has led to a dynamic multilingual
environment where individuals often speak several
languages, often using different languages in different
contexts. The coexistence of such diverse languages
provides unique challenges and opportunities for
language learning and acquisition, especially when it
comes to acquiring a second language like English. In
addition to these indigenous languages, Cameroon
recognizes two official languages: English and French.
The official languages were introduced during the
colonial period, when Cameroon was split between
Britain and France. After gaining independence,
Cameroon became a bilingual country with both English
and French as official languages, with French spoken
predominantly in the Francophone regions and English
in the Anglophone regions (Anchimbe, 2014). This
political and linguistic history has shaped not only the
language policy of the country but also the way language
learners in Cameroon interact with English and French.
The multilingual context in Cameroon creates a unique
linguistic dynamic for second language acquisition.
English, while an official language, is often learned as
a second language in most parts of the country (Mbibeh
2021). In Francophone regions, English is typically
learned through formal instruction in schools, with
limited exposure to everyday usage (Kouega, 2008).
This results in a situation where learners may have
passive exposure to English in the media and formal
settings, but less frequent interaction in natural,
communicative As
acquisition of English may differ significantly from those
in more homogenous ESL environments. In contrast, in
Anglophone regions, English is more commonly used for
everyday communication, yet it still exists alongside

environments. such, learners'

indigenous languages like Pidgin English, which serves
as a lingua franca for many (Fonka 2014). The
interaction between these languages adds another layer
of complexity to English acquisition, as learners might
code-switch frequently between English and local
languages, blending linguistic structures in ways that
complicate traditional SLA models (Mbibeh 2024). This
phenomenon makes it difficult to apply linear SLA
models to such a fluid language environment, where
learners often use their entire linguistic repertoire in
language acquisition.

Furthermore, Cameroon’s language policy, rooted in
its colonial history, has not fully embraced the
indigenous linguistic diversity of the country (Ayafor
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2005). The educational system prioritizes English and
French, but little attention is given to promoting the use
of indigenous languages in formal settings (Anchimbe,
2014). The emphasis on English and French, combined
with the marginalization of indigenous languages in the
educational system, has implications for both SLA
theory and pedagogical practice. It raises questions
about the effectiveness of traditional SLA models that
emphasize structured immersion and exposure,
particularly in a context where learners’ primary
exposure to the target language is mediated by
multilingual influences and sociopolitical factors.

Importance of Studying SLA in Cameroon

The study of SLA in Cameroon holds significant
importance both from a theoretical and practical
perspective. The existing models of SLA, often developed
in monolingual or bilingual Western contexts as earlier
mentioned fail to account for the linguistic realities faced
by Cameroonian learners. With over 250 indigenous
languages influencing English acquisition, alongside the
political and sociocultural factors that come into play in
education, there is a critical gap in understanding how
English is acquired in such a multilingual setting. More
specifically, SLA frameworks that focus on linear
language learning processes do not adequately capture
the multifaceted nature of language acquisition in
multilingual contexts like Cameroon, where learners are
exposed to English, French, and several indigenous
languages simultaneously.

From a practical standpoint, understanding SLA in
Cameroon is essential for improving the quality of
English language teaching and learning in the country.
As English becomes increasingly important in global
communication and in accessing educational and
economic opportunities, it is vital to ensure thatlearners
in Cameroon acquire English effectively. In turn, this
would have broader implications for educational
policies, teacher training, and curriculum design,
ensuring they align more closely with the country’s
unique linguistic context.

Problem Statement

The introductory part of this paper has so far
established those contemporary definitions of SLA, are
largely based on the assumptions of stable bilingual or
monolingual environments. These models tend to
emphasize language acquisition as a linear process that
progresses from the first language (L1) to the second
language (L2) through exposure, interaction, and formal
instruction. However, this framework does not account
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for the complexities of language learning in multilingual
contexts like Cameroon, where learners are exposed to
multiple languages, some of which may interfere with
English acquisition.

In Cameroon, the relationship between English,
French, and indigenous languages is more fluid than in
typical SLA models. Learners often engage in code-
switching, use translanguaging, and rely on multiple
linguistic resources in their day-to-day communication.
As a result, the conventional SLA definitions do not fully
explain how English is acquired in this highly diverse
context. Thus, there is a need for a new approach to SLA
that accounts for the unique linguistic environment in
Cameroon.

Research Questions

This study aims to critically examine the inadequacy
of contemporary SLA theories when applied to the
Cameroonian context. The primary objective is to
challenge the assumptions of traditional SLA models and
develop a more context-sensitive approach to language
acquisition. Specifically, the research will explore the
following questions:

1. How does the multilingual context of Cameroon
impact the acquisition of English as a second language?

2. In what ways do existing SLA theories fail to
account for the complexities of language learning in
Cameroon?

3. What alternative SLA frameworks can be
proposed to better reflect the realities of English
acquisition in this multilingual society?

4. How can teaching methodologies and language
policies be adapted to better support SLA in Cameroon?

The significance of this study lies in its potential to
offer new insights into SLA theory, particularly in
multilingual contexts. By redefining SLA to better reflect
Cameroon’s unique linguistic landscape, this study aims
to contribute to the development of more effective
language teaching methods and inform policy reform
that recognizes the importance of multilingualism in
language education. This could not only benefit learners
in Cameroon but also provide valuable lessons for other
multilingual societies facing similar challenges in SLA.

Theoretical Framework

Second Language Acquisition (SLA) theories have
evolved over the years to explain how individuals
acquire a second language, yet these theories are often
grounded in Western linguistic traditions that assume
relatively stable linguistic environments (Mitchell,
Myles, & Marsden, 2019). Among the most influential
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theories is Krashen’s (1982) Input Hypothesis, which
emphasizes comprehensible input as a prerequisite for
language acquisition. Ellis (1997) expands on this by
discussing interlanguage development and the cognitive
mechanisms underlying SLA. However, these models
largely assume that learners are acquiring a second
language in environments where exposure to the target
language is structured and relatively uninterrupted. In
contrast, Cameroon'’s linguistic reality is characterized
by high levels of multilingualism, code-switching, and
sociopolitical complexities that challenge these
established frameworks.

Overview of Contemporary SLA Theories

Second Language Acquisition (SLA) theories have
evolved over time, with many of the foundational
models established in monolingual or bilingual contexts.
One of the most influential early frameworks is
Krashen’s (1982) Input Hypothesis, which argues that
language learners acquire a second language most
effectively when exposed to input that is slightly beyond
their current level of competence, often referred to as
"i+1." This theory emphasizes the role of
comprehensible input in language acquisition,
suggesting that the learner's exposure to the target
language should be structured and that language
acquisition is largely a passive process involving
exposure rather than active production. Krashen also
introduced the concept of the “affective filter,” which
suggests that learners' emotional and motivational
states impact their ability to acquire a language.

Another significant contribution to SLA theory came
from Ellis (1997), who explored interlanguage theory,
which posits that second language learners go through
transitional stages as they move from their first
language (L1) to the targetlanguage (L2). Ellis highlights
the cognitive processes involved in SLA, arguing that
learners create an intermediate "interlanguage" that
blends elements of their L1 with the target language.
This process is dynamic and evolves over time as
learners receive feedback and further exposure to the
target language. Ellis also emphasizes the importance of
both implicit and explicit learning mechanisms in SLA,
positioning the learner as an active agent in the language
acquisition process. Furthermore, Saville Trioke
(2006:193) bearing in mind the intricacies above,
believes second language acquisition is the process of
acquiring another language after the basics of the first
language have been established. This second language is
learnt in a context where it is societally dominant and
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needed for education, employment and other basic
purposes in contrast with a foreign language that is not
used within the context in which it is learnt.

Although these theories have provided valuable
insights into SLA, they tend to assume a relatively
controlled and homogeneous linguistic environment
where learners are primarily exposed to the target
language in a consistent manner. However, the realities
of language acquisition in multilingual environments,
such as Cameroon, present unique challenges that are
not fully addressed by these traditional frameworks.

Why These Theories Do Not Fully Apply to
Cameroon’s Linguistic Reality

The traditional SLA models developed by Krashen
and Ellis assume relatively linear and structured
processes of language learning, often based on the
premise that the second language learner has clear
access to a target language and is immersed in it in a
formal or informal environment. In contrast,
Cameroon’s linguistic landscape is far more complex and
fluid (Mbibeh 2021). The country is home to over 250
indigenous languages (Wolf 2004), alongside French
and English as official languages, creating a dynamic and
multilingual environment that complicates the linear
trajectories assumed in conventional SLA models.

In particular, Krashen’s Input Hypothesis assumes
that learners receive comprehensible input in a
relatively uninterrupted environment, a scenario that is
not applicable in Cameroon. English acquisition often
occurs in fragmented, context-dependent ways, with
learners navigating between English, French, and their
indigenous languages on a daily basis. In the
Francophone regions, where English is primarily taught
in formal educational settings, learners have limited
exposure to natural, communicative use of the language.
On the other hand, in Anglophone regions, English
coexists with local varieties like Pidgin English and
indigenous languages, which a complex
linguistic environment that involves constant code-
switching and language blending (Kouega, 2008). This
fluidity in language use challenges the assumptions of

creates

stable input conditions required by Krashen's model.
Moreover, Ellis’s (1997) interlanguage theory, while
useful in describing the transitional stages that learners
go through in SLA, overlooks the possibility thatlearners
in multilingual contexts like Cameroon may develop
hybrid linguistic systems that combine features from
multiple languages. Instead of a linear progression from
L1 to L2, learners in Cameroon may operate within a
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complex network of languages that inform one another.
This blending of linguistic systems complicates the
“interlanguage” phase and renders the process of second
language acquisition much more dynamic and context-
dependent than Ellis’s model suggests.

The Need for a Redefined SLA Framework

The necessity to redefine English Second language in
the multicultural and multilingual Cameroon has was
echoed by Mbibeh (2024) in his review of the different
complexities surrounding English language acquisition
in Cameroon moving from technical to theoretical
complexities. In this light, he highlighted one of the
complexities to be that the standard definitions of SLA
used so far fall short of painting the picture in
multilingual Cameroon especially for English as a second
language. The definitions might look ok but for the
Cameroonian context as found in the literature, children
in the metropolis and those in mixed married homes
(where parents speak different local languages) grow up
to acquire English as the first language because no other
language has been established and further develop or
acquire pidgin English not necessarily in the classroom.
Yet some learners acquire English, French and local
languages simultaneously. This multilingual backdrop
complicates the assumed trajectory of SLA, as learners
develop hybrid linguistic competencies influenced by
multiple linguistic inputs.

The bilingual schools (see Enama 2015) offer an
opportunity for a cultural and linguistic mix with
children from varied backgrounds acquiring and using
English and other languages in a rather simultaneous
and interesting way. This context reveals the need for a
review of what ESL is in the Cameroonian context given
that the standard definition of English as a second
language does not tie with the Cameroonian multilingual
context. This could have been minimized but the
pedagogic implications there off are compelling. That is
why Nkwetisama (2017) thinks that ELT in Cameroon
does not seem to be moving an inch from the obsolete
ideologically  loaded  one-size-fit-all  top-down
prescriptions on what, when and how to teach English.
He shares his experience confronted by issues of
methodology in his cooperating teachers who failed to
understand the context in which they were teaching and
adhering to native speaker norms which did not fit the
context.
marginalization that must be grappled with in what
Mbibeh (2021) alludes to the David /Goliath mythical
fight in which of course David defeats the domineering

There is according to him a linguistic
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and imposing Goliath native standards. The implication
of following language in a context like Cameroon is that
the methodological prescriptions for teaching English in
this context are bound to be a failure given that context
specific issues as described by Agbor Tabe (2021) will
not be accounted for and language will remain in the
classroom without an inkling on the real-life situations
that are present in the multilingual and multicultural
perspectives. Given the limitations of traditional SLA
theories in the Cameroonian context, there is a pressing
need for a redefined framework that takes into account
the complexities of multilingual environments.

The sociocultural theories of Vygotsky (1978) and
Lantolf (2000) offer a more flexible lens through which
to view SLA in multilingual contexts. These theories
emphasize the role of social interaction and the cultural
context in shaping language acquisition, highlighting the
fact that language learning occurs not just in isolation
but through active participation in a social network. In
Cameroon, where learners are constantly engaging with
multiple languages contexts,
sociocultural perspectives can better explain how
learners acquire English and use it in their daily lives.
The concept of translanguaging, as proposed by Garcia
and Wei (2014), further strengthens this framework by
acknowledging that learners fluidly move between
languages in ways that are not and should not be
constrained by traditional boundaries between L1 and
L2.

Furthermore, the field of multilingual language

in various social

acquisition provides valuable insights into how learners
in highly diverse linguistic contexts such as Cameroon
combine elements from various languages to form
hybrid linguistic systems. In these settings, learners
often do not follow a clear-cut linear path from L1 to L2
but instead develop a complex linguistic identity that
blends multiple languages and linguistic structures.
Therefore, SLA models in such environments must
recognize that language acquisition is not a
straightforward, one-directional process but a
multifaceted, fluid practice that involves constant
negotiation between languages and in the Cameroonian
context it should be understood and negotiated as such.

Sociocultural perspectives on SLA, such as those
proposed by Vygotsky (1978) and Lantolf (2000), offer
a more adaptable approach by emphasizing the role of
social interaction and cultural context in language
learning. These perspectives suggest that learners
acquire a second language not in isolation but as active
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participants in a social network where multiple
languages interact. In Cameroon, where language use is
heavily context-dependent and fluid, these sociocultural
perspectives provide a more fitting framework than
purely cognitive or structuralist models of SLA.
Furthermore, the concept of translanguaging (Garcia
& Wei, 2014) offers a useful lens for understanding
English acquisition in Cameroon. Translanguaging
refers to the fluid movement between languages as
learners draw on their entire linguistic repertoire to
communicate. In Cameroonian classrooms and everyday
interactions, learners frequently switch between
English, French, and indigenous languages to facilitate
comprehension and expression. This challenges the
rigid L1-to-L2 transition assumed in traditional SLA

models and calls for an SLA framework that
acknowledges linguistic hybridity as a central feature of
learning in  multilingual  settings. = Therefore

contemporary SLA models must be adapted to better
account for the Cameroonian context. With the
phenomenon of code-switching in Cameroon, a practice
where learners mix English with their indigenous
languages or French, the application of monolingual SLA
theories is further compounded. This research proposes
a shift from viewing SLA as a process of sequential
language acquisition to one of continuous negotiation
among multiple languages, a more fitting perspective for
Cameroon'’s linguistic environment.

By embracing this fluidity, the study argues that SLA
theories need to evolve to better reflect the complexities
of language learning in Cameroon. This approach is not
only relevant to academic discourse but also crucial for
effective language teaching in multilingual contexts, as it
allows for the integration of multiple linguistic
influences in the learning process.

Defining a New SLA Framework for Cameroon

To effectively address the challenges of SLA in
Cameroon, this study proposes a new framework that
integrates the complexities of multilingualism and
reflects the unique sociolinguistic and cultural
landscape of the country. This framework considers the
importance of learners’ entire linguistic repertoire,
which includes their knowledge of several languages
that interact in complex ways. It positions
multilingualism as an essential component, recognizing
that learners in Cameroon develop hybrid linguistic
competencies that are shaped by interactions among
multiple languages.
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The proposed framework aligns with sociocultural
theories of SLA, particularly those of Vygotsky (1978)
and Lantolf (2000), which emphasize the role of social
in the language acquisition process.
According to Nkwetisama (2011), language learning in
Cameroon occurs not only in formal educational settings
but also in the community, where learners engage in
social interactions involving multiple languages. This
social interaction influences how learners acquire
English, as they continuously navigate between
linguistic systems. By integrating sociocultural
perspectives into SLA, the proposed framework offers a
more contextualized understanding of the acquisition
process in Cameroon.

Another key component of the new SLA framework
is the incorporation of translanguaging (Garcia & Wei,
2014). Translanguaging, or the fluid use of multiple
languages in communication, has become a central
feature of language use in Cameroon. Mbibeh (2021)
notes that Cameroonian students often blend elements
of English, French, and their indigenous languages in
their speech, reflecting their multilingual competencies.
The redefined SLA framework proposes
translanguaging as a core practice, enabling learners to

interaction

draw on all available linguistic resources to aid
comprehension and communication, thus reflecting the
linguistic practices that are common in Cameroon. This
model also challenges the idea of language proficiency as
a monolingual construct. In Cameroon, proficiency in
English is often assessed in isolation, ignoring the role of
other languages in shaping a learner’s ability to
communicate effectively. This study suggests that
language proficiency should be wunderstood more
flexibly, taking into account how learners use their
entire linguistic repertoire in multilingual contexts.
Translanguaging as developed by Garcia (ibid)
should be intergrated. It is not a sign of linguistic
deficiency but rather a strategic use of available
linguistic resources. By incorporating multilingualism
into the SLA framework, the study shifts away from the
notion that learners must isolate English from their
other languages in order to acquire it. Instead, it
proposes a more holistic view of SLA that views learners’
entire linguistic repertoires as valid and essential for
communication. Furthermore, this perspective on
multilingualism challenges traditional views of language
proficiency. In Cameroon, learners may be considered
proficient in English even if they frequently switch
between The ability to communicate

AN

[

languages.
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effectively across multiple languages should be
recognized as a valuable skill, and the proposed SLA
framework encourages a broader understanding of
what it means to be proficient in a second language.

The proposed SLA model for Cameroon is context-
sensitive, taking into account the unique linguistic and
cultural dynamics that shape language acquisition in the
country. This model emphasizes that language learning
in Cameroon cannot be understood solely through the
lens of traditional SLA theories but must be viewed
through the complex interaction of English, French, and
indigenous languages. By positioning multilingualism as
a central element of SLA, the study advocates for
pedagogical approaches that reflect the realities of the
classroom. Mbibeh (2024) underscores the importance
of context in SLA, arguing that teachers must recognize
the multilingual nature of the classroom and adjust their
teaching strategies accordingly.

One way to implement this context-sensitive model
is by promoting teaching methods that encourage the
use of translanguaging and communicative competence.
Traditional grammar-based approaches are not effective
in multilingual classrooms where students are already
adept at using multiple languages. The redefined SLA
framework suggests that teachers should move beyond
afocus on isolated language structures and instead focus
on helping students navigate real-world linguistic
situations, where multiple languages are in play. Finally,
the study proposes that the Cameroonian government
and educational authorities should consider policy
reforms that reflect the multilingual realities of the
country. Language policies that promote bilingual or
multilingual education and support the use of
indigenous languages alongside English and French will
foster an environment where students’ linguistic
diversity is seen as an asset rather than a challenge. This
would not only enhance SLA but also ensure that
education is more inclusive and reflective of the nation’s
linguistic diversity.

Pedagogical Implications

Effective Teaching Strategies for SLA in Cameroon

In light of the unique multilingual environment in
Cameroon, effective teaching strategies for SLA must go
beyond traditional approaches that focus solely on
grammar and isolated language skills. Teachers must
recognize that students do not acquire English in a
vacuum but as part of a multilingual system where
multiple languages influence the process of acquisition.
Cameroonian learners engage in code-switching and
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translanguaging, seamlessly moving between English,
French, and indigenous languages in their everyday
interactions. Therefore, effective teaching strategies
should embrace this linguistic fluidity, allowing students
to draw from their entire linguistic repertoire to make
sense of English.

One effective strategy is to integrate translanguaging
(Conteh 2018) into the classroom, where students are
encouraged to use their first language(s) alongside
English to facilitate comprehension and expression.
Translanguaging can be particularly useful in the early
stages of language learning, as it allows students to build
connections between the languages they already know
and the target language (Garcia & Wei, 2014). Teachers
can encourage students to use their knowledge of
French or indigenous languages to aid in understanding
English vocabulary and syntax. This approach promotes
a deeper, more nuanced understanding of language and
helps students bridge the gap between the languages
they know and the language they are learning.

Moreover, communicative language teaching (CLT)
should be adopted as a core strategy. CLT emphasizes
real-world communication over rote memorization and
grammar drills. By using CLT, Cameroonian educators
can help students develop practical language skills that
are essential for navigating the multilingual society in
which they live. For example, in a classroom where code-
switching is common, students can be encouraged to use
all their languages in class discussions, fostering a more
natural and context-sensitive approach to language
acquisition.

Policy and Curriculum

Given the multilingual context of Cameroon,
curriculum design must be reimagined to reflect the
diverse linguistic backgrounds of students. The current
curriculum, which prioritizes formal grammatical rules
and standard English proficiency, may not be fully
aligned with the needs of learners who are immersed in
a multilingual environment. To better support English
language acquisition in this context, the curriculum
should be of
translanguaging and multilingual pedagogy, ensuring
that the learning process is aligned with the realities of
the classroom.

Curriculum design should also take into account the
sociocultural context of language use. The study has
shown that, language acquisition in Cameroon is not a
linear process but a dynamic interaction between
multiple languages. Therefore, the curriculum should
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allow for flexibility, enabling teachers to adapt their
teaching strategies based on the languages students are
most comfortable with. Moreover, the curriculum
should integrate local languages and cultural practices,
creating a more inclusive and relevant learning

experience. For instance, textbooks and learning
materials could feature examples from various
indigenous languages to help learners see the

connections between their first language(s) and English
rather than completely dismissing it.

At the policy level, recommendations for educational
reform must focus on fostering a multilingual, inclusive
approach to language teaching. The Cameroonian
government could introduce policies that promote
bilingual education or multilingual education programs,
where English is taught alongside indigenous languages
and French. These policies would not only enhance
language acquisition but also promote national unity by
recognizing the country’s linguistic diversity.
Furthermore, the government should support research
into how multilingualism affects language learning in
Cameroon, ensuring that policies are informed by local
realities and not based solely on Western models of SLA.

Role of Teacher Training and Technological
Integration

Effective teacher training is crucial in implementing
a context-sensitive SLA model in Cameroon. Teachers
need to be equipped with the skills to teach in a
multilingual classroom, where students bring diverse
linguistic backgrounds. Teacher training programs
should emphasize the importance of translanguaging
and multilingual strategies, enabling teachers to create
inclusive learning environments where all students’
linguistic resources are valued.

Training should also focus on how to design lessons
that promote communicative competence, rather than
solely focusing on grammar and linguistic structures.
Teachers should be trained to use technology effectively
in the classroom to create interactive and engaging
lessons. Technological tools, such as language learning
apps, online resources, and digital media, can facilitate
SLA in a multilingual setting. For example, apps that
allow students to practice English while incorporating
their knowledge of French or indigenous languages can
be particularly effective in helping learners bridge
linguistic gaps. Additionally, professional development
opportunities should be provided to teachers, focusing
on the latest research and methods in multilingual
education. Given the rapid technological advancements
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and the increasing use of online learning platforms, it is
essential for teachers to stay updated on innovative
teaching methods that leverage technology to support
SLA. The integration of digital tools can facilitate
personalized learning, where students can engage with
content at their own pace, reinforcing their language
skills through interactive exercises that reflect their
multilingual reality.

Finally, teachers should be encouraged to collaborate
with each other and with linguists, sociolinguists, and
education experts to develop teaching strategies that
reflect  Cameroon’s linguistic  diversity.  This
collaboration can help build a teaching community that
is focused on improving SLA outcomes and ensuring that
English language acquisition in Cameroon is both
effective and relevant to students’ lives.

6. Conclusion and Recommendations

This study has explored the limitations of
contemporary Second Language Acquisition (SLA)
theories, particularly those articulated by Ellis (1997)
and Krashen (1982), when applied to the context of
English language acquisition in Cameroon. It has
highlighted the unique sociolinguistic and multilingual
environment in Cameroon, where over 250 indigenous
languages coexist with French and English as official
languages. Traditional SLA models, which often assume
a stable, linear process of language acquisition in
monolingual settings, fail to capture the complex
dynamics at play in Cameroonian classrooms. Instead,
these models overlook the influence of code-switching,
translanguaging, and the multilingual environment,
which are integral to the language learning process in
Cameroon.

The study proposed a redefined SLA framework that
incorporates these linguistic realities, emphasizing the
need for a more context-sensitive, flexible approach to
language teaching and acquisition. By integrating
elements of sociocultural theory, translanguaging, and
multilingual language acquisition, this framework
provides a more accurate reflection of how English is
learned and used in Cameroon. This redefined model not
only challenges existing SLA paradigms but also offers
valuable insights into how language teaching can be
adapted to meet the needs of learners in similarly
complex multilingual settings.

Future Directions for Research and Policy
Reform

While this study has made a significant contribution
to rethinking SLA in Cameroon, several areas remain
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ripe for future research. First, further empirical studies
are needed to investigate the effectiveness of
multilingual teaching strategies, such as
translanguaging, in improving English acquisition in
Cameroonian classrooms. Longitudinal studies that
track the progress of students learning English in
multilingual environments will provide valuable data on
how different strategies impact language proficiency
over time.

Second, research into teacher attitudes toward
multilingualism and translanguaging is crucial. Teachers
play a pivotal role in shaping the learning environment,
and their understanding of multilingualism will
influence how effectively they implement innovative
teaching strategies. Investigating how teachers perceive
the integration of indigenous languages and French in
SLA could inform professional development programs
and help design more effective training initiatives.

At the international level, this research could serve
as a model for other multilingual countries grappling
with similar challenges in language acquisition. The
redefined SLA framework proposed in this study could
be adapted to different multilingual contexts, fostering a
broader, more global understanding of how language

acquisition  operates in  complex linguistic
environments.

Recommendations

Based on the findings of this study, the following
recommendations are proposed for educators,
policymakers, and researchers:

1. Curriculum Reform: Revise the English
language curriculum to incorporate multilingual
pedagogical strategies, including translanguaging,

which acknowledges the diverse linguistic backgrounds
of students. The curriculum should allow for flexibility
in teaching, making space for learners to use all their
linguistic resources.

2. Teacher Training: Provide comprehensive
teacher training on multilingual education and SLA
theories that reflect Cameroon’s linguistic diversity.
Teachers should be equipped with the skills to teach
English effectively in a multilingual context, using
innovative strategies such as code-switching and

translanguaging.
3. Policy Support: The government should
introduce policies that encourage multilingual

education, integrating indigenous languages and French
with English in the curriculum. This approach will not
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only improve language acquisition but also promote
cultural understanding and national unity.

4. Technological Integration: Leverage technology
in the classroom to support SLA. Digital tools and
language learning apps can provide personalized,
interactive learning experiences that align with the
multilingual realities of students.

5. Future Research: Encourage further studies on
the effectiveness of multilingual teaching strategies, the
impact of sociocultural factors on SLA, and the role of
indigenous languages in language learning. Research
should focus on developing context-sensitive SLA
models that are relevant to specific sociolinguistic
environments.

Conclusion

This study has critically examined the applicability of
contemporary Second Language Acquisition (SLA)
theories to the unique multilingual context of Cameroon.
Through an exploration of traditional SLA
frameworks—particularly those proposed by Ellis
(1997) and Krashen (1982)—it has become evident that
these models, which primarily stem from monolingual
and bilingual contexts, do not adequately capture the
complexities of language acquisition in Cameroon. The
Cameroonian linguistic landscape, with its diverse array
of over 250 indigenous languages alongside English and
French as official languages, creates a unique
environment where language acquisition cannot be
understood through conventional SLA paradigms.

The research has demonstrated that existing SLA
models, which assume a linear and structured
progression from first language (L1) to second language
(L2), fail to account for the fluid, dynamic, and
multilingual reality in which English is acquired in
Cameroon. Factors such as code-switching, language
interference, and the blending of indigenous languages
with French and English are central to how learners
develop English proficiency in the country. In response
to these challenges, the study proposed a redefined SLA
framework that better aligns with Cameroon’s linguistic
diversity and offers a more context-sensitive approach
to language acquisition.

Moreover, this study has significant pedagogical
implications. It calls for the integration of multilingual
strategies into SLA  teaching methodologies,
emphasizing the importance of translanguaging and
communicative language teaching (CLT) to enhance
English acquisition in multilingual classrooms. It also
highlights the need for curriculum reforms and policy
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changes that prioritize bilingual and multilingual
education, recognizing and leveraging the linguistic
resources that students bring to the classroom. The role
of teacher training in adapting to these innovative
pedagogical strategies and the integration of technology
further supports the development of an inclusive and
effective English language learning environment. The
study thus advocates for a paradigm shift in SLA theory
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Background: Russian interest in Ancient Egypt
and Egyptology as an academic discipline

Russia traditionally has one of the most significant
academic traditions in Egyptology, which goes back to
the nineteenth century. However, nowadays a range of
circumstances have formed that make it harder for
Egyptology in the country to fully realise its potential. In
this article, the authors briefly explain the problems in
teaching that need to be tackled for a more holistic
development of Russian Egyptology in the present day,
with particular reference to the field of Ancient Egyptian
language studies, before moving on to describe the
measures being taken in this direction at the Institute of
Oriental and Classical Studies (IOCS) of the National
Research University Higher School of Economics (HSE).

Russian connections to Egypt go back over a
thousand years, with Grand Prince Vladimir the Great
sending a delegation there as early as 1001 CE and
interest in the culture steadily growing in the centuries
that followed [1]. However, formation of Russian
Egyptology as a distinct academic school did not occur
until the 1870s. In 1874, the first Russian Egyptologist
to identify as such, Vladimir Semenovich Golenishchev
(1856-1947), published his debut works [2]. These
consisted of three articles published in vol. 12 of the
Leipzig journal "Zeitschrift fur Agyptische Sprache und
Altertumskunde" [3]. Indeed, this proved a very
significant contribution to global Egyptology, for it was
V. S. Golenishchev who was the first to study two texts
that proved fundamental to the later development of the
field - the "Tale of the Shipwrecked Sailor" and the
"Moscow Mathematical papyrus". Building on this early
work and the foundation of the Russian Egyptological
Society in 1905, a pupil of Golenischev named B. A.
Turaev went on to establish Russian Egyptology in a
university setting. In 1919, he founded the first
Egyptological chair in St. Petersburg, concentrating on
the history of the ancient Near East and Egyptian
literature and leaving behind enthusiastic followers like
V. V. Struve and N. D. Flittner. In Moscow, Egyptology
first started to be taught as a university subject in 1960,
spearheaded by M. A. Korostovtsev, thereby ensuring its
presence in both of Russia’s largest cities. This
arrangement remains true to this day, and the subject
also enjoys strong representation in top national
museums such as the State Hermitage in St. Petersburg
[4] and the Pushkin State Museum of Fine Arts in
Moscow [5]. However, despite this rich history of
research and wealth of artefacts, in recent decades
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Egyptology has often struggled to survive in both major
cities due to administrative and financial challenges, not
least those emerging from the collapse of the USSR [1].

Egyptology as an academic discipline includes the
study of not only the history, religion, and culture of
ancient Egypt, but also the ancient Egyptian language.
Indeed, some degree of familiarity with the language is
generally considered a prerequisite of Egyptological
training. For most of the pharaonic period, Ancient
Egyptian could be written in two main scripts: the
"divine words" or mdw nTr, now commonly termed
hieroglyphs (a sacred form of writing designed for
stone), and hieratic (an everyday form of writing
designed for writing with a brush on papyrus or
ostraca). For the Egyptians, writing was a way of
conveying the surrounding reality, to establish a
connection with the afterlife and gods and - in
accordance with the theoretical framework of Y. M.
Lotman - to effectively create their world [6]. Therefore,
deciphering hieroglyphs brings researchers closer to the
ancient world, allowing us not only to reconstruct
practical details of Ancient Egyptian lived experience
and administration, but also to understand how the
ancient inhabitants of the Nile Valley thought. Moreover,
written language was used not only as a tool for
communication, but as a way of shaping the materiality
of objects - thus, a huge number of monuments of
material culture are somehow connected with writing.
The Pyramid Texts, Coffin Texts, stelae and numerous
wall inscriptions from tombs all count as prominent
examples.

Why is there a need to learn the ancient Egyptian
language?

While the ancient nature of the subject matter
inevitably raises questions about the need to study it
from a utilitarian perspective (especially in an
environment of limited funds), it is nonetheless
important to point out that detailed knowledge of the
Ancient Egyptian language can be beneficial to a range of
stakeholders. These can be subdivided into three broad
groups:

a) Egyptologists - For these, knowing the language
is a professional necessity, as this permits texts to be
read in the original. It allows them to work with material
and cultural monuments, to understand why a particular
saying was formulated one way and not another, to
‘think like an Egyptian’ (i.e. to develop emic approaches
to the study of the material), to connect the history of
language with the history of society, and to guarantee
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the preservation of knowledge about the ancient
Egyptian civilisation for future generations. It should be
noted that history already knows a period of one and a
half thousand years when the ability to read hieroglyphs
was completely lost, and therefore it is necessary to
remember that the preservation of knowledge about
this language is not a foregone conclusion: action,
grounded in scholarly learning, is necessary for the
ability to read it to be retained in the long term.

b) Clergy, theologians, and historians of religion
- The Coptic Orthodox Church of Egypt is one of the
oldest Christian churches in the world and continues to
use a form of Ancient Egyptian in its worship (the church
has about 20 million members). This church, and hence
the Coptic phase of Ancient Egyptian, continues to play a
significant role both in the spiritual and cultural life of
modern Egypt and in the study of the formation of early
Christianity. Moreover, Egypt is the most frequently
mentioned country in the Bible, so Egyptological
knowledge can be very helpful to people who work in
this field (e.g. in matters of studying the historicity of
biblical events).

c) Other persons - Egyptian language presents a
range of potential attractions to a broad range of other
interested individuals. At the most general level, it gives
all learners a chance to broaden their horizons and
develop their language skills in a context very different
to what most people know already. At a more specialised
level, philologists and linguists can benefit from deep
study of ancient literature and linguistic relations, while
archaeologists and historians can deploy it for work
culture with an ancient Egyptian
component (indeed, the line between ancient Egyptian
fine art and hieroglyphic writing is often blurred). It is
also worth noting that ancient Egyptian writing, along

with material

with Mesopotamian cuneiform, is one of the oldest
scripts anywhere on earth (it is more than 5000 years
old) - therefore, it is at the origins of the development of
writing as a key sphere of human activity, which still
fundamentally affects our lives.

Specificities of studying Ancient Egyptian in
Russia

Studying Ancient Egyptian in Russia involves a
number of peculiarities and difficulties. First of all, at
present only two educational programmes (HSE
University and Saint Petersburg State University)
provide in-depth Egyptological training. It should be
noted that admission to the first one is made once every
five years (the first intake of students was in 2022), and
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to the second one every two years, which makes it much
harder for all applicants interested in the subject to get
a specialised education.

A feature directly stemming from this is the small
number of qualified staff capable of teaching Ancient
Egyptian. This is an inevitable consequence of such a
scarcity of teaching programmes - if few people know
Ancient Egyptian, even fewer will be able to teach it. In
this regard, it is a concern that Russia is currently
significantly behind virtually all other countries with a
major Egyptological tradition in the pace of training new
staff — for example, Britain, with a population of only 68
million, is able to hold an annual intake of seven
Egyptology programmes [7], while Russia has only two
programmes for a population of 146 million, and no
intake takes place annually. In view of this, it is
necessary to increase the efficiency of teaching
Egyptology in Russia - if at present the country cannot
produce numbers of experts comparable to those of rival
Egyptological traditions, there should at least be a focus
on providing the highest level of training for the small
number of experts that do graduate. In other words, to
ensure quality over quantity.

As a rule, the few Egyptologists who do work in
Russia do not undertake specialist training in pedagogy,
preferring to focus instead on the research outputs
necessary for an academic career, and this factor
combines with the general dearth of cadres to render
high quality language teaching a particularly difficult
task. The situation with Ancient Egyptian textbooks in
Russian is especially critical - for the entire existence of
the Russian Federation, not a single Ancient Egyptian
textbook has been published there. The most recent
textbooks in Russian belong to the Soviet period, and not
even its late phase. The works in question are N. S.
Petrovsky's "The Egyptian Language. Introduction to
hieroglyphs, lexicon and sketch of grammar of the
Middle Egyptian language" [8] and M. A. Korostovtsev's
"Introduction to Egyptian philology" 1963 [9]. Both
volumes, despite their weighty contribution to the
development of the subject in their era, are now
outdated and do not meet the academic and pedagogical
standards of today. Nevertheless, they should be
examined in more detail.

N.S.Petrovsky's
introduction, summarising the different phases of the
Egyptian language and providing an overview of the
place of Egyptian in the genealogy of other languages of
the Middle East and North Africa. The author provides

work features an extensive
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historical background on the decipherment of the
language, touching upon the challenges of studying it
after the initial decipherment by French researcher
Jean-Francois Champollion in the early nineteenth
century. The use of tables and consideration of various
examples in categorising hieroglyphic characters is an
effective technique to aid comprehension. The grammar
section is organised in a system: noun - adjective -
pronoun - numerals - verb and forms thereof. The
author gives various examples, but there are no
exercises or vocabulary. Moreover, the introduction of
the verb only towards the end of the textbook makes it
extremely awkward for classroom study, forcing the
teacher to pay excessive attention to verbless sentences
(which in reality do not occur in Egyptian more often
than sentences with a verb).

Meanwhile, in his work M. A. Korostovtsev considers
the connection of the Egyptian language with Semito-
Hamitic, Semitic and Libyan-Berber languages, in
accordance with the linguistic standards of the time. He
conducts a separate review of the material side (what
was written on) before directly considering the writing
system itself. Korostovtsev provides a table of
alphabetic graphemes and devotes two paragraphs to
hieratic and demotic writing. Phonetics and the various
grammatical forms are treated separately. At the same
time, this work is not provided with a dictionary,
reference material, or any exercises. Thus, the work is
well suited to the needs of people who already have a
fairly thorough knowledge of Egyptian at a basic level,
and want not so much to learn, but rather to delve into
the phonetic and grammatical details of the language.
For a student starting from scratch, comprehending this
manual is essentially impossible.

The comparative table below (Table 1) sets out the
advantages and disadvantages of the aforementioned
works in a more concise form.

Petrovsky, “The "KorostosteV,
Egyptian Introduc‘gon to
Language” Pligly I;tlan,,
. ilolo
(Leningrad 1958) (Moscow gl}(; 63)
e Content e Detailed
introduction linguistic
Positive e Short chapters | analysis at
features convenient for | phonetic,
studying the | graphic, and
material syntactic level
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e Relevant Overview of the
examples materiality  of
Logical progression | writing

(noun — adjective —
pronoun — numerals

— verbs)
Negative e No exercises or.dlcnonary
features (for Outdated pedagogical approaches; lack
both works) of direct engagement with the reader and

no opportunity for active learning
Table 1: Advantages and disadvantages of two major
Russian-language works related to the teaching of
Ancient Egyptian language
Consequently, Russian instructors of Egyptian
currently teach on the basis of English-language
textbooks, which are not originally designed for Russian
students and do not reflect the peculiarities of
translation into Russian. There are many such textbooks
[10], but the one employed at the university of the
present writers is that of James Hoch [11], which is
standard at leading universities in North America and
Cambridge University. The textbook by Alan H. Gardiner
[12] is also used for some reference material, lists of
hieroglyphs, and exercises. This textbook, although
older than even the aforementioned Soviet works and
offering an outdated understanding of grammar, is still
unsurpassed as a source of auxiliary material for the

study of individual hieroglyphic characters.

The proposed remedy: A new Egyptian textbook
developed at HSE University

Due to this not entirely satisfactory situation, there is
aneed to delineate methodologies for studying Egyptian
in the Russian-speaking context, as well as to develop
their practical application in Russia. This year a project
to create a new textbook on the ancient Egyptian
language has been launched at the university of the
present writers — National Research University Higher
School of Economics Moscow (HSE). It is planned that
students and professors will work together to prepare
teaching materials [13]. The aim of the project is to
create a textbook convenient primarily for Russian-
speaking readers/students, which in turn yields
promise for the further development of Egyptology as a
growing discipline in Russia. In shaping the structure of
the textbook, the practical experience of students and
teachers (including experience of foreign pedagogical
settings), will be taken into account and combined with
analysis of theoretical material dealing both with new
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approaches to the subject matter and best practice in the
field of language pedagogy as a whole.

At present, it is considered necessary to include in
the new textbook:

1. Introduction with historical background and
language features

2.  Structured grammatical sections, organised in a
logical form with "most understandable” material near
the front and "hardest to understand” material later on.

3. Exercises aimed at practicing and consolidating
the grammatical content (primarily translating and
analysing sentences and/or whole passages from
original ancient Egyptian literature, as well as
pedagogical content created by the compilers
themselves with a view to working on key aspects of
grammar).

4. Dictionary and list of hieroglyphs

Unlike previous works, the new textbook will
endeavour to use elements of pedagogical theory widely
used in the study of other languages, but still completely
absent in university Egyptology (both in Russia and
beyond). The most relevant here is L. S. Vygotsky's
theory of the "Zone of Proximal Development" (ZPD)
[14]. The ZPD represents new knowledge, which
students can reach through their own cognitive effort
when deploying information already available in their
minds, along with the effective support of the teacher
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Introduction

In the Philippines, English serves as the second
language (L2), and the ability to express oneself
effectively in a second language is deemed vital yet
challenging for language learners, as it necessitates
mastery of pronunciation, grammar, vocabulary,
fluency, and coherence. According to Separa et al
(2020), most English as a second language (ESL)
learners encounter significant difficulties in articulating
their views and perspectives due to their poor grammar
competence, anxiety, lack of vocabulary, and inadequate
exposure to spoken English. Despite several years of
instruction in English, a number of students still struggle
to express themselves effectively. Nurmiati (2017)
pointed out that students may encounter difficulties in
acquiring proficiency in speaking L2, resulting errors in
their language use. Thus, in the classroom, teachers must
provide feedback to help students correct their errors. It
is one of their responsibilities as a language teacher to
assist students in developing oral skills so that they can
express themselves clearly and effectively in the target
language (Jeyasala, 2014).

Corrective feedback (CF), described by researchers
and scholars as the provision of information to rectify
learners' errors, has been recognized as a potentially
effective method for enhancing both writing and
speaking proficiency among learners, particularly in
terms of grammar. As Khunaivi and Hartono (2015)
stated, the feedback provided by teachers could be seen
as a valuable input for students to enhance their English
Language Proficiency (ELP). It can be provided in oral or
written form and includes various types, including
positive, negative, immediate, delayed, explicit, and
implicit (Tesnim, 2019). If ESL learners receive no
feedback from their teacher, they may become confused
and accept errors as correct, which can lead to a
phenomenon called the
beneficial effect of CF as a method for teaching language
has been a topic of debate among researchers, and the
extent to which it can improve learners' speaking
proficiency is still unclear (Magbanua & Provida, 2023).

fossilization. However,

Over a period of four decades, studies about the
ineffectiveness of CF continue to be published. In the
1980s through his Input Hypothesis, Krashen
(1982,1985) denied any identified beneficial effects of
CF on Second Language Acquisition (SLA). He contended
that CF is not only ineffective but also possibly
detrimental because it blocks the flow of speech that
may give understandable input. Also, according to him,
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no amount of CF can compensate for a lack of motivation
to learn the language. Aside from Krashen, Truscott
(1996) conducted an analysis of three studies and
concluded that correcting errors was ineffective, and
should not be used in language learning. He argued that
improving learner’s proficiency is a complex process,
and simply correcting their errors is akin to transferring
information. Learning a in this sense
oversimplifies the learning process and assumes that
students passively receive and absorb all information
provided by a teacher. Zilberman (2023) also provided
backing to this perspective. In his article, he argued that
simply understanding errors is not enough to guarantee
error-free communication in the future. He claimed that
recognizing and repairing errors made in spontaneous
communication requires different cognitive processes.
Even if students can recognize their errors, they might
not yet have the automaticity to avoid making them in
subsequent communication.

Since the last decade however, research results have
taken an interesting turn towards the opposite. Among
these are Ahmad et al. (2013) whose findings indicated
a close relationship between corrective feedback and
academic achievement of students in secondary schools

language

citing higher examination
understanding of concepts among other positive results
of CF. Similar results were noted by Mahmoud (2018),
citing remarkable effects, in a meta-analysis of seven
theses and 20 research papers exploring the effects of CF
on ESL
performance. Patra et al. (2022) likewise found out in an
experimental study conducted among 76 students that
corrective feedback positively affected the academic
performance of students.

To shed light on the contrasting results of studies on

scores and deeper

students’ motivation, achievement and

the effect of corrective feedback to the communication
skills of the students, this study aimed to determine the
effectiveness of explicit corrective feedback (ECF) on the
speaking proficiency of AB English students. To achieve
this, the study determined the speaking proficiency of
participants in both the control and experimental
groups in the pre-test and post-test. Secondly, it
in speaking proficiency
between both groups before and after the intervention.
Lastly, it measured the mean difference between the
pre-test and post-test means of both groups to identify
the overall speaking achievement of the experimental

group.

measured the difference
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The findings of this study can contribute to the
prevailing debate regarding CF’s effectiveness in
language acquisition, especially in terms of improving
learners' speaking proficiency. Ultimately, the study's
significance lies in its potential to contribute to the
development of language teaching pedagogy, which can
ultimately benefit language learners in their quest to
achieve proficiency in a second language.

Theoretical Framework

This study drew upon the Output Hypothesis
proposed by Swain (1985), and the Scaffolding theory
proposed by Vygotsky (1930).

The Output Hypothesis of Swain (1985) posits that
language production, or output, plays a crucial role in
language acquisition. It suggests that through output,
learners are able to notice gaps in their own knowledge
and make adjustments to improve their language
proficiency. In the context of language learning, this
theory emphasizes the importance of actively engaging
in speaking activities to develop a deeper understanding
of the language.

Building upon the Output Hypothesis, Vygotsky's
sociocultural theory of scaffolding provides a
framework that supports learners in their language
development. This theory is related to the Zone of
Proximal Development (ZPD) and it posits that students
will learn quickly when collaborating with others who
have a wider range of skills and knowledge than they
currently have. These individuals often referred to as the
According to Yetman (2020), ZPD
represents the gap between learners' current language
proficiency and their potential to acquire higher-level
language skills. By providing appropriate support and
challenges within their ZPD, instructors can help
students progress in their language development

"scaffolders."”

especially on grammar. As (Gottsiter, 2018) said,
scaffolding enables students to understand grammatical
structures they did not understand before.

As the ESL learners actively engage in speaking
activities provided in the classroom, instructors can
identify their ZPD and provide tailored support and
challenges to help them bridge the gap between their
current proficiency and their potential for higher-level
language skills. This may involve providing corrective
feedback (Saito, 2013), designing language tasks that
suit
collaborative learning environments

When CF is integrated within the scaffolding process,
students' language output can be reinforced as they

individual learners' needs, and fostering
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become aware of gaps in their language production.
Through the guidance and support provided by
scaffolders, learners can actively adjust their language
output based on the feedback received, leading to
improvements in their speaking proficiency.

Methodology

The study utilized a quasi-experimental pretest-
posttest non-equivalent comparison group design with
two groups of ABEnglish students who have been pre-
assigned to their respective sections, as respondents. To
eliminate potential bias, the researcher drew lots in
order to determine the control and experimental groups.
Prior to the intervention, the respondents in both the
control and experimental groups were provided with an
orientation about the study and were asked to sign an
informed consent. Although all of the students became
part of the intervention, only the data from those who
voluntarily signed up for the study were gathered and
analyzed.

The respondents were then individually guided to
take the pre-test using their mobile phones. Screenshots
of the results were kept for documentation. To protect
the respondents’ identities, individual results were kept
confidential and only a summary of the groups’
performance was published.

Lessons during the sessions were designed to
maximize opportunities for oral interaction among the
participants. Among the activities incorporated were
group discussions, oral presentations, and interactive
question-and-answer sessions during  lesson
discussions. Participants’ errors during these activities
were observed, documented by the researcher, and
submitted to the teacher for explicit oral correction
according to the conditions set in the implementation of
CF (Ellis, 2009).

After the sessions, both groups took the same
speaking proficiency test (Post-test) to determine
whether the intervention improved their performance
and whether the experimental group performed more
significantly than the control group. The same process
and condition during pre-test was followed. The
confidentiality of the participants was upheld, and the
results were presented in aggregate form to protect
their privacy.

In analysing the gathered data, this study used paired
t-tests, independent t-tests, and Mann Whitney U test.
Paired t-tests were used to determine the difference
between the speaking proficiency of both experimental
and control groups before and after the intervention. On



Journal of Language Pedagogy and Innovative Applied Linguistics

the other hand, independent t-tests were used to
measure the difference between the average pre-test
score of the control group and the experimental group.
It was also used to assess the difference between their
overall pre-test post-test mean score while Mann
Whitney U test was employed to compare the mean of
post-test score of both group to determine if the
intervention was effective. The level of significance was
setat a = 0.05 to determine statistical significance.

Results and Discussion

Control Group Proficiency Level the
Intervention. After thoroughly analyzing the speaking
proficiency of the control group before the intervention,
it was found that 15 out of 28 participants (53.57%)
attained a B1 ranking or Intermediate level (300-399), 6
(21.43%) reached a B2 ranking or Upper Intermediate
(400-499), 4 (14.29%) were classified as A1 beginners
(100-199), and 3 (10.71%) fell into the A2 Elementary
level category.

As illustrated in Table 1, the majority of participants
exhibited a B1 level of proficiency. According to the
CEFR, learners at this level can comprehend the main
ideas of familiar interactions encountered in various

before

contexts such as school, work, and leisure. Additionally,
learners at this proficiency level can produce simple,
interconnected texts on topics of personal interest.

Considering that English is a second language in the
Philippines, B1 level proficiency, however, according to
Magbanua and Provida (2023), is quite low compared to
the expected proficiency for ESL learners especially
college students majoring in English who already are at
their final year in the academe. Their claim aligns with
an earlier result of a study conducted by Gabriel (2018)
which found out a lower-than-expected performance in
English among Teacher Education students in a higher
education institution in the Philippines. The result of the
present study likewise aligns with the statement of Tan
(2018) citing that Filipino graduates on the average, fall
short of their expected proficiency level in the CEFR,
where A1l represents primary users, and C2 represents
proficient users. This implies that the majority of
Filipino students, including those majoring in English,
are at a low level of proficiency (Gabriel, 2018). Thus, it
is considered that before the intervention, majority of
subjects in the control group had a low level of
proficiency.

On the other hand, 21.43% of participants attained a
B2 proficiency level, which is considered adequate for
tertiary-level students. B2, classified as the upper
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intermediate level of English in the CEFR. At this level,
learners can confidently assert, "l am a proficient
English speaker." At this stage, students can function
independently in diverse academic and professional
environments in English.

However, an alarming result was that there were 7
(25%) who were at the Elementary (A2) and Beginner
(A1) levels. Kurtz (2023) explained that A1 and A2 both
represent basic users of English. They typically have a
limited vocabulary and understanding of grammar, and
they tend to use simple sentence structures and basic
language functions to communicate. However, those
students who were at the A2 level of proficiency are
slightly more advanced than Al. At this level, learners
are still relying on basic familiar and personal subject
matter to assist with language understanding and
production while at the Al level, learners typically use
isolated and formulaic phrases. Also, they use pausing
and rephrasing only occasionally.

Table 1. Speaking proficiency of the control group before
the intervention

Level Frequency (n=28) Percent (%)
Advanced (C1) 0 0.00
Upper Intermediate
(82) 6 21.43
Intermediate (B1) 15 53.57
Elementary (A2) 3 10.71
Beginner (A1) 4 14.29
Mean 335.61
Level Intermediate (B1)

Experimental Group’s Proficiency Level before the
Intervention. As observed in Table 2, the mean average
of the experimental group before the intervention
(335.62) was almost the same as the mean average of
the control group (335.61). Twenty one (56.76%) out of
37 respondents reached the B1 level, 10 (27.02%)
acquired the A2 level, and 6 (16.22%) were at the B2
level.

As of the participants’
proficiency were also at B1 level. These participants

presented, majority

cannot produce language for long stretches of time
without pausing to rephrase or search for expressions or
vocabulary (Kurtz, 2023). Considering that only 6
(16.22%) reached the upper-intermediate level, this
implies that just a few participants were confident when
speaking, and the majority were still striving to produce
longer utterances.

Furthermore, 10 (27.02%) of participants were
classified as basic users. They could only communicate
in simple way with basic words and phrases (Kurtz,
2023). This suggests that these participants were
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struggling to express their thoughts clearly and in a
more complex way. Also, they just possessed limited
vocabulary and grammar knowledge, thereby impacting
their fluency and communication. This low proficiency
level is particularly concerning for tertiary AB English
students.

Morallo (2018) compared the English-speaking
proficiency of Filipino and Thai students and observed
that the English-speaking skills of Filipino college
graduates is lower than the proficiency target set for
high school students in Thailand. The result was
confirmed by Tan (2018) when he explained that the
level of English-speaking skills of Filipino college
graduates was at B1, lower than the B2 target for Thai
high school graduates. An alarming aspect of Tan’s study
was that graduates of Bachelor of Science in Education
majoring in English, who participated in the research,
scored comparably to proficiency levels of Grade 2 and
Grade 5 students in the United Kingdom and United
States. Considering that the participants of this study
were also graduating English major students, the result
of their performance means their oral performance in
English is poor, similar to Pascua’s findings in 2019
where the participants in the experimental group had
poor English proficiency at the beginning of their study.

Table 2. Speaking proficiency of the experimental group
before the intervention

Level Frequency (n=37) Percent (%)
Advanced (C1) 0 0.00
Upper Intermediate
16.22
(B2) 6 6
Intermediate (B1) 21 56.76
Elementary (A2) 10 27.02
Beginner (A1) 0 0.00
Mean 335.62
Level Intermediate (B1)
Control Group’s Proficiency Level after the

Intervention. As shown in Table 3, significant insights
emerge regarding the scores of the control group. One
participant (3.57%) reached the advanced level of
proficiency. However, the majority of participants, 15
(53.57%), remained at the B1 level. Additionally, 7
participants (25%) moved to the upper-intermediate
level, while 4 (14.28%) stayed at the Al level, and 1
participant (3.57%) was categorized as A2.

The mean average increased from 335.61 to 370.00.
This result suggests that despite the absence of
assistance or treatment for control group, there was still
improvement in their speaking proficiency compared to
their proficiency before the intervention.
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Table 3. Speaking proficiency of the control group after
the intervention

Level Frequency (n=28) Percent (%)
Advanced (C1) 1 3.57
Upper Intermediate
(B2) 7 25
Intermediate (B1) 15 53.57
Elementary (A2) 4 14.28
Beginner (A1) 1 3.57
Mean 370.00
Level Intermediate (B1)

Experimental Group’s Proficiency Level after the
Intervention. As illustrated in Table 4, none of the
subjects in the experimental group reached the C1 level
after the intervention. However, 21 (56.76%) acquired
upper intermediate, 15 (40.54%) were intermediate
(B1), and 1 (2.70%) stayed at elementary level.
Furthermore, the mean average increased from 335.62
to 400.49. Consequently, it is clearly evident from the
results that the majority of participants experienced an
increase in proficiency, advancing to another level. The
majority achieved upper-intermediate proficiency, with
only 1 participant remaining a basic user, compared to
the pre-intervention assessments where many were at
the B1 level, along with several at a basic level.

This result closely aligns with the findings of
Tesnim's (2019) study, which aimed to enhance
students' grammatical accuracy through explicit Oral
Corrective Feedback (OCF). The results revealed that
some of the EFL students who participated succeeded in
overcoming their grammatical errors in the post-test
and showed varying degrees of improvement. However,
despite receiving corrective feedback, some did not
exhibit significant improvement. As shown in Table 4,
there were also participants who had a B1 level of
proficiency before the intervention and remained at B1
after it. Additionally, similar to the results of this study,
there was also one participant in Tesnim's (2019) study
who did not show any change in their oral production.

Table 4. Speaking proficiency of the experimental group
after the intervention

Level Frequency (n=37) Percent (%)
Advanced (C1) 0 0.00
Upper Intermediate
(B2) 21 56.76
Intermediate (B1) 15 40.54
Elementary (A2) 1 2.70
Beginner (A1) 0 0.00
Mean 400.49
Level Upper Intermediate (B2)

Difference in Pre-test and Post-test Scores of the
Control Group. To determine whether there is a
difference between the proficiency of the control group
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before and after the intervention, a dependent t-test was
used. As shown in Table 5, the mean difference in the
average score of the control group before (M=334.61,
SD=76.10) and after [M=370.00, SD=93.00, t(27)=1.86]
the intervention is 34.39. The p-value associated with
this difference is 0.074, which is greater than the 5%
level of significance. This suggests that although there is
a minimal increase in the mean speaking proficiency
score from the pre-test to the post-test among the
control group participants, this difference is not
statistically significant. This implies that the control
group’s speaking proficiency did not improve after the
intervention.

This result is consistent with the result identified in
the study of Nhac (2021), in which the control group
score in the post-test is also higher compared to their
pre-test score but the rate was not considered
significant because the p-value shown was higher than
0.05.

Table 5. Test of significant difference in the proficiency
of the control group before and after the intervention

Gro n Mean SD Mean t df P
up Difference value
Post- 37000  76.10
test
Pre- 28 34.39 1.86ns 27 0.074
335.61 93.00

test

ns-not significant at 5% level

Difference in Pre-test and Post-test Scores of the
Experimental Group. On the other hand, to assess the
progress of the experimental group, their mean score
before and after the intervention was also compared
using dependent t-test. As shown in Table 6, the
difference between the mean average score of the
experimental group during the pre-test (M=335.62,
SD=62.60) and the post-test [M=400.49, SD=45.49,
t(36)=6.48] is 64.87. The p-value associated with this
difference is (p=.001<0.05), which means that the
observed difference in the mean scores between the pre-
test and post-test is statistically significant at the 5%
level. This result indicates that the participants of the
experimental group showed a significant improvement
at the end of the intervention. It is therefore assumed
that the provision of explicit corrective feedback was
effective.

The result is comparable to the result of the study
conducted by Nhac (2021) where the participants in the
experimental group showed significant improvement
specifically in their grammar and vocabulary.

These findings of this study are in line with the
arguments of several scholars, suggesting that
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corrective feedback (CF) can have a positive impact on
students' speaking accuracy. They also corroborate the
claim made by Yu et al. (2021) that the effectiveness of
feedback depends greatly
implementation, including the type and timing, which in
this study was oral and explicit. This study, along with
Nhac (2021), demonstrates that explicit correction and
prompts like metalinguistic feedback are indeed
effective in helping produce
grammatical utterances, as they provide students with
the opportunity to identify errors and understand the
appropriate grammar rules. Other studies with similar
findings, such as those conducted by Zohrabi and Ehsani
(2014) and Kosar and Bedir (2014), also support the
idea that CF can enhance grammar acquisition.

Table 6. Test of significant difference in the proficiency of
the experimental group before and after the intervention

corrective on its

students accurate

M -
Group n Mean SD i ean t df P
Difference value
Post-
400.49 45.40
test
Pre 37 64.87 6.48* 36 <.001
335.62 62.60

test
*-significant at 5% level

Difference in Pre-test and Post-test Scores of the
Control and Experimental Group. Table 7 shows that the
control and experimental groups had the same speaking
performance in the pre-test. As illustrated, the mean
score of the Experimental group (M=335.62, SD=62.60)
is slightly higher than that of the control group
(M=335.61, SD=93.00). However, the difference is only
0.01, while the p-value is 0.999, which is greater than
0.05. This indicates that both groups were homogeneous

and comparable at the start of the study. In other words,
there was no significant difference in their speaking
proficiency. Thus, the null hypothesis in this study,
stating that there is no difference in speaking proficiency
in English between the control and experimental groups
before the intervention, cannot be rejected.

This result mirrors that of Afraz et al. (2017), whose
study’s aim was to improve the speaking proficiency of
female Iranian students through public aids. The p-value
of the mean score for both the control group and the
experimental group before the intervention in their
study was 0.931, which is greater than 0.05. Hence, the
participants their study were
homogeneous. This finding determined the appropriate

in also found
statistical tool used to treat the data.

The same context was observed in Al-Garni and
Almuhammadi’s (2019) study which revealed that both

the experimental and control groups had pre-test results
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centered around the median rating of 3.0, suggesting

that their speaking proficiency before the intervention

was comparable.

Table 7. Test of significant difference in the proficiency of
the experimental and control group before the

intervention

Mean p-
Group n Mean SD Differen t df  valu

ce e

Experiment 3 335.6 62.6

al 7 2 0 0.00075 6 0.99

c \ 2 335.6 93.0 0.01 ns 3 9

ontro 8 1 0

ns-not significant at 5% level

Difference in the Post-test Scores of the Control and
Experimental Groups. Post-test was administered to all
participants in both the experimental and control
groups to measure the difference of their speaking
achievement. Upon analysing the post-test scores of
both groups using the Shapiro Wilk, it was revealed that
the difference in the post-test scores of the experimental
group was not normally distributed.

As shown in Table 8, the value of experimental
group’s data during post-test is 0.032, while the control
group is 0.122. One of the assumptions of the Shapiro-
Wilk test is that if the p-value for a certain group’s data
is higher than 0.05, it indicates that the data follows a
normal distribution. Conversely, if the p-value is lower
than 0.05, the data is not normally distributed. If the data
is not normally distributed, t-tests should not be used.
This indicates that the control group’s data is normally
distributed because (p 0.122>0.05). On the other hand,
the data of experimental group is not normally
distributed because the (p 0.032<0.05).

Hence, to address the objective 8 of this study, the
Mann Whitney U test was used. This test is a non-
parametric method used to assess differences between
two independent groups that are not normally
distributed (McClenaghan, 2022). However, in this post-
test comparison, only the experimental group showed
non-normal distribution.

Table 8. Test of Normality on the pretest, posttest, and
the differences

differ

retest
p ence

group posttest

Shapiro-

Wilk p Experimental 0.354 0.032 0.205
Control 0.145 0.122 0.837
Experimental
Both is not normal Both
Normal Control is Normal

normal
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The Mann Whitney U test reveals (see Table 9) that
the improvement of the experimental group was
significant at the 5% level. The median of the
experimental group (Mdn=413.00, n=37)
significantly larger than that of the control group
(Mdn=380.50, n=28). Hence, it can be assumed that the
experimental group significantly improved compared to
the control group. Thus, the provision of explicit
corrective feedback was effective.

This result aligns with the findings of Zohrabi and
Ehsani (2014), who investigated the effectiveness of
implicit and explicit corrective feedback in enhancing
the grammar accuracy of Iranian EFL learners. Their
study revealed that while both types of corrective
feedback can improve grammatical accuracy, explicit
corrective feedback is notably more effective than
implicit feedback. This demonstrates that explicit
feedback is indeed an effective approach for improving
students' grammatical accuracy.

Table 9. Test of significant difference in the proficiency of
the experimental and control group after the
intervention

was

Group n Median  Mann Whitney U p-value
Experimental 37 413.00
378.00* 0.032
Control 28 380.50

*-significant at 5% level
Difference of the Pre-test and Post-test Mean Scores

of the Control and Experimental Groups. As shown in
Table 9, the mean difference between both the control
and experimental groups did not differ significantly. An
independent sample t-test was conducted to compare
the means of their pre-test and post-test results. The
results revealed that there was no significant difference
between the pre-test and post-test mean score of the
experimental group (M=64.87, SD=60.80) and the
control group (M=34.39, SD=97.80) because the p-value
was 0.064, which is greater than 0.05. This implies that
the increase in the speaking proficiency of the
experimental group, although significant, is not
substantially different from the improvement of control
group. Therefore, the null hypothesis in this study,
stating that there is no significant difference in the mean
difference between the control and experimental
groups, cannot be rejected. This result is similar with the
findings of Al-Garni and Almuhammadi (2019) and
differs from the result identified in the study of Afraz et
al. (2017).

In Al-Garni and Almuhammadi (2019) study, the
effect size of CLT was minimal. Despite the experimental
group scoring higher, the difference in performance
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between the experimental and control groups was not
substantial.

One reason behind the small effect of corrective
feedback in their study and in this current study is that
the intervention lasted for a short period of time (10
sessions). If the intervention had lasted for at least 6
months or more, and the students had frequently
engaged in speaking activities and received corrective
feedback thrice a week, clear effectiveness of corrective
feedback might have been obtained.

On the other hand, the findings identified in the study
by Afraz et al. (2017) showed that the p-value resulting
from the comparison of the mean scores in the pre-test
and post-test of all subjects in the control (14.95) and
experimental groups (18.30) was .000, which is less than
0.01. This indicates that the experimental group
demonstrated a significant improvement compared to
the control group.

Table 10. Test of significant difference in the mean

difference in the proficiency of experimental group and
the control group.

Mea Mean p-
Group n n sb Difference t df value
Experimen 3 64.8 60.8
tal 7 6 0
3047 L5460 4064
Control 2 343 978 ns 3
8 9 0

ns-not significant at 5% level
Conclusion and Recommendations

The findings of this study revealed that both the
control and experimental groups exhibited an overall
speaking proficiency level of B1 or Intermediate before
the intervention. This classification, drawn from the
mean scores of each group (see Tables 1 and 2). This
level, according to Tan (2018), is lower than the B2
proficiency of high school students in Thailand and is
comparable to that of 5th or 6th-grade students in the
United States and United Kingdom (Palma et al., 2020).
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Introduction

In the 21st century, rapid technological advances and
the pervasive integration of digital tools into daily life
demand a thorough transformation of education
systems worldwide. Modern labor markets require
professionals who can think creatively, understand
technology deeply, and solve problems innovatively.
Within this context, STEAM education—which
integrates Science, Technology, Engineering, Art, and
Mathematics—has emerged as one of the most relevant
and effective educational approaches.

Unlike traditional teaching methods, which often
treat subjects separately, STEAM emphasizes an
interdisciplinary approach aimed at addressing real-
world problems. This model fosters practical skills,
creative thinking, critical reasoning, and collaborative
abilities among students, making it a central focus of
educational reform globally and in Uzbekistan.

Core Concepts and Principles of STEAM

1. Conceptual Foundations

STEAM builds upon the STEM framework, enhancing
it through the inclusion of Art. While STEM focuses
primarily on scientific and technical subjects, STEAM
promotes aesthetic awareness, creativity, design, and
imaginative thinking. This integrated model enables
students to:

Apply theoretical knowledge in practical scenarios;

Recognize connections across different disciplines
when solving real-life challenges;

Engage in project-based and inquiry-driven learning;

Harmonize creative and technical abilities;

Work effectively in teams and communicate ideas
clearly.

A key feature of STEAM is that it transforms students
into active participants who create and experiment
rather than merely absorb information.

2. Main Principles of STEAM Education

Interdisciplinary Approach:

All subjects are taught in connection, serving a
unified purpose. For example, building a robot requires
knowledge of mathematics, physics, engineering,
computer science, and design.

Practice-Oriented Learning:

Students immediately apply theoretical concepts
through hands-on projects and experiments.

Creativity and Innovation:

Assignments encourage students to generate original
ideas, design prototypes, and develop innovative
solutions.
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Problem-Based Learning:

Students are presented with real-life problems that
require collaborative solutions.

Research-Driven Approach:

Experiments, data analysis, and reflective evaluation
are integral parts of STEAM lessons.

3. Impact on Student Development

Critical Thinking:

STEAM tasks require analysis, comparison,
evaluation, and evidence-based decision-making.

Creativity Enhancement:

Incorporating Art enables students to consider
aesthetics and design while working on technical
projects, fostering creative problem-solving.

Practical Skill Development:

Hands-on activities in robotics, mechanics,
electronics, and 3D modeling prepare students for
future careers.

Teamwork and Collaboration:

Group projects develop leadership, communication,
and accountability skills.

Independent Learning:

Students learn to research, explore information
independently, conduct experiments, and improve self-
directed learning skills.

4. Global Experience

Countries such as the United States, South Korea,
Japan, Finland, and Singapore have prioritized STEAM
education:

South Korea: Robotics is a mandatory subject in

schools.

Finland: Interdisciplinary teaching is a core
educational principle.

United States: Large-scale grants, specialized

laboratories, and STEAM school networks support
integration.

These examples demonstrate that STEAM education
contributes directly to a nation’s innovative and
economic development.

5.STEAM in Uzbekistan

Uzbekistan has
initiatives to advance STEAM education:

Establishing robotics labs in schools;

Implementing STEAM curricula in Presidential
Schools based on the international Cambridge program,
including
mathematics, and arts;

Emphasizing natural sciences, engineering, ICT, and
foreign languages in educational programs;

recently undertaken extensive

science, technology, engineering,
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Opening IT Park branches across the country;

Integrating STEAM as a primary focus in Presidential,
creative, and technical schools;

Organizing competitions such as “Robokan,”
“InnoWeek,” and “Robot Challenge”;

Supplying modern laboratory equipment to
educational institutions.

These measures are designed to enhance students’
technical thinking, creativity, and innovative skills.

6. Challenges

Teacher Shortages:

Not all educators are equipped to deliver integrated
lessons. Even in the U.S., a projected shortage of STEM-
qualified professionals could leave 2 million jobs
unfilled by 2025.

Limited Resources:

Some schools lack sufficient robotics Kits,
laboratories, and digital tools.

Insufficient Curriculum Materials:

National STEAM programs are still under
development

Uneven Student Preparedness:

Students’ prior knowledge and technical skills vary
widely, impacting learning outcomes.
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Addressing these challenges gradually is essential for
effective STEAM implementation.

7. Recommendations

Provide specialized STEAM training for teachers;

Equip schools with modern laboratories and tools;

Adapt international STEAM programs for national
curricula;

Organize hackathons, project competitions, and tech
festivals;

Introduce STEAM subjects from primary education;

Collaborate with parents to establish STEAM clubs.

Conclusion

STEAM education effectively meets the demands of
contemporary education systems by preparing students
for a technology-driven future. By integrating
knowledge across disciplines and developing creativity,
problem-solving, and practical skills, STEAM fosters a
generation of  competitive, innovative, and
technologically proficient professionals. Expanding
STEAM initiatives in Uzbekistan is vital for improving
education quality, preparing students for future careers,
and enhancing the country’s innovative capacity.
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In today's world, poverty remains a major challenge affecting millions of
people and limiting social and economic development. This article provides a
comprehensive analysis of innovative approaches to poverty reduction in the
region. In recent years, poverty alleviation has become a priority direction of
state policy, leading to the expansion of targeted social assistance systems,
introduction of neighborhood-based mechanisms, and implementation of
initiatives such as the “Iron Notebook,” the “Women’s Notebook,” and the
“Youth Notebook.” These mechanisms allow for the identification of the most
vulnerable groups of the population, while their integration with digital
platforms ensures efficient monitoring and rapid response. The study also
examines the role of public-private partnership projects, social innovations,
and community-driven “driver” initiatives at the neighborhood level in
addressing poverty. Findings demonstrate that these innovative approaches
are crucial not only for improving economic efficiency but also for promoting
social justice and achieving the Sustainable Development Goals (SDGs).
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Introduction:

Poverty is one of the most complex and persistent
challenges facing societies across the globe. It is not
simply a lack of income or material resources; it
encompasses limited access to education, healthcare,
housing, and opportunities for social and economic
mobility. According to the World Bank (2023), nearly
10% of the global population survives on less than $2.15
per day, highlighting the widespread nature of extreme
poverty. Poverty also has far-reaching consequences for
social stability, economic development, and human
capital formation, creating cycles of deprivation that are
difficult to break without targeted interventions.

In recent years, governments and international
organizations increasingly recognized that
traditional poverty alleviation strategies—such as one-
time financial aid, generalized welfare programs, or
subsidies—are often insufficient. While these measures
may provide temporary relief, they rarely address the
root causes of poverty or create sustainable pathways
for individuals and communities to improve their lives.
This realization has led to the development and
implementation of innovative poverty reduction
policies, which
technological solutions to tackle both immediate needs
and long-term structural issues.

In the regional context, poverty reduction has
become a strategic priority of state policy. Authorities
have expanded targeted social assistance systems to

have

integrate economic, social, and

focus on the most vulnerable groups, introduced

neighborhood-level = mechanisms to
community involvement, and launched initiatives such
as the “Iron Notebook,” the “Women’s Notebook,” and
the “Youth Notebook.” These initiatives are designed to

identify vulnerable households, monitor their specific

strengthen

needs, and provide timely support. By integrating these
mechanisms with digital platforms, governments can
track real-time data, respond rapidly to emerging
problems, and ensure resources reach those who need
them most. For example, during economic downturns or
public health crises, households registered in these
systems have received immediate support, preventing
further deterioration of their living conditions.
Furthermore, poverty 1is increasingly being
addressed through public-private partnerships and
social innovations. Collaboration between governments,
private companies, non-governmental
organizations (NGOs) has created sustainable solutions,
such as microfinance programs, community-driven

and
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development projects, and technology-based platforms
for service delivery. Social entrepreneurship initiatives
have also emerged as an important tool, allowing local
communities to develop small businesses that generate
income, create employment, and foster local
development. For instance, mobile money platforms in
Kenya, such as M-PESA, have transformed financial
access for millions of low-income households, enabling
them to save, invest, and grow small businesses.
Another important aspect of innovative poverty
reduction strategies is their focus on empowerment and
inclusivity. Programs like the “Women’s Notebook” and
“Youth Notebook” do not only provide financial or
material support but also empower women and young
people to participate actively in economic and social life.
These approaches ensure that vulnerable groups are not
passive recipients of aid but active participants in
shaping their own future, promoting social equity and
justice. The growing complexity of poverty requires
multidimensional  and approaches.
Traditional welfare programs alone cannot eliminate
poverty or its associated social consequences. Instead,
integrated strategies that combine targeted assistance,
community participation, technology, and cross-sector

innovative

collaboration have proven to be more effective. This
paper examines these innovative approaches, evaluates
their implementation in the region, and highlights
lessons  from  successful policies worldwide,
demonstrating that sustainable poverty reduction is
achievable through strategic, inclusive, and forward-
looking interventions.

Methods:

This study employs a qualitative research approach,
combining a comprehensive literature review, case
studies, and analysis of official policy reports from
governmental agencies, international organizations, and
non-governmental organizations (NGOs). The objective
was to examine innovative poverty reduction policies in
the region, understand their implementation strategies,
and evaluate their effectiveness in addressing the needs
of vulnerable populations.

Three main strategies were analyzed in this
research:

1. Targeted Social Assistance Systems

These programs are designed to provide support to
the most vulnerable households based on precise
demographic, economic, and social data. Tools such as
the “Iron Notebook” enable authorities to track
household health indicators,

AN
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participation, and other key factors. This targeted
approach allows for efficient allocation of resources and
ensures that assistance reaches the people who need it
most.

2. Neighborhood-Based Mechanisms

Community-driven initiatives such as the “Women’s
Notebook” and the “Youth Notebook” empower local
residents to participate in identifying vulnerable groups
and implementing small-scale interventions. These
initiatives not only improve transparency and
accountability but also strengthen the social fabric by
engaging local stakeholders in decision-making
processes.

3. Public-Private Partnerships and Social Innovations

This category collaboration between
governments, private enterprises, and NGOs
implement sustainable programs that
economic growth with social impact. Examples include
microfinance initiatives, renewable energy projects in
underserved areas, and digital platforms for social
service delivery. These programs harness resources,
expertise, and technology to create lasting solutions to
poverty.

Data for this study was collected from:

includes
to
combine

Government reports on social
poverty reduction (e.g, Ministry
Uzbekistan, 2023)

International organization publications such as the
World Bank, UNDP, and OECD Academic journals and
case studies documenting best practices and outcomes

protection and
of Economy,

in countries such as Bangladesh, Brazil, Mexico, Kenya,
and RwandaBy analyzing these sources, the study
provides a detailed understanding of the
implementation processes, success factors, and
challenges faced by innovative poverty reduction
programs.

Results:

1. Targeted Social Assistance Systems

Targeted assistance programs have proven effective
in identifying and supporting the most vulnerable
households. The “Iron Notebook,” for example, collects
detailed data about families’ economic and social status,
including income, employment, health, and education
access. Through digital integration, authorities can
monitor changes in household needs in real time,
ensuring rapid and precise support.During the COVID-
19 pandemic, households registered under targeted
assistance systems received timely financial aid, access
to food packages, and support for medical needs. This
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intervention prevented a sharp rise in extreme poverty,
especially among informal workers and marginalized
communities. Studies have shown that households
receiving such targeted support experienced up to a
25% improvement in economic stability within the first
year of implementation.

2. Neighborhood-Based Mechanisms

Community-level initiatives such as the “Women’s
Notebook” and the “Youth Notebook” empower
residents to participate in monitoring and supporting
vulnerable households. These programs have multiple
benefits:

Women’s Notebook: Supports female-headed
households and promotes women'’s entrepreneurship.
Women-led projects in local communities, such as small-
scale handicraft businesses, poultry farming, and local
market stalls, have significantly increased household
incomes and improved children’s access to education.
Youth Notebook: Engages young people in skill-building
and employment programs. In several neighborhoods,
youth-focused initiatives have facilitated vocational
training, job placement, and small business creation,
which have reduced economic vulnerability and
Tashkent
Samarkand, pilot programs under the “Youth Notebook”
initiative provided technical training to over 5,000
young people, resulting in a reported 40% increase in
employment rates among program participants within
two years.

strengthened social cohesion.In and

3. Public-Private Partnerships and Social Innovations

Partnerships between the government, private
sector, and NGOs have facilitated innovative poverty
reduction programs that combine social impact with
economic sustainability. Examples include:
Microfinance Initiatives: Small loans and financial
services provided to low-income individuals help them
start or expand small businesses. In Bangladesh, the
Grameen Bank model enabled women to establish
weaving, poultry, and handicraft businesses, resulting in
a 20-30% increase in household income within three
years.

Digital Platforms: Mobile technology, similar to
Kenya’s M-PESA system, allows beneficiaries to receive
payments, track services, and manage micro-savings. In
the region, digital tools integrated with social assistance
programs have improved transparency, reduced
administrative costs, and enhanced resource allocation.

Community-Driven Projects: Neighborhood-driven

infrastructure and service projects, such as water supply

AN
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systems, renewable energy installations, and
educational facilities, have directly improved living
standards and reduced vulnerability. In Rwanda,
community-driven development projects empowered
local residents to construct solar-powered water wells,
directly improving access to clean water for over 10,000
households while creating temporary jobs and training
opportunities.

Discussion:

The findings indicate that innovative poverty
reduction policies are significantly more effective than
traditional welfare programs when they combine
targeted assistance, community participation, and
technology-driven monitoring systems. Neighborhood-
level initiatives increase accountability, ensure better
targeting, and allow local residents to have a voice in
policy implementation. Public-private partnerships
provide additional financial resources, expertise, and
technical solutions that enhance the sustainability and
efficiency of poverty reduction programs. Microfinance
and digital platforms facilitate economic empowerment,
while social entrepreneurship creates long-term
employment  opportunities. Challenges remain,
including limited funding, bureaucratic hurdles, and the
digital divide that can exclude some beneficiaries from
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accessing services. Nevertheless, programs that
integrate community engagement, digital tools, and

cross-sector collaboration have proven to reduce

poverty effectively, promote social equity, and
contribute to the achievement of Sustainable
Development Goals.

Conclusion:

In conclusion, innovative poverty reduction policies
show that poverty can be reduced effectively when
support is targeted, inclusive, and well-organized.
Programs like the “Iron Notebook,” the “Women’s
Notebook,” and the “Youth Notebook” help identify and
assist the most vulnerable groups. Microfinance, social
entrepreneurship, and digital platforms empower
people to earn income, improve education and health,
and participate in their communities.

The study demonstrates that combining government
programs, community involvement, and public-private
partnerships leads to better results than traditional
welfare alone. These approaches not only reduce
poverty but also promote social justice and sustainable
development. By continuing to use innovative and
inclusive strategies, policymakers can ensure that more
people have the opportunity to improve their lives and
achieve a better future.
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The rapid advancement of Artificial Intelligence (Al) has significantly
reshaped modern educational systems, providing new opportunities for
personalized learning, real-time assessment, and data-driven instruction. This
article explores how Al technologies are integrated into teaching and learning
processes, focusing on adaptive learning systems, intelligent tutoring,
predictive analytics, and automated assessment tools. The study also discusses
pedagogical implications, technological challenges, and ethical concerns
regarding Al adoption. Findings reveal that Al enhances learning efficiency,
improves instructional design, and fosters student autonomy, although
successful implementation requires adequate teacher training, digital
literacy, and responsible data governance. The research concludes that Al has
strong potential to transform global education, provided it is applied ethically
and strategically.
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Introduction:
Artificial Intelligence has become one of the most
impactful  technologies influencing educational

transformation worldwide. Al-powered platforms are
increasingly used to automate instructional processes,
support personalized learning paths, and assist teachers
in analyzing student performance. Traditional teacher-
centered approaches are being gradually replaced by
flexible, technology-enhanced learning environments.

In contemporary classrooms, Al does not merely
serve as an auxiliary tool; rather, it plays a central role
in supporting curriculum development, instructional
design, and classroom management. As educational
institutions move toward digitalization, the integration
of Al raises important questions concerning pedagogy,
ethics, accessibility, and equality. This article aims to
provide an in-depth analysis of the integration of Al in
teaching and learning, emphasizing its advantages,
limitations, and future prospects.

Literature Review

Scholars widely acknowledge that Al supports
personalization, enhances student engagement, and
optimizes instructional processes. Bower (2023) notes
that Al-enabled pedagogies transform the role of the
teacher from a content provider into a facilitator and
mentor. Huang and Li (2022) emphasize that adaptive
learning systems help reduce cognitive load by adjusting
content difficulty in real time.

Adaptive Learning

Adaptive learning platforms, using machine learning
algorithms, analyze learners’ performance and deliver
tailored content. Research demonstrates that students
achieve higher retention and demonstrate more
autonomy in Al-assisted learning environments.

Intelligent Tutoring Systems (ITS)

ITS tools replicate the function of human tutors,
offering procedural guidance and immediate feedback.
According to Wang and Peterson (2020), ITS improves
learning outcomes more effectively than conventional
teaching methods.

Predictive Analytics

Predictive analytics enables educators to identify
struggling students early. Singh (2021) highlights that
such systems reduce dropout rates and improve student
engagement through personalized interventions.

Al and Assessment

Automated assessment tools generate quizzes,
evaluate responses, and offer detailed performance
analytics. According to Lee (2021), NLP-based systems
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can now accurately assess essays, presentations, and
even oral tasks.

While the advantages are significant, researchers
also warn about ethical concerns related to data
security, algorithmic bias, and transparency.

Methodology

This research is based on a qualitative approach,
including systematic literature review, document
analysis, and comparative evaluation. Over 40 academic
articles, reports, and international case studies were
examined.

The research synthesizes global experiences from
the United States, South Korea, Finland, Singapore, and
Uzbekistan to analyze effective Al integration models.

Results and Discussion

Pedagogical Transformation

Al fundamentally reshapes pedagogical models by
promoting personalized, competency-based, and
student-centered learning. Students learn more
effectively when instruction aligns with their individual
cognitive abilities.

Teacher Productivity

Al automates grading, attendance tracking, and
lesson planning, allowing educators to focus on creative
instructional tasks. Teachers benefit from data-driven
insights that help them adjust teaching strategies.

Student Engagement and Autonomy

Al tools such as digital tutors, chatbots, VR/AR
environments, and interactive simulations enhance
student motivation and independence. Students gain
access to continuous support outside the classroom.

Ethical and Technological Challenges

Major concerns include: personal data protection,
algorithmic  fairness, unequal digital
overdependence on technology. Schools must adopt

access,

responsible use policies to ensure safe and ethical Al
implementation.

Conclusion

Al has enormous potential to revolutionize education
by improving personalization, assessment accuracy, and
instructional efficiency. However, successful integration
depends on adequate teacher preparation, technological
infrastructure, guidelines.
institutions should invest in digital literacy programs,
develop clear Al governance policies, and ensure
equitable access to technology. Future research should
on developing transparent, unbiased,
culturally sensitive Al systems to support inclusive

learning environments.

and ethical Educational

focus and
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Introduction

The rapid development of digital technologies has
transformed the educational landscape significantly.
Traditional methods alone are insufficient to meet the
needs of modern learners. Incorporating technology
into English language teaching improves engagement,
motivation, and autonomy.

1. The Significance of Technology in Language
Education

Modern technology allows teachers to provide
diverse, authentic, and interactive learning experiences.
Students benefit from personalized instruction, visual
aids, and faster communication. Technology enhances
learner motivation and facilitates skill development.

2. Multimedia Tools in English Language Teaching

Multimedia resources such as videos, audio
recordings, animations, and interactive simulations
create authentic language environments. They enhance
listening, speaking, and comprehension skills, making
lessons more engaging.

3. Online
Advantages

Platforms like Quizlet, Kahoot, Duolingo, and Google
Classroom provide

Platforms and Their Pedagogical

interactive exercises, instant
feedback, and self-paced learning opportunities. These
tools extend learning beyond the classroom and
encourage continuous engagement.

4. Artificial Intelligence in Language Teaching

Al tools like ChatGPT, Grammarly, and Elsa Speak
offer personalized feedback, grammar correction,
pronunciation practice, and adaptive learning pathways.
Al supports independent learning but should
complement, not replace, teacher interaction.

5. Challenges of Integrating Technology

Challenges include limited access to devices,
inadequate teacher training, unreliable internet, over-
reliance on digital tools, and balancing technology with
traditional teaching.

6. Practical Recommendations

Blended learning approaches combining digital and
traditional methods, teacher training, responsible
student use of apps, and diversified resources ensure
effective technology integration.

Traditional vs Modern Teaching Methods in English

Language Learning
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In traditional English language teaching, the
is often teacher-centered. The teacher

explains grammar rules, introduces new vocabulary,

classroom

and conducts exercises using textbooks or printed
materials. Students are expected to listen carefully, take
notes, and memorize information. Interaction is usually
limited to answering questions or repeating exercises,
learning largely depends on the teacher’s
explanations. While this method is effective for building
a solid foundation in language structure and rules, it can

and

sometimes feel rigid or monotonous, offering fewer
opportunities for creativity, and
personalized learning.

Modern teaching methods, on the other hand, are
student-centered and heavily supported by technology.

communication,

Digital tools such as interactive applications, online
exercises, multimedia content, and virtual classrooms
allow students to engage actively in the learning process.
Learners can practice listening, speaking, reading, and
writing skills in authentic contexts, such as online
discussions, video conferences, or language games.
Technology also enables personalized learning paths,
immediate feedback, and access to a wide range of
resources from around the world. This approach
encourages collaboration, problem-solving, and
motivation, making the learning process more dynamic
and adaptable to individual needs.

When comparing these two approaches, traditional
teaching provides structure and discipline, helping
learners understand the fundamentals of English clearly.
Modern teaching enhances engagement, interaction, and
autonomy, allowing students to apply their knowledge
in practical and meaningful ways. Integrating both

methods can create a richer and more effective English

language learning experience, where foundational
knowledge and interactive practice complement each
other.

Conclusion

Modern technologies are essential for English
language teaching. They enhance motivation,

communication skills, and independent learning. Proper
integration leads to improved teaching quality and
student outcomes.
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Introduction. The environment is the foundation of
all life on Earth. It provides us with air to breathe, water
to drink and food to eat. However, over the last few
decades, the natural balance of our planet has been
seriously disturbed due to human activities.
Industrialization, urbanization, deforestation and the
overuse of natural recourses have caused many
environmental problems that threaten the survival of
humans and other living organisms. Environmental
issues such as climate change, air and water pollution,
deforestation and the loss of biodiversity are now
considered global challenges. This problems are not
limited to one country or region, they effect the entire
planet. Therefore, protecting the environment and
finding sustainable solutions are one of the most
important responsibilities of humankind today.

Main part.

1.Major environmental problems:

a) Air pollution - is one of the most serious
environmental problems. It occurs when harmful gases,
smoke and dust enter the atmosphere. The main
sources of air pollution are factories, power plants,
vehicles and burning of fossil fuels. Polluted air causes
diseases such as asthma, lung cancer and heart
problems. Moreover, it contributes to global warming
by increasing the amount of carbon dioxide in the
atmosphere.

b) Water pollution. Water is essential for life, yet
many water resources are being polluted by industrial
waste, agricultural chemicals and household sewage.
Polluted water is dangerous not only for human, but also
for fish and other aquatic organisms. In some regions,
clean drinking water is becoming scarce, which leads to
serious health and even conflicts over water use.

c) Deforestation. Forests play a vital role in
maintaining the Earth's ecological balance. They absorb
carbon dioxide, produce oxygen and provide habitat for
millions of species. However, large areas are being cut
down for agriculture, construction and industrial
purposes. Deforestation causes soil erosion, reduce
biodiversity and contributes to global warming.

d) Climate change - is the one of the most alarming
global issues. The Earth's temperature is rising due to
greenhouse effect caused by excessive emission of
carbon dioxide, methane and other gases. This leads to
melting glaciers, rising sea level, droughts, floods and
other natural disasters. Millions of people are losing
their homes and livelihoods because of these changes.
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e) Waste management and plastic pollution. Modern
lifestyles produce a massive amount of waste, especially
plastic. Plastic waste pollutes land and oceans, harming
animals and entering the food chain. Since plastic takes
hundreds of years to decompose, it remains one of the
biggest threats to the environment.

f) Loss of biodiversity. The destruction of natural
habitats, pollution and climate change have led to the
extinction of many species. Biodiversity loss reduces the
stability of ecosystems and effects food security and
human well-being.

2. Causes of environmental problems:

a) Overpopulation. The growing population
increases the demand for food, water and energy,
putting pressure on natural recourses.

b) Industrialization. Uncontrolled industrial growth
without proper waste treatment leads to pollution.

c) Lack of environmental awareness. Many people
are unaware of how their daily activities harm nature.

d) Weaknesses environmental policies. In some
countries, environmental laws are not strictly enforced,
allowing companies to pollute freely.

3. Possible solutions to environmental problems:

a) Promoting renewable energy. Instead of using
fossil fuels like coal and oil, we should invest and
renewable energy sources such as solar, wind and hydro
power. These sources are clean, sustainable and do not
release harmful gases.

b) Recycling and waste reduction. Recycling
materials such as paper, glass and plastic helps reduce
pollution and saves natural recourses. Governments
should encourage people to separate waste and use eco-
friendly products.

c) Planting trees and protecting forests. Planting
trees helps purify the air, reduce soil erosion and combat
global warming. Governments and individuals should
support reforestation projects and stop illegal logging.

d) Environmental education. Education plays a key
role in changing people's attitudes toward the
environment. Schools, universities and media should
promote ecological awareness teach people how to use
sustainably.

e) Stronger environmental
should implement strict regulations against industries
that pollute air, water and soil. Companies should be
encouraged to use green technologies.

f) Reducing the use of plastic. Using cloth bags, paper
packaging and biodegradable materials instead of
plastic can help reduce pollution significantly.

AN

[

laws. Governments
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g) Water conservation. Water should be used wisely.
Fixing leaks, reusing rainwater and avoiding water
waste of small steps that can make a big difference.

4. Role of individuals and society.

Solving environmental not only
responsibility of governments or organizations - it's a

problems is
shared duty. Every person can contribute to protecting
the planet through simple actions:

- turn off lights and appliances when not to use;

- use public transportation or bicycle instead of cars;

- avoid littering and keep surroundings clean;

- support eco-friendly products and green
companies;

- participate in environmental campaigns and clean-
up projects;

Farangiz Abdusamatova

When millions of people make small positive
changes, the collective impact can be enormous.

Conclusion. The Earth is our only home and it's
protection is the key to the future of humanity.
Environmental problems threaten not only nature, but
also our health economy and future generations. To
solve these issues, we need global cooperation, strong
leadership and public awareness. If we all act
responsibly - governments, companies and individuals -
we can restore the balance of nature and ensure a
cleaner, greener and safer planet for the next
generations. Protecting the environment today means

protecting life itself.

[.LA.Karimov. " High spirituality - An Invincible Power. Toshkent: Ma'naviyat, 2008.
The State Comitte of the Respublic of Uzbekistan for Ecology and Environmental
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In the context of ongoing globalization and digital
transformation, the education system is undergoing
fundamental changes. One of the key tasks facing
modern pedagogy is to organize the teaching process in
away that not only improves the quality of education but
also takes into account learners’ individual needs and
abilities. From this perspective, the integration of
artificial intelligence technologies into the educational

process is driving the renewal of pedagogical
approaches.
Artificial intelligence enables the analysis of

students’ levels of knowledge, the development of
individualized learning trajectories, and provides
support to teachers in making informed methodological
decisions.

Analyses indicate that artificial intelligence (Al)
technologies provide significant pedagogical advantages
in the educational process. Primarily, adaptive teaching
and personalized learning emerge as the most important
benefits. Holmes, Bialik, and Fadel (2019) emphasize
that Al systems continuously monitor
knowledge levels and adjust learning trajectories to
meet individual needs. For example, in mathematics, an
intelligent tutoring system can provide additional

students’

exercises and interactive explanations to a student
struggling with complex problems, thereby accelerating
the consolidation of their knowledge.

Furthermore, as Luckin (2018) highlights, Al systems
analyze students’ learning pace and help adjust task
complexity in real time. For instance, in learning English,
a student having difficulty mastering vocabulary and
grammar can be provided with simplified and
comprehensible exercises automatically, which
enhances the student’s motivation.

Al-based automated assessment systems also play a
crucial role in the pedagogical process. VanLehn (2011)
notes that intelligent tutoring systems can rapidly
evaluate students’ tests and written assignments,
providing teachers with real-time feedback. For
example, in a history class, when students submit
written essays, an Al system can assess their arguments
and indicate where details are lacking. This reduces the
teacher’s workload and increases the objectivity of the
assessment process.

However, the use of Al is associated with certain
pedagogical and ethical limitations. Selwyn (2019)
emphasizes that Al systems cannot fully replace human
interaction. For instance, Al cannot entirely fulfill the
teacher’s role in establishing personal relationships
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with students, developing social skills, or supporting
motivation. Moreover, excessive student dependence on
technology, the security of personal data, and inclusivity
issues remain pressing concerns (UNESCO, 2021).

Winne (2020) points out that learning analytics tools
enable the analysis of students’ individual learning
strategies, time investment, and motivation, allowing
educators to make evidence-based pedagogical
decisions. For example, in a programming class, if a
student repeatedly struggles with certain exercises, the
system can identify the exact step where the error
occurs and provide the teacher with real-time insights.
This helps optimize the learning process and enhances
the student’s effectiveness in mastering knowledge.

The discussion indicates that the pedagogical
effectiveness of artificial intelligence largely depends on
teachers’ digital and methodological competencies.
Therefore, it is essential to implement specialized
training and professional development programs to
prepare educators to effectively use Al technologies.
Such preparation not only enhances technological
efficiency but also ensures that ethical and social aspects
of the pedagogical process are adequately addressed.

The study utilized thematic analysis to identify
recurring pedagogical themes and insights across the
literature. Key areas of focus included:

1. Individualized learning: How Al systems adapt
content and learning pathways to meet students’ unique
needs.

2. Adaptive teaching: The ability of Al tools to adjust
task difficulty and provide real-time feedback.

3. Automated assessment and feedback: Evaluation
of how Al systems support teachers in grading and
monitoring student performance.

4. Ethical and pedagogical challenges: Consideration
of privacy, equity, and teacher-student interaction
issues.

Thematic coding was applied to extract patterns,
pedagogical benefits, and limitations from the selected
studies. Findings were synthesized to draw conclusions
about the effectiveness and practical applications of Al
in educational contexts.

To ensure credibility and reliability, the study
followed these steps:

e Only peer-reviewed articles, books, and official
policy reports were included.

¢ Data triangulation was conducted by comparing
multiple sources discussing similar Al applications and

outcomes.
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« Findings were cross-referenced with international
guidelines and recommendations, such as those
provided by UNESCO (2021).

The integration of artificial intelligence (AI) in
education offers substantial pedagogical benefits,
particularly in supporting adaptive and personalized
learning. Al technologies, such as intelligent tutoring
systems, automated assessment tools, and learning
analytics platforms, enable educators to monitor
student progress in real time, adjust instructional
content to individual needs, and provide timely,
evidence-based feedback. These applications enhance
and engagement,
ultimately improving educational outcomes.

However, Al implementation also poses challenges.
Pedagogical and ethical considerations—including
reduced human interaction, data privacy concerns,

learning efficiency, motivation,
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Introduction

As is well known, the 21st century is entering history
as a period of rapid development of digital technologies
in the global economy. Today, the digital economy has
deeply penetrated all sectors and is becoming the main
driving force of economic growth. Under these
conditions, modernizing and digitalizing the personnel
training system has become an urgent task.

The large-scale reforms being implemented in the
Republic of Uzbekistan, in particular the “Digital
Uzbekistan - 2030” Strategy approved by Presidential
Decree No. PF-6079 dated October 5, 2020, define the
main directions for modernizing the personnel training
system.

The relevance of this study lies in the fact that the
rapid development of digital technologies is creating
new requirements and opportunities within the
education system. Moreover, traditional methods of
personnel training are no longer fully meeting the
demands of the modern economy, which necessitates
systemic changes.

Research objective: to develop a strategy for
digitalizing the personnel training system in an
innovative economy and to propose practical
recommendations.

Literature Review

The sources used in this study cover various aspects
of digitalizing the personnel training system under
conditions of an innovative economy. First and
foremost, the “Digital Uzbekistan - 2030"! Strategy
approved by Presidential Decree No. PF-6079 dated
October 5, 2020, defines the conceptual foundations of
state policy in this area.

In addition, Resolution No. 757 of the Cabinet of
Ministers dated December 2, 2020 addresses the
provision of general education institutions with
information and communication technologies, reflecting
the practical dimension of state policy in strengthening
digital education infrastructure.

Overall, the analyzed literature highlights the
theoretical foundations, practical directions, and legal
guarantees for digitalizing the personnel training
system.

Methodology

This study employs SWOT analysis, as it allows for a
comprehensive assessment of the strengths

weaknesses of the digitalization strategy for personnel

and

1 O’zbekiston Respublikasi Prezidentining 2020-yil 5-oktabrdagi “Ragamli
0’zbekiston - 2030” strategiyasini tasdiglash to’g'risida”gi PF-6079-son Farmoni.
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training in an innovative economy, as well as the
opportunities and threats associated with this process.

Analysis and Results

SWOT Analysis of the Digitalization Strategy for
the Personnel Training System in an Innovative

Economy

Table 1

Strengths

Weaknesses

State-level support: The

Low level of digital literacy: A

Cooperation with developed
countries facilitates the
adoption of advanced digital
solutions.

government has identified the | significant portion of the
development of the digital | population lacks sufficient
economy as a priority area. digital skills.

Youth potential: Young people | Unequal technological
who quickly master | infrastructure: Access to
technologies serve as the main | digital technologies varies
driving force of digital reforms. | acrossregions.

Existing educational | Insufficient high-quality
infrastructure: The country | digital content: Modern digital
has established educational | educational resources remain
networks necessary for | underdeveloped.

digitalization.

Opportunities Threats

International experience and | Cybersecurity challenges:
technology transfer: | Data vulnerability may reduce

trust in digital systems.

Technological constraints
and digital divide: Limited
access to technology in some

Development of  digital | regions may increase social
startups and innovative | inequality.

projects: Creates new jobs and | Insufficient professional
creative  opportunities for | qualifications: The pace of
youth. specialist training may lag
Expansion of distance | behind technological
learning systems: Enables | development.

education independent of

geographical boundaries.

Attraction of foreign

investment in the digital

economy: Accelerates system
modernization.

The SWOT analysis indicates that Uzbekistan
possesses significant potential in the digitalization of
Effective of existing
opportunities can lead to substantial improvements in

personnel training. use
this sector.

Discussion

In the context of Uzbekistan, the development of the
digital economy necessitates modernization of the
education system and enhancement of personnel
training quality. The sources and practical experiences
examined in this study demonstrate that the success of

digitalization largely depends on organizational,
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technological, and human resource factors within the
education system.

International experience shows that the following
areas are crucial for increasing the effectiveness of
digital transformation: the use of advanced technologies
(artificial intelligence, AR/VR, distance learning
platforms) in the educational process, strengthening
public-private partnership mechanisms,
implementing  continuous digital = competence
development programs for educators.

Conclusion

and

In conclusion, digitalizing the personnel training
system in an innovative economy is a necessity of our
time and one of the most important factors determining
a country’s competitiveness. In the Republic of
Uzbekistan, the “Digital
Uzbekistan - 2030” Strategy and state programs aimed

implementation of the
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In Uzbek syntax, word combinations function as the
fundamental structural units from which sentences are
constructed. These combinations serve as the “building
materials” of sentence formation and represent stable
linguistic-syntactic patterns entrenched in the speaker’s
cognition. Although LSQs constitute a fixed system, they
provide the basis for producing an unlimited number of
speech realizations. Understanding the internal
structure of LSQs and annotating them within linguistic
corpora is crucial for the systematic study of Uzbek
syntax.

LSQs operate as abstract syntactic molds comparable
to construction blocks. Research in Uzbek linguistics
confirms that speakers rely on cognitive templates for
converting lexemes into meaningful combinations and
sentences [1, p. 75]. Despite their structural stability,
LSQs generate limitless linguistic outputs, enabling
flexible yet rule-governed speech production.

Annotating LSQs allows researchers to decompose
word combinations into their constituent parts, identify
their syntactic functions, the
relationships between roots and affixes. The Uzbek
language contains 18 invariant LSQs, which
considerably simplify the annotation process and make

and determine

it scalable for corpus linguistics. Tagging therefore offers
a standardized mechanism for the automatic analysis of
LSQs, facilitating both linguistic description and
computational applications.

Corpus-based annotation provides insights beyond
mere frequency counts. When parts of speech are
assigned to each lexical item, researchers can determine
usage patterns across discourse types. Furthermore,
linguistic tagging assigns a unique code to each word
form [2 p.28], enabling the systematic study of
morphological and syntactic behavior. Morphological
tagging identifying
grammatical features such as case, possession, and
derivation, which in turn supports the automatic
analysis of LSQs, e.g., do‘stimning uyi (‘my friend’s
house’). Semantic compatibility plays a central role in
the evaluation of LSQs. Lexical valency requires that a

is particularly important in

governing lexeme select semantically appropriate
dependents. Although many LSQs may be formally
generated—such as structures involving a noun in the
accusative case plus a verb—only a subset represents
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meaningful combinations (e.g., qo‘ylarni ekdi ‘planted
the sheep’ is formally well-formed but semantically
illogical). Thus, LSQ analysis must incorporate both
formal and semantic criteria.

Meaning extension, particularly metaphorical shift,
must also be considered. For instance, in oltin kuz
(‘golden autumn’), the oltin undergoes
metaphorization and functions as an attributive

lexeme

modifier rather than a noun. Such cases require precise
tagging to reflect both syntactic and
transformations.

Syntactic parsers and thesaurus-based lexical
resources play an essential role in LSQ annotation.
Thesauri capture the full range of lexical behavior in a
language and support the identification of lexical

semantic

valency patterns. Their integration into annotation
enables the extraction of LSQs from large text
collections, decomposition into structural components,
and detailed analysis of their syntactic and semantic
properties.

The identification and annotation of Uzbekistan’s 18
fixed LSQs create opportunities to:

e systematically analyze
syntactic, and semantic patterns;
the
combinations and sentence constituents;

morphological,

e uncover relationship between word

e construct foundational datasets for machine
translation and natural language processing;

e develop more accurate models
grounded in linguistic structure.

These outcomes highlight the importance of LSQ-
based annotation for both theoretical linguistics and
applied computational research.

LSQs represent abstract syntactic patterns that guide
speech production and shape the structure of Uzbek
word combinations. Their systematic identification and

language

annotation using corpus-based methods allow for
deeper insights into the morphological, syntactic, and
semantic properties of the language. The integration of
parsers and thesauri further enhances the precision of
LSQ These
significantly to linguistic theory and provide essential

analysis. developments  contribute
resources for the advancement of Uzbek language

technologies
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