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Abstract
After several decades of neglect of the role of culture in international relations, this factor has once again
received attention in recent years. However, when discussing the role and place of culture in this field,
different and sometimes incomplete interpretations of this relationship are put forward. The aim of this
paper is to explore possible links between culture and the field of international relations. To this end, we

have examined various texts that deal with the two topics of culture and international relations.
This study shows that although this area of cultural policy priorities in foreign policy of countries and,
as aresult, cultural relations of nations also include, when talking about the role of culture in international
relations and, in particular, the influence of culture on foreign policy, this influence goes beyond cultural
relations and issues. Foreign policy spans a wide range of domains, and every decision in this area, like
other areas of decision-making, can be influenced by culture. But the role of culture in international
relations does not end there.
The role of cultural differences in the view of the international system and the emergence of
misunderstandings, disagreements and conflicts are also other dimensions of this influence. This
achievement is finally completed by examining the theory of Ned Libo under the title of the cultural
theory of international relations.

Keywords

Culture, International Relations, Cultural Relations, Diplomacy, Foreign Policy, Cultural Theory of
International Relations, Organization.

Introduction

Culture and international relations may at first glance seem to be two different categories, belonging to two
different levels. However, with a closer look, deep connections can be identified between these two
categories.

When discussing the role and place of culture in the arena of politics and international relations, different
and sometimes incomplete interpretations of this relationship are put forward. Does the role of culture in
international relations mean solely cultural relations that are the responsibility of the foreign policy
apparatus of countries? Can we conclude that paying attention to the cultural factor only involves
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cooperation with countries with a similar cultural background? Can we not further view culture and cultural
power as a source of soft power that plays a role in international relations? In addition, in the field of foreign
policy of countries, as an important subset of the field of international relations, can culture be effective in
choosing foreign policy goals and instruments? The way countries view the international system, the
identity that each political entity defines for itself and uses to play a role in international relations, and the
way they deal with conflicts can all be influenced by culture.

Regarding how cultural approaches contribute to a deeper understanding of international relations,
Dominique Jacque-Berdal and his colleagues point to various implications. According to them, cultural
approaches go beyond analyses that focus solely on the impact of the interests and power resources of
human groups on the international system and, in addition to paying attention to the role of groups in terms
of interests and power, also address the areas of individuals' sense of belonging and how shared perceptions
of interests and power are formed.

“Cultural approaches aim to show that concepts such as the interests, power, and collective identities of
international actors are intertwined with the way they prefer to organize social relations, their perceptions
of time and space, their systems of distributing honor and blame, and their preferred ways of dealing with
conflict” (Jacquin-Berdal et al. 1998:6-7).

But the connection between culture and the field of international relations does not end there. Bardal and
his colleagues write: Cultures play a role in shaping the international system through their own contribution
and through the creation of ethnic, national and political identities. Furthermore, different cultures hold
different views on the validity of the international system.

Within the international system, the goals of actors and the means of achieving these goals are determined
by the cultures to which these actors belong (Jacquin-Berdal et al., 1998: 7).

Overall, it seems that a deep understanding of the state of world politics and international affairs will not
be possible unless, in addition to paying attention to the effects of institutional structures and power
formations, cultural issues are also taken into account. This is at a time when the field of international
relations has largely ignored the role of culture since the end of World War I1.

But why has the role of cultural factors in this field not been given sufficient attention until now? The
dominance of realist assumptions and the neglect of actors in international relations other than states have
been effective in downplaying the role of culture. The reduction of actors in international relations to states
and the monolithic treatment of states, which leads to the neglect of the role of culture and identities, have
been criticized by many theorists.

According to Mark Ross, even if the field of international relations were concerned solely with relations
between states, it would still be problematic to ignore cultural considerations. As more actors, from
international organizations to non-governmental organizations and multinational corporations, interest
groups and ethnic communities and their cultural diversity, take into account the needs of the international
community, the need to understand the role of cultural forces in the international arena will become clearer
(Ross, 1998: 181). An example in this regard is the Kurds. According to approaches that focus on the state
as the most important actor in international relations, Kurdish identity would not be an issue. In practice,
however, this national identity is influential in the field of international relations (Ferguson, 1998: 27).
Joseph Lepid, and Frederick Kratochwil also emphasizes the need to culturalize international relations
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theory in his book The Return of Culture and Identity in International Relations Theory, while criticizing
the neglect of the role of culture and identity in realism. (Lapid & Kratochwil, 1996)

If we look at it from an institutionalist perspective, regardless of the role of culture in the modern
understanding of rationalism and Material security has cultural-historical reasons. (Williams, 2007: 39).
Williams explains in a chapter of his book that this notion that culture is separate from security and that
there is a material domain for strategic relations (separable from cultural domain) is a historical construct
rooted in Western political thought and culture (Williams, 2007: 8-22). Finally, Paul Sharpe explains why
culture has In recent years, there have been three groups in the field of international relations. One group
distinguishes between relations within and outside political societies and believes that most of the political,
social, and cultural life takes place within societies, and that only simple, superficial relations, devoid of
cultural elements, flow between societies.

Group The second is fundamentally pessimistic about culture and believes that culturally based
explanations are fundamentally flawed because they lack power, logic, and justice. The third group assumes
that beliefs can simply be tested by reason and evidence. The reality is that none of these three groups have
succeeded, and by definition Sharp, “culture seems to be at the center of contemporary debates in
international relations” (Sharp, 2004: 361-363).

In seeking the roots of renewed attention to the role of culture in politics and international relations, one
might point to developments such as the emergence of terrorism and the fear of what is called religious
fundamentalism. Samuel Huntington, in his famous article “The Clash of Civilizations,” drew attention to
the return of religions to the political arena and, as George Wiggins2 > The effort to “remove secularism
from the world” is cited as one of the characteristics of the present age (Huntington, 1993: 26). Also in the
book “Religion, Globalization, and Political Culture in the Third World,” he discusses the international and
transnational movements of religious activists and, in particular, the so-called global return of religions.
(Haines, 1990) As Jungsuk Chay has argued, this renewal of religious life, with its emphasis on the Islamic
revival, has played an important role in re-emphasizing the role of religion and cultural factors in
international relations. (Chay, 1990)

Overall, what emerges from these developments is the focus on the role of culture in the field of
international relations. Despite this, a comprehensive understanding of the possible links between culture
and the field of international relations has not been provided. This has forced us to clearly draw the
connection between the two categories of culture and international relations by making these connections.
To this end, before any action, it is necessary to provide a definition of the concept of culture.

Definition of the concept of culture

According to Marcus Fischer, there are three main understandings of the meaning of culture today. One is
culture in the sense of intellectual, moral, and aesthetic movement toward perfection; Others refer to
products of movement (such as literature, painting, sculpture, and film), and the third refers to the specific
meaning that a group of people give to their collective lives (Fischer, 2006: 28). Julie Reeves, in the
introduction to her book Culture and International Relations, also distinguishes between two conceptions
of the concept of culture: one The concept that has dominated culture for a long time and is used to refer to
art, music, literature, and, in Matthew Arnold's words, "the pursuit of perfection." The second concept takes
an anthropological view of culture and says, "We are co-cultural." (Reeves,2004) Also in an article entitled
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"The Concept of Culture in International relations theory distinguishes two ideas of culture by presenting a
similar division, one with a “claim” to be universal and the other to be particularistic (Walker, 1990: 5). In
the following, under the headings of cultural relations, culture and foreign policy, and finally the cultural
theory of international relations, we will see how different interpretations of culture Different regions are
concerned with the issue of finding culture in international relations.

1 Cultural Relations

Cultural relations are discussed in connection with the two concepts of cultural diplomacy and soft power.
According to the accepted definition of cultural diplomacy, “the exchange of ideas, information, art,
lifestyles, value systems, traditions, beliefs, and other aspects of culture between nations with the aim of
strengthening mutual understanding” (Cummings, 2003). Until recently, the role of culture in the field of
foreign policy and international relations was discussed. It would seem that the purpose of cultural
diplomacy was to necessarily include such things as strengthening a country's cultural influence by
supporting the travel of artists or the teaching of a country's language and culture in foreign universities.
(Belanger, 1999: 677) Cultural diplomacy as a practice has continued for centuries.

Jahangirdan, Travelers and artists were examples of unofficial ambassadors or cultural diplomats who
engaged in cultural exchanges in various fields such as art, sports, literature, music, and science (ICD,
2010). Later, offices in the foreign policy departments of countries became responsible for organizing
cultural exchanges between countries, and thus Bilateral cultural relations between different countries were
formed with the aim of achieving long-term goals in the form of promoting national interests, creating
relations, or strengthening mutual socio-cultural understanding.

However, cultural relations do not only include bilateral relations between countries. Countries also engage
in establishing multifaceted cultural relations through various institutions. The United Nations Educational,
Scientific and Cultural Organization (UNESCO), as the most important institution in this relationship,
which was formed with the aim of providing opportunities for multilateral cultural relations, has made this
opportunity available to various countries, each of which can participate in promoting its own share of the
cultural heritage of humanity (Belanger, 1999: 677).

Still, when discussing the role of culture in international relations, minds tend to turn to the long-standing
category of cultural relations, and on this basis, it is assumed that the most important cultural ties between
different societies are those that share the most cultural similarities. In other words, attention to the cultural
factor is considered especially in the case of cooperation between countries with similar cultural
backgrounds. Based on this perception, some have argued that culture plays a marginal role in international
relations, citing cases where the level of cooperation between countries is not based on cultural
commonalities but on political, security, or economic factors. We will see later that this perception, which
arises from the first definition of the concept of culture in the proposed division, is not the only possible
perception of the concept of culture and, consequently, of its place in international relations.

But what place does cultural relations have in the field of international relations in the specific sense of the
word? In this regard, a distinction can be made between the two approaches of “hard power” and “soft
power”, and the latter approach is emphasized in guiding relations between nation-states.

Joseph Nye has proposed the concept of soft power as “the ability to persuade through culture, values, and
ideas” in contrast to hard power, represented as military power. In other words, soft power is a means of
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attraction and persuasion. Although in the history of politics, a “hard power” perspective has been the focus
of states in guiding regional and international relations, today, in the era of globalization, the need to pay
attention to other dimensions of power is more evident than ever before.

Cultural diplomacy as a form of soft power can be considered in this regard. Cultural diplomacy provides
a platform for cultural exchanges, which in turn serve to strengthen commonalities and, where differences
exist, provide a platform for understanding motivations.

From this perspective, cultural diplomacy, as an initiator or facilitator of cultural exchanges, is not only
considered secondary to political diplomacy, but is considered an essential aspect of it (ICD, 2010). Based
on what has been discussed in this section, two points are worth mentioning. The first is that, contrary to
the traditional view, Regarding cultural relations, the role of these relations is not only in the case of
cooperation between countries with a common cultural background.

On the contrary, today cultural relations can be considered from a different perspective and in connection
with the concept of soft power. As a result, under the title of cultural power (arising from claims related to
the enjoyment of expertise and Knowledge (and symbolic power (superior position and authority) are
remembered (Williams, 2007:40) can play a role as soft power in state relations. Edward Said's discussion
of the relationship between culture and imperialism also falls within the same framework (Said, 2003).

But does the relationship between culture and international relations end there? Continuing the link between
the concept of culture and one of the subsets of We will examine the field of international relations, that is,
foreign policy.

2 Culture and Foreign Policy

After the period mentioned in the previous section under the title of the traditional view of cultural relations,
attention has been paid to other dimensions of the influence of culture on politics at the national level. As
mentioned in the introduction, this attention has been attributed by some analysts to a religious revival.

Fischer (2006: 27) associates the increased importance of culture in foreign policy with the emergence of
military Islamism after the Cold War. According to Abd al-Ali Qavam, the study of the relationship between
culture and foreign policy during the 1960s and as a subsequent stage of studies was called political culture
(Qavam, 2005:292) Political culture is the set of assumptions, beliefs, and values that shape the functioning
of a particular political system. (McLean & McMillan, 2003: 409).

This term, originally coined by Gabriel Almondo Sidney Verba, “contains awareness of the functioning of
the political system, positive and negative feelings toward it, and Value judgment is relative to the system.
(Almond & Verba, 1965) But what is the relationship between culture and foreign policy? In one division
of the ways in which culture influences foreign policy, it has been called three ways: The link between
cultural variables and foreign policy can be studied by emphasizing the three cultural dimensions under
study: First, It includes beliefs and myths that are related to the historical experiences of a nation and its
leaders, as well as the views they have regarding their country's current role and position on the world stage.

The second is related to the images and perceptions that political elites and the general public have in their
minds regarding other nations, regions of the world, and other foreign policy actors such as international
institutions. Finally, the third is the cultural habits and attitudes towards solving problems in general and
dealing with international differences and conflicts in particular. (Qavam, 2005:292)
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According to Qavam, in many cases, the behavioral patterns of states that are manifested through foreign
policy and ways of expressing national interests in international politics, with regard to normative and
cultural specificities and characteristics, and taking into account the level of enjoyment of the necessary
capabilities and abilities, take complex forms. Diversity takes the form of domination, relaxation,
cooperation, self-sufficiency, reconciliation, non-reconciliation, and so on (Qavam, 2005).

In his article entitled “Culture and Foreign Policy,” Fischer also considered the ways in which culture
influences foreign policy. According to him, cultural motivations can be directly or indirectly act as an
instrument of foreign policy. In addition, culture can also shape foreign policy objectives (Fischer, 2006:
55).

However, it should be noted that culture is only one of the components influencing foreign policy. Fischer
points to three factors influencing foreign policy, namely culture, ideology, and material interests, and writes
that, with regard to the pyramid of human needs, in the event of a conflict between these three components,
it is material interests that are generally given priority over culture and ideology (Fischer, 2006: 52).
Between culture and foreign policy, there has been a shift in different countries, which has mainly attributed
a secondary role to culture in this field. However, it seems that in the field of strategic decisions, due to the
importance of the issue, mainstream approaches also acknowledge that they cannot ignore this role (even
if it is considered a marginal one). (Let's close our eyes.)

In the continuation of this section, we will consider the role of strategic culture on the one hand and the
relationship between culture and international conflicts on the other as two other areas of the objectification
of culture in the field of international relations.

Strategic Culture

Strategic culture is defined as "the area that guides strategic behavior in (Gray, 1999: 51) The discussion of
strategic culture was put forward in contrast to the view that decision-makers in all countries think and
behave in a uniform manner, and thus the differences between different military organizations and national
styles became the subject of discussion (Ryuz, 2008: 234). With the end of the Cold War We witnessed an
increase in the effects of strategic culture.

One of the published works on this subject is the book Cultural Realism: Strategic Culture and Grand
Strategy in Chinese History, which also points out the same approach. It introduces three generations of
studies on strategic culture and places the peak of intellectual activity in each generation roughly in the late
1970s, 1980s, and 1990s, respectively. (Gray, 1999: 49, Johnston, 1998) Jeannie, and colleagues in their
book Strategic Culture and Weapons of Mass Destruction also address the role of culture in states' decisions
regarding weapons of mass destruction. In this book, they examine strategic culture in various countries,
including the United States, Russia, Israel, India, Iran, Syria, China, and North Korea.) They have made
comparisons and have finally focused on the existence or absence of a strategic culture in al-Qaeda (Johnson
et al. 2009). They argue that the inadequacy of traditional analytical approaches and the shock caused by
9/11 have contributed to a renewed focus on strategic culture (Johnson et al., 2009:5).

Culture and International Conflict
Studies Various studies have been conducted on the role of culture in the emergence and resolution of

conflicts. Bordal and his colleagues have expressed cultural approaches to conflicts, emphasizing the
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different ways of thinking and perceiving among different people in the cultural contexts of conflicts, and
the problems of communication and understanding between different people with different cultural
backgrounds. Different cultural perceptions and the analysis of behavioral patterns based primarily on
internal norms cause us to evaluate unfamiliar behavioral patterns based on what we already know, and as
a result, we see the unfamiliar world within the world we know. (Jacquin-Berdal et al. 1998) Let's see. In
such a situation, one should expect a series of misunderstandings, prejudices, and also specific assessments
of the behavior of others, which can lead to conflicts at the international level (Qavam, 2005). However, it
should be noted that the importance of acknowledging cultural differences does not mean that conflicts
between groups are about differences themselves.

Cultural differences are not usually what groups fight about, but rather these threats, fears, differences in
legitimacy, or different levels of access to resources that are presented in the form of cultural differences.
(Ross, 1998: 180) Before entering the next section And examining the cultural theory of international
relations is not a bad thing. Let's review the different theories of international relations on culture, and in
the meantime, let's also have a look at the place of culture in the international community and what
international culture is called.

Culture in International Relations Theories

In examining the view of the major paradigms of international relations on culture, Fisher writes that
liberalism, a child of the Enlightenment, rejects cultural motivations because they hinder the global
dominance of rationality, a rationality that, from this perspective, can lead to cooperation. Traditional
realism views culture as a factor of cohesion and, as such, as a source of state power. This paradigm also
pays attention to the role of culture in the foreign policy approaches of countries.

Despite this, it is ultimately believed that states always prioritize state interests over cultural considerations
in the face of conflict. This is while neorealists largely ignore culture by reducing it to a single level. From
a Marxist perspective, the role of culture and ideology is to legitimize structure. In other words, culture is
a tool for maintaining the hegemony of the ruling class, and in this respect Marxism also falls within the
realm of rationalism (Fischer, 2006: 41-48). From the perspective of international society theory or the
English school, international politics is more than relations between states. States shape society with
specific laws and norms. What gives and strengthens this society is culture (Rives, 2008:184). In this regard,
it can be referred to as international culture or culture in the international community.

International culture refers to the general values and norms that have been accepted by the international
community over time and it has a specific function. The manifestation of this culture can be observed within
the framework of the functioning of international systems and in the form of norms, regulations, laws and
international conventions (Qavam, 2005: 296). Despite this, Fisher believes that the only paradigm that
considers culture as a guiding factor in understanding international relations is organizational design.

Structuralism pays special attention to culture and identity as a builder of international politics and argues
that all foreign policies should be understood in terms of culture (Fischer, 2006: 48-51). One of the most
prominent structuralist theorists can be cited as Alexander Wennett.

In the social theory of international politics, he addresses the different approaches of states towards other
states under the heading of three anarchist “cultures” (Hobbesian, Lockean and Kantian). These cultures
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are shared ideas that help shape the interests and capabilities of the state and shape the processes of the
international system. (Wendt, 1999)

Although the role of culture and semantic ideologies has been given special attention in the development
of theory, from Venti's version to radical approaches, to date only one major theory of international relations
based on a cultural approach has been proposed, which is still under investigation.

3-Cultural Theory of International Relations

The cultural theory of international relations was proposed by Richard Ned Libo. It provides a framework
for the study of politics and a theory of international relations. His structuralist theory of international
relations is based on the motivation and identity theories of ancient Greece. This theory emphasizes the
human need for self-esteem and shows how this factor influences political behavior at all stages of social
development. Libo presents (exact) examples of different worlds influenced by the four motives and shows
how each of these models has a specific logic for cooperation, conflict, and risk-taking. He draws on several
historical events, from ancient Greece to the Iraq War of 2003, to provide a creative explanation of the
emergence of the state and The Reasons for War (Lebow, 2008). Lebow considers three basic motives that
reflect human needs: material desires, spiritual motives, and reason.

Wisdom

Material desire Spiritual Motivation

Material Desire Spiritual Motivation

Fear

He adds a fourth motive, fear, to this threefold division of Plato and Aristotle. Behind each of these motives
lies a logic that leads to cooperation, conflict, or It leads to danger. Material desire, spiritual motivation,
and intelligence each have the potential to create order. A hierarchical order, an order based on justice, or
an order based on a combination of principles. Fear can also lead to the creation of order, albeit short-lived.
(Lebow, 2008: 505) In his interpretation, it should be noted that spiritual motivation is only one of the three.
The main motive is human. The other two motives are material desire and intelligence. Material desire is
familiar to everyone, given that it has dominated contemporary thinking about the world and has also shaped
the main vision of international relations. Liebaugh argues that liberalism, Marxism, and the Venturi version
of structuralism are rooted in materialism, and each, without acknowledging it, envisions a superior model
of a world in which material possessions are considered a dominant value. They view material desires
positively and see a peaceful and productive world as one in which material possessions are a dominant
value, although they differ on how to achieve such a world and how to distribute wealth (Lebow, 2008:
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509). In his words, realism and liberalism are both motivated by them ignore the spiritual, and those realists
and liberals who speak of international relations do not see it as an end in itself, but as a means to maximize
power.

These paradigms also consider the identity of the actors to be unimportant and irrelevant (Lebow, 2008:
558). Based on this model, Human motivations and their behavioral consequences are depicted by two
triangles (Lebow, 2008:509).

In the first, reason is at the apex of the triangle and dominates material desire and spiritual motivation. The
closer a society is to the apex of reason, the more orderly it will be. If the basis of the system is based on
accepted principles of justice, it will also be more stable. When the mind loses control over material desires
and spiritual motivation, the likelihood of rapid change towards a world based on fear increases; an inverted
triangle that represents movement towards order and justice as an upward movement and the opposite point
as a fall towards disorder and injustice.

In the real world, most societies lie somewhere between the two extremes. Reason cannot always
completely dominate material desire and spiritual motivation, and fear has always been present in the arena
of international relations. By identifying the approximate location of societies in these diagrams, important
points about their policies become clear, including the level of cooperation, their views on the nature of
conflicts, the possibility of war, and ultimately the degree of dangerousness of its activists.(
Lebow2008:510-512). emphasizes that intelligence has different levels, of which instrumental intelligence
is only one. In his view, instrumental intelligence is a double-edged sword, allowing individuals to use it
for materialistic or spiritual purposes.

Instrumental intelligence is the foundation of order because it makes human actions regular and
controllable. It foresees. Instrumental intelligence enables individuals to make connections between goals
and tools, thereby increasing their own happiness in achieving what they want. The second level of
intelligence helps actors redefine and change their behaviors in response to feedback from the environment.
This is the factor which influences a person’s understanding of the functioning of the environment in which
he or she is located. However, it should be noted that people are also influenced by their feelings and
emotions, and reason always operates in such a space. (Lebow, 2008: 513-514). Different types of societies
are formed according to the dominance of each of the aforementioned motivations.

In a world based on reason Cooperation is the norm because activists know that cooperation is one of the
prerequisites for human happiness and success. But it also exposes a degree of vulnerability to the nature
of society. In a world based on moral motivation and material desire, cooperation is also normal. (In a world
based on material desire, the norm is based on common interests.)

But the main feature of fear-based societies is conflict. In these societies, neither the goals nor the tools of
conflict are limited by norms. Activists consider security to be their primary concern and strive to increase
their power. (Lebow,2008: 515-518) continuing to use contingency theory to explain risk-taking in each of
these societies. According to contingency theory, individuals take more risks to cope with the loss of what
they have than gaining something new. He points to the high risk-taking of individuals in the case of moral
motivations (with attention to Since the acquisition of pride often requires risk-taking, it follows that
societies that are primarily shaped by moral motives are more risk-taking. Regarding fear and societies that

This is an open access article under the

Creative Commons Attribution 4.0 Journal of Azerbaijan Language and Education Studies
A International License ISSN 3078-6177



14 Journal of Azerbaijan Language and Education Studies
Vol. 2 No. 3 (2025) Tertius

are shaped by it, it is also pointed out that security is a fundamental issue (Lebow, 2008: 537-8). Based on
each of the motivations in the table below.

In the case of losing In the case of gaining
Dangerous Risk-averse Materialistic
Fear Risk-averse Less and riskier
Spiritual motivation Dangerous Spiritual motivation

This varying level of risk in different societies can directly affect their foreign policy. This is also the case
with the tendency of various activists towards nuclear enrichment and the use of nuclear weapons (Lebow,
2008: 564). The cultural theory of international relations can also be considered as an example of
anthropological approach to culture, which of course contrasts with approaches such as Huntington's clash
of civilizations. There is no materialist or materialist approach to culture. Liebov argues that different
societies at different times are at different points in terms of the dominance of each of the motives for human
action.

These points are by no means fixed or stable. They merely represent approximate limits. This relativistic
anthropological approach is the opposite of the cultural relations approach, in which the concept of culture
is more closely related to art, literature, music, and the "pursuit of perfection."

Conclusion

In this article, we have tried to bring together the possible links between culture and the field of international
relations into a single whole. We have shown that not so long ago, when discussing the role of culture in
international relations, minds turned to cultural relations, and it was believed that the most important
cultural relations between different societies were between those societies that had the most cultural
similarities. Following such a perception, some have argued that culture plays a marginal role in
international relations, citing cases where the level of cooperation between countries is not based on cultural
commonalities or a common cultural background, but rather on political-economic factors.

But we see that there are deeper connections between the two categories of culture and international
relations. Even regarding the concept of cultural relations, looking at culture as soft power has challenged
the traditional view and created broader dimensions for it. It is this latter concept that has gained importance
in the age of cultural globalization and has attracted much intellectual effort. Among other things, it has led
some to speak of cultural imperialism and has led some to take a stand against the fear of globalization.

Continuing with the role of culture in foreign policy as one of the most significant areas of decision-making
in the field of international relations, we observed that the relationship between culture and international
relations goes beyond relations and "cultural issues" and has a scope that is as broad as all foreign policy
decisions, so that each Decision-making in this area, like other areas of decision-making, is influenced by
culture.
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The role of culture in strategic decisions and what is called strategic culture was another topic we discussed.
We see that, unlike approaches that assume a single way of thinking and behaving for decision-makers in
all countries, the strategic culture approach takes into account the differences between different military
organizations and national styles.

The reference to the role of cultural perceptions in the emergence and resolution of conflicts includes
another dimension of the relationship between the two categories of culture and international relations. The
role of cultural differences in the emergence of misunderstandings, disagreements and conflicts on the one
hand and the need to pay attention to cultural factors in conflict resolution processes on the other were
issues raised in this case.

Thus, after mentioning the different ways of conceptualizing culture in the field of international relations,
we reviewed the views of different theories of international relations on the role and position of culture,
and finally examined the structural theory of Ned Libo, entitled the cultural theory of international relations.

Based on this theory, which is based on the three motivations proposed by Plato and Aristotle and using the
predictive theory of Kahneman and Tversky, the characteristics of different societies, and in particular their
decision-making and risk-taking, are influenced by their cultural assumptions.

Despite this, as Liebaugh himself has emphasized, the cultural theory of international relations does not
intend to ignore other motivations for action and decision-making. Spiritual motivations are only one of the
factors influencing the human decision-making process. After being ignored in previous studies of
international relations, the changes in the international arena have made it more costly to ignore it than ever
before.

In summary, it can be said that achieving a correct understanding of international trends requires special
attention to the role of culture, especially in its anthropological sense (including semantic-identity
concepts), which has of course been ignored for decades due to the dominance of materialist approaches in
the field of international relations. Attention to culture allows for explanation and prediction It provides
policies that would otherwise be considered illogical if they relied solely on mainstream rationalism and
focused on materialistic motives.

Today, the changes in the theorizing of international relations, which are more than anything a response to
changes in the external world, have led to an increasing focus on the role of semantic assumptions. In this
regard, it is appropriate for Iranian researchers to also pay more attention to the role of culture and semantic
factors in explaining behaviors and phenomena in the field of international relations.
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Abstract
This study investigates the morphological, syntactic, and semantic features of the verb “to be” in seven
Indo-European languages: English, German, Russian, Persian, Sanskrit, Latin, and Lithuanian. As one of
the most fundamental verbs across languages, “to be” serves critical grammatical functions such as
copula, existential marker, and auxiliary. Using a comparative linguistic framework, the research
examines the forms of “to be” in present, past, and future tenses, identifies shared roots and divergences,
and highlights regular and irregular paradigms. Tables are provided to demonstrate inflectional patterns
and the role of person, number, and tense across these languages. The diachronic analysis traces the
evolution of the proto-Indo-European root *hies- and its reflexes, revealing both inherited structures and
language-specific innovations. The study also contextualizes the verb's syntactic behavior in copular and
existential constructions, providing examples in each language. The results illustrate both continuity and
transformation within Indo-European verbal systems and offer insights into the historical development
of grammatical categories. This paper contributes to comparative and historical linguistics, with

implications for language teaching, typology, and philological studies.
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Introduction

The verb “to be” is one of the most fundamental and irregular verbs across human languages. In Indo-
European linguistics, it holds special significance because a form of this copular verb is present in all Indo-
European languages. As a copula, “to be” serves to link subjects with predicate complements (e.g., “she is
a teacher”) or to express existence (e.g., “there is a problem™). Its high frequency and essential grammatical
function have caused “to be” to undergo extensive irregular developments in the Indo-European family. In
many Indo-European languages, “to be” exhibits suppletion—different tense forms derive from historically
distinct roots—making it an important case study for comparative and historical linguistics. Studying this
verb’s paradigms can illuminate sound changes, morphological evolution, and the reconstruction of Proto-
Indo-European (PIE) forms.
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Reconstructing PIE reveals that there was not a single verb root for “be”; instead, multiple PIE roots
coexisted for the concept of being. The primary roots include A:es- (to be), bkuH- (to become, grow), and
others like /zwes- (to dwell, live) and possibly /4:er- (to move, arise). The daughter languages often formed
suppletive paradigms by combining these roots, each used in different tenses or persons. This makes “to
be” a mosaic of ancient linguistic heritage—for example, English “am/is” (< PIE h.es-), “was/were” (< PIE
hzwes-), and “be” (< PIE bkuH-) are etymologically unrelated internally, yet together function as the single
verb "to be." Because these forms are cognate with forms in Sanskrit, Latin, and other Indo-European
tongues, the verb “to be” has been a cornerstone for Indo-European comparative studies (Watkins, 2000;
Ringe, 2006). By examining it across multiple languages, we can trace the phonological and morphological
changes from the proto-language and gain insight into how each branch of Indo-European developed its
verbal system.

In this study, we present a comparative analysis of the verb “to be” in seven Indo-European languages:
English, German, Russian, Persian, Sanskrit, Latin, and Lithuanian. These languages were selected to
represent major branches of the family (Germanic, Slavic, Indo-Iranian, Italic, and Baltic, respectively) and
to include both ancient languages (Latin, Sanskrit) and modern languages. Each language’s paradigm for
“to be” is examined in the present, past, and future tenses (where applicable). By comparing these side-by-
side, we highlight the deep historical connections as well as divergences caused by thousands of years of
language change. The analysis sheds light on how a single conceptual verb can evolve into a complex
patchwork of forms, reflecting both shared ancestry and individual language histories.

Methodology

This research employs the comparative-historical method of linguistics, using a descriptive and contrastive
framework to analyze verb paradigms. We began by collecting the conjugation forms of the verb “to be” in
the present, past, and future tenses for each of the seven selected languages. Authoritative sources were
used for each language’s morphology (e.g., standard grammar references and historical linguistics
publications). For ancient languages like Sanskrit and Latin, classical grammar documents were consulted
to obtain paradigms in transliterated form. For modern languages (English, German, Russian, Persian,
Lithuanian), standard grammatical descriptions provided the forms, with transliteration applied for the non-
Latin scripts (Cyrillic for Russian, Perso-Arabic for Persian) for ease of comparison. Each paradigm was
double-checked against historical linguistics sources to identify the Proto-Indo-European root
corresponding to each form.

The comparative approach involves aligning equivalent grammatical categories across languages. We
therefore structured the data by person (first, second, third) and number (singular, plural) for each tense.
This allows a side-by-side paradigm comparison in tabular form, so that, for example, all first-person
singular forms (“I am/was/will be”) can be viewed together. Such alignment makes it easier to spot
cognates—forms descended from the same proto-form—and to observe where languages have innovated
or diverged (Beekes, 2011). Given that some languages do not have a synthetic future tense or drop certain
copula forms (e.g., Russian has no present-tense “to be” in most contexts), we note these as special cases
rather than leaving blank slots. We focused on one primary past tense per language for comparison (usually
the simple past or imperfect, analogous to English “was”), even though some languages have multiple past
tenses; this keeps the comparison consistent. For the future tense, we included the typical way to express
future being in each language, whether as an inflected form or a periphrastic construction.
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In analyzing results, we applied principles of historical linguistics to explain correspondences and
differences. Sound change laws (like Grimm’s Law for Germanic or rhotacism in Latin) are referenced to
connect forms to their PIE etyma. We also refer to Indo-European reconstruction (proto-forms marked with
an asterisk) from standard etymological sources (e.g., Watkins, 2000; Pokorny, 2007) to discuss how each
attested form can be derived from ancestral roots. By combining synchronic description (the paradigms as
they exist in each language now or in historical record) with diachronic explanation (how those forms came
to be), our methodology highlights both the descriptive facts of each language and the historical
development linking them. All examples and claims are supported with references to established linguistic
research and comparative data.

Results
Present Tense Paradigms

Table 1 below displays the present tense of the verb “to be” in English, German, Russian, Persian, Sanskrit,
Latin, and Lithuanian. For consistency, forms are given in each language’s usual transcription, with
transliteration provided for Sanskrit and Persian. The English and German forms are from Modern Standard
varieties; Sanskrit forms represent the active voice of Classical Sanskrit; Latin forms reflect Classical Latin
usage; and the Russian and Persian forms are from contemporary standard language.

The Persian forms included are the “long copula” variants (those that contain /ast), which are typically
used for formal or emphatic expression. Although Persian often employs short enclitic forms of the copula,
these are noted separately in the analysis for comparison. Russian presents a unique case: in present-tense
usage, the verb “to be” is typically omitted, leaving no explicit conjugated form. This omission is indicated
by a dash (—) in the table. The third-person singular form ecms (est’, "is") exists but appears only in archaic
or emphatic contexts.

The paradigms in Table 1 are organized by person (first, second, third) and number (singular, plural),
enabling a clear visual comparison of equivalent grammatical categories across the seven languages.

Table 1: Present Tense Forms of “to be” (1st, 2nd, 3rd person; singular and plural)

Person English German Russian Persian Sanskrit Latin Lithuanian
Isg “I am” am bin — (V) hastam asmi sum esu

2sg “you are” Are bist —(9) hasti asi es esi

3sg “he/she is” is ist (ects) est’ hast (ast) asti est yra

1pl “we are” are sind —(9) hastim smas sumus esame

2pl “you are” are seid — (V) hastid sthd estis esate

3pl “they are” are sind —(9) hastand santi sunt yra

In English, the present tense of “to be” has three forms: am (1st person singular), is (3rd singular), and are
(2nd singular and all plurals). All persons in the plural use are, reflecting the merger of original second-
person plural “ye are” and third-person plural forms in Modern English. German similarly has an irregular
present: bin, bist, ist for 1st—3rd singular, and sind, seid, sind for 1st—3rd plural. German maintains a distinct
second-person singular bist (“thou art”) and second-person plural seid (“you all are”), whereas English uses
are for both. The forms bin and bist begin with b-, unlike is¢, hinting at their different origin (discussed in
the Discussion section). Both English and German exhibit suppletion in the present paradigm (multiple
stems in one tense).
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Russian stands out by typically lacking an overt present tense form of 6simas (byt’, “to be”) in the indicative.
In modern Russian, one says “I student” (literally “I student”) to mean “I am a student,” with no verb in
present-tense nominal sentences. The form ecms (est’, cognate to is) exists and literally means “is/exists,”
but it is used mostly to indicate existence or emphasis (e.g., “God is”) or in set phrases. For completeness,
we list ecms under 3rd singular in Table 1 in parentheses, but it is not commonly used as a copula for all
persons in modern Russian. Essentially, Russian has a zero-copula in the present tense: the copular meaning
is understood without a verb. This is a later syntactic development in Slavic; Old Church Slavonic had
present forms like jesmi “I am,” but these fell out of use in East Slavic.

In Persian, the modern present copula is usually attached as personal suffixes to predicates. For example,
man azadam (“1 am free”) uses -am to mean “am.” The full forms with Aast are shown in Table 1 for clarity:
hastam, hasti, ... hastand, corresponding to “I am, you are, ... they are.” In everyday use, Persian often
drops the initial /- (especially after vowels) or even omits the copula in certain registers, but the literary
form hast (3rd sg.) or its reduced form ast is retained for “is.” Notably, Persian ast (<) is a direct cognate
of Sanskrit asti and Latin est, all reflecting the Proto-Indo-European 3rd singular form /4:ést(i). The Persian
Ist singular am () and 2nd -i () are actually cliticized pronoun forms historically derived from the same root
hies- (through Old Persian ahmi > Middle Persian om > -am). Thus, although Persian’s method of
conjugation (using enclitic pronouns) differs from the fusional endings of Sanskrit or Latin, the etymology
of its present copula is equally ancient. Persian, like a few other Indo-European languages (e.g., Spanish,
Irish), even has multiple forms of “to be” for different contexts—for instance, Persian uses ast/hast for
essential being and mi-tavan-ad biid for potential being (“can be”), but that is beyond our current scope.

Sanskrit preserves the full inherited paradigm of the verb Vas (“to be”) in the present tense with minimal
change from Proto-Indo-European. The forms are dsmi, asi, dasti, smas, stha, santi for 1st-3rd singular and
plural. These correspond exactly to the patterns reconstructed for PIE: e.g., h:ésmi > asmi “1 am,” hiésti >
asti “he is,” and the plural sdnti “they are” from PIE /sénti. Sanskrit even retains the distinctive 2nd person
plural form stha, which comes from the PIE root steh:- (“to stand”) appended to the as- stem (a relic of an
old injunctive form). However, by the Classical Sanskrit period, sthd was simply understood as part of the
paradigm of as-. Lithuanian, interestingly, has a very similar form (jig)s esate for 2pl “you are,” which is
cognate to Sanskrit sthd after regular sound changes (the sth > s in Baltic).

Latin present forms are sum, es, est, sumus, estis, sunt, showing some innovations. Latin sum (“I am”) and
sunt (“they are”) appear to derive from the PIE root /.es- but underwent early Latin-specific sound changes.
Some scholars interpret Latin sum as coming from a reduplicated or o-grade form of the root (earlier esom
< h:ésmi), while others think a different root might be involved; however, it is widely accepted that Latin
est, estis, sunt align with the standard PIE es- forms (compare est = Skt. asti, sunt = archaic Latin sont <
hisonti). Latin es (“you are”) is a direct continuation of PIE /:ési. One anomaly is that Latin uses -n¢ for the
3rd plural sunt, whereas Sanskrit has -n#i (an older ending). Latin dropped the final -i, a regular sound
change in the Italic branch. Overall, Latin’s present conjugation of esse closely parallels the Sanskrit one
(minus the 1sg form sum, which is irregular).

Lithuanian present forms of biiti (“to be”’) combine two different stems: one from es- and one unique form.
The 1st and 2nd persons are esu (“I am”) and esi (“you are”), transparently cognate with Sanskrit asmi, asi
(the -mi ending became -u in Baltic languages). However, the 3rd person yra (“is/are”) is irregular. It does
not obviously descend from esti; historical linguists suggest it comes from a Proto-Baltic form yes- or a
fusion of es- with a demonstrative. Old Lithuanian texts also had esti or yesti for “is” in earlier times, and
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even an obsolete esmi form for “I am.” In modern usage, yra serves for both singular and plural 3rd person
(“he/she is” and “they are”), thus jie yra = “they are.” This is a Baltic innovation; Lithuanian has effectively
leveled the 3rd person forms to one invariant form in the present. It is notable that Lithuanian retains a very
conservative morphology overall, yet even here the copula shows some irregularity. In addition to these,
Lithuanian can use an alternative present biina (from the bii- stem) to express habitual or repeated actions
(literally “be occasionally”). This is not the ordinary present but rather a special iterative aspect form. The
bii- stem is related to the verb for “to become” (as in biti itself), reflecting again the interplay of two roots
es and bhu in Indo-European copulas.

To summarize the present tense: all seven languages have forms traceable to the PIE root /.es-. English is,
German ist, Latin est, Persian ast, Sanskrit asti, Lithuanian (Old) esti/yra, and even the seldom-used
Russian est” are all descendants of PIE /.ésti “(he) is.” The first-person forms likewise reflect PIE A:ésmi
> English am, Sanskrit asmi, Persian am, Russian (Old Church Slavonic) jesmi, Lithuanian esu. These
cognates illustrate the remarkable preservation of the verb “to be” across millennia. At the same time,
suppletion is already evident: English and German require a different stem for “I am” vs. “he is,” and
Lithuanian uses an unexpected form for “is.” The high frequency of this verb tends to preserve ancient
forms (hence the cognates), but also invites analogical leveling and irregular simplifications (such as
Russian dropping it in the present).

Past Tense Paradigms

Table 2 presents the past tense forms of “to be” in the seven languages. For consistency, we use the simple
past in each case: the English preterite (was/were), the German preterite (war, etc.), the Russian past tense
(which is based on a past participle in Russian), the Persian past simple (bitd-, “was”), the imperfect in
Sanskrit and Latin (which correspond to a past state “was”), and the Lithuanian preterite. These forms
generally translate to English “was” or “were.” Note that in some languages the past tense of “to be” does
not inflect for person the same way as the present. Russian, for example, indicates the past by gender and
number, not person—a trait inherited from Proto-Slavic participial forms. We indicate Russian masculine
forms for singular (by/) and plural (by/i) in the table for simplicity, with a note on gender. Sanskrit and Latin
have fully inflected past tenses (imperfect) for person/number. Persian and Lithuanian have one set of past
endings for all persons (which we show). English and German have two forms each (singular vs. plural) in
the past, due to partial leveling of older distinctions.

Table 2: Past Tense Forms of “to be” (equivalent to English “was/were”)

Person English German Russian (m.) Persian Sanskrit Latin Lithuanian
Isg “I was” was war byl (masc.) bidam asam eram buvau
2sg “you were” were warst byl (masc.) budi asih eras buvai
3sg “he/she was”  was (he)/was war (er)/ byl (he)/byla bud asit erat buvo
(she) war (sie) (she)
1pl “we were” were waren byli (pl.) budim asma eramus _ buvome
2pl “you were” were wart byli (pl.) budid asta eratis buvote
3pl “they were” were waren byli (pl.) budand asan erant buvo

In English, the simple past of “to be” shows a singular/plural split: was (for I/he/she/it) versus were (for
you/we/they). Old English actually distinguished second-person singular (waere, “thou wert”) from others,
but Modern English leveled all plural and the singular you to were. Both was and were come from a different
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root than the present forms. These are historically from the Proto-Germanic verb wesang (“to remain,
dwell”), which in turn comes from PIE /h:wes- (“to reside, live”; Indo-European copula, n.d.). English was
reflects the PIE o-grade wos-, and were, with /1/, is from a different ablaut grade wés- (the alternation s/r is
due to a Germanic sound law—Verner’s Law—or analogical leveling; Indo-European copula, n.d.). Thus,
the English past tense was/were is not cognate with Latin erat or Sanskrit asit; instead, it shares origin with,
for example, German war/waren (which clearly resemble English was/were) and Old Norse var. German’s
past war, warst, waren, wart likewise come from the wes- root, as indicated by the w- in the present and
the r ~ s alternation in some forms (/ndo-European copula, n.d.). This Germanic-specific development
means that the Germanic languages use a separate PIE root for the past of “to be,” distinct from the one
used in the present. In contrast, many other Indo-European branches used the main es- root even for the
past in their older stages.

Latin and Sanskrit exemplify the use of the es- root for the past through their imperfect tense of the verb
“to be.” Latin forms are eram, erdas, erat, eramus, eratis, erant, which translate to “I was, you were, ... they
were.” These can be derived from PIE as well: Latin eram < es-m, with the characteristic Latin change of s
to » between vowels, called rhotacism. In fact, one theory posits a PIE root A:er- used for an archaic past or
stative verb (possibly meaning “to arise, appear”), to explain the » in Latin eram (Indo-European copula,
n.d.). However, an alternative explanation is that Latin simply took the present stem es- and applied a sound
change (PIE ésm > esom > Proto-Latin esom > erom > eram, where s became r and final m became a
nasalized vowel). The consensus leans toward Latin eram being an innovative imperfect formed within
Latin (or Italic) rather than a direct inheritance from PIE h.er- (Indo-European copula, n.d.). Regardless,
Latin erat (“he was”) is cognate with Sanskrit asit. Sanskrit’s imperfect conjugation of as- is dsam, asih,
asit, asma, asta, asan, which corresponds to PIE h:és-m, hiés-s (or hiés-ti with augment), etc. The Sanskrit
forms show the augment a- prefixed (a past tense marker in Indo-Iranian), and lengthened initial vowel (a
instead of @), which is typical in the imperfect. For example, Sanskrit a@san (“they were”’) = PIE h.és-ent >
as-ent (augment) > asan. These forms are clearly related to the present-tense forms (just with past augment
and secondary endings), meaning Sanskrit did not need a new root for the past. Lithuanian behaves more
like Sanskrit and Latin in this respect: its simple past buvo (“was”) is built on the bii- stem but with the
usual past tense suffix -o/au. Actually, Lithuanian’s buvau, buvai, buvo... comes from the root bi- (from
PIE b'uH-, “become”) plus a past-tense morpheme -v- and endings. In Lithuanian, as in many Indo-
European languages, the PIE perfect or aorist of bhu- was repurposed as the past of “to be.” So while Latin
and Sanskrit used es- for the imperfect, Baltic and Slavic used bhu-.

Persian uses the verb budan (“to be, exist”) for the past tense. The past simple conjugation is budam, budi,
bud, budim, budid, budand, meaning “I was, you were, ... they were.” These forms clearly derive from the
root bud-, which is the Persian reflex of PIE b’uH- (with regular b > b sound change in Indo-Iranian). We
can see the connection with other languages: e.g., Persian bud- ~ Sanskrit abhit (“he was” or literally
“became” in Classical Sanskrit perfect) ~ Latin fui (“I was”). Indeed, Latin’s perfect fui (and infinitive
fuisse, future participle futirus) comes from the same bhua root (Proto-Indo-European Roots, n.d.). The
bhu- root was originally a verb meaning “become, come into being” rather than a stative “be.” Persian has
basically replaced the old /:es- forms with bhu- forms in the past tense: Old Persian would have used forms
of ah- (ahata = “was”), but those have vanished in Modern Persian, leaving only bud-. It is worth noting
that Persian budan is also the source of the English loanword Buddha (meaning “enlightened one,” literally
“awakened, has become aware”), illustrating how bud- carries the sense of “become” (to attain a state).
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In Russian (and other Slavic languages), the past tense of “to be” is formed from the old participle. The
form byl (masculine), byla (feminine), bylo (neuter) for the singular and byli (plural) correspond to “was.”
These come from the Proto-Slavic bylii, originally the past active participle of byti (‘“to be”). In Russian, as
in all East Slavic, this participle is used as the past tense in combination with person and must agree in
gender and number with the subject. In Table 2, we list by/ for singular and byli for plural as representative
forms (assuming a masculine subject). Importantly, by/ is built on the stem by-, which is from the PIE b"u-
root, just like Persian bud- and Lithuanian bi-. The Slavic languages long ago lost the old es- past forms (if
they ever had a separate imperfect, it disappeared), and the participle of byti took over the role of past tense.
So, Russian by! is cognate with Sanskrit bhiitah (a past participle meaning “been, become™) and with the
fu- series in Latin. Another relic of b'u- in Slavic is the verb 6s16ams (byvat’, “to frequent, happen to be”;
Proto-Indo-European Roots, n.d.), which contains an iterative suffix, analogous to the Lithuanian biina
mentioned above (Proto-Indo-European Roots, n.d.).

Comparing across the seven languages, we observe that two main PIE roots account for most past-tense
forms of “to be”: hses- and b'uH-. Sanskrit and Latin use es- (augmented) for their imperfect “was,”
preserving the older pattern of conjugating es- in the past. The Germanic languages innovated a past based
on wes- (with was, were in English, war in German)—a unique Germanic development from PIE A:wes-
(“dwell”; Indo-European copula, n.d.). Meanwhile, Baltic, Slavic, and Persian turned to the bAu- root to
supply the past tense (Lith. buvo, Rus. byl, Pers. bud-), indicating a convergence on bhu- across these
geographically and temporally separated groups. Notably, Latin also employs bAu- in its perfect tense (fui),
and Sanskrit uses it in the perfect (babhitva, “has become’) and aorist (abhiit, “became”). In essence, PIE
bhu- (“become”) eventually filled in past or perfect roles in many descendants. The suppletive nature of the
copula is evident: English present am/is vs. past was vs. participle been are all from different roots; the
same goes for German ist vs. war vs. gewesen. Even in languages that seem more uniform, like Sanskrit,
there were multiple strategies—using as- for the imperfect and bhi- for other past tenses. We also see
analogical simplification in some cases: Russian and Persian do not use es- at all in the past (dropping it
entirely in favor of bhu- forms), whereas English and German dropped the es- in their past in favor of wes-
. These differences underscore how each branch of Indo-European resolved the coexistence of multiple “to
be” roots in different ways.

Future Tense Paradigms

Not all Indo-European languages have a synthetic (single-word) future tense for the verb “fo be.” Proto-
Indo-European itself did not have a dedicated future tense; futures were later innovations in the daughter
languages, often formed periphrastically or by modal forms. However, for completeness, Table 3 shows the
way to express the future “will be” in each of the seven languages. In English, German, Persian (modern),
and Russian, the future is periphrastic — meaning it uses an auxiliary verb plus an infinitive. In contrast,
Sanskrit, Latin, and Lithuanian developed inflected future forms for “to be” (though Sanskrit’s is somewhat
rare/literary). We list the usual future tense form in each language: English with auxiliary will, German with
werden + sein, Persian with xah-... bud construction, Russian with the conjugated bud- forms, Sanskrit
with the future conjugation of bhii- “become,” and Latin and Lithuanian with their synthetic futures of esse
and buti respectively.
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Table 3: Future Tense Forms of “to be” (equivalent to “will be”)

Person English  German Russian Persian Sanskrit Latin Lithuanian
1sg “T will be” will be  werde sein budu xhaham bud bhavisyami ero biisiu

2sg “you will be” will be  wirst sein budesh’ xhahi bud bhavisyasi eris bisi

3sg “he will be” willbe  wird sein budet Xhahad bud bhavisyati erit bis

1pl “we will be” willbe  werden sein budem xhahim bud bhavisyamah  erimus biisime

2pl “you (pl) will be” willbe  werdet sein budete xhahid bud bhavigyatha eritis biisite

3pl “they will be” willbe  werden sein budut xhahand bud  bhavisyanti erunt bis

In English, the future is formed with the auxiliary “will” (or “shall” in a more archaic or formal usage)
followed by the bare infinitive be. Thus all persons say “will be” (I will be, you will be, etc.). This
construction developed in Middle English and Early Modern English; Old English actually had no dedicated
future tense, often using present tense or modal verbs to indicate futurity. The use of will (itself originally
meaning “want” or “wish”) as a future marker is a later grammaticalization. German similarly does not
have a unique future inflection for sein; it uses the auxiliary werden (“become”/“will”) with the infinitive
sein. E.g. ich werde sein “I will be,” wir werden sein “we will be.” In everyday German, just like English,
the present tense can also serve a future meaning given the right context, but formally werden + infinitive
is the future tense construction. It is worth noting that werden itself is an old Germanic verb from PIE
*werdh- (“to turn, become”), not related to the es or bhu roots; thus, German future uses yet another verb
to denote future being, reinforcing the suppletive character of the copula across time.

Persian forms the future analytically by combining the conjugated auxiliary Xastan (“to want,” pronounced
khdstan, often written as o\ s>~ xwah-) with the infinitive budan. For example, Xhaham bud (modern Persian
khaham bud) literally means “I will want to be,” which idiomatically is just “I will be.” In Table 3, Xhaham
bud, xhaht bud, etc. correspond to man xhaham bud (I will be), to xhahi bud (vou will be),.... Colloquially,
Persian often drops bud when context allows (saying simply xiaham “1 will” can imply “I will be”), but
the full form with bud is the explicit future of “to be.” Historically, Old Persian did not have a distinct
future, much like PIE; the modern periphrastic future in Persian emerged in the past few centuries and is
analogous to English wil/l. Thus, Persian’s future tense uses an entirely different verb (want) plus the
infinitive, further showcasing how Indo-European languages tend to recruit other verbs (will, shall, become,
want) to express futurity for “be.”

Russian (and Slavic languages in general) has a synthetic future for imperfective verbs formed by the verb
budet (from byt’) plus an infinitive. However, “to be” itself (byt’) is usually considered an imperfective
verb, and its future is conjugated form of the perfective aspect o ObiTh (in some discussions) or just treating
0y0y as the future of 6wima. In practice, Russian says Oyny for “I will be,” 6ynews for “you will be,” up to
oyayt for “they will be.” These are the present-tense conjugations of budu/budut’, which historically is the
old future (subjunctive) form of biti that replaced any older synthetic future. So, Russian Oyxy (budu) is
cognate with the auxiliary OyzeT meaning “will” in other contexts, but here it directly translates to “will
be.” Unlike English/German, Russian doesn’t need an extra infinitive after budu when expressing “will be”
— budu itself encapsulates “will be” (since byt’ is implied as its infinitive). This is somewhat unique:
Russian’s “will be” is a single word (e.g. on budet = “he will be”), making it closer to a synthetic future.
The bud- root of these forms again is from PIE b%u-; tellingly, the same root used for the past participle by/
“was” doubles as the auxiliary for the future, emphasizing the centrality of bhu- in Slavic “be” forms.
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Sanskrit developed several ways to express future time. Classical Sanskrit has a simple future tense formed
by adding the suffix -syd- (or -isya-) to the verb root. For “to be,” instead of using as-, Sanskrit typically
uses the root bhii- (“become”) in the future. The future conjugation of bhii- is: bhavisyami, bhavisyasi,
bhavisyati, bhavisyamah, bhavisyatha, bhavisyanti, which literally mean “I will become/am going to be,”
etc. In usage, bhavisyati can mean “he will be.” We list these forms in Table 3 as the Sanskrit future, since
saying as-* in the future is not common (there is a Vedic periphrastic future @sati form, but classical Sanskrit
prefers bhii-). The choice of bhii- highlights a fascinating point: Sanskrit uses a different PIE root for the
future than for the present, relying on bhu (like many languages do for past or future) and reserving as for
present and imperfect. This again reflects a semantic distinction — bhii carries an inchoative sense (‘“come
to be”), suitable for a future action. Other Indo-Aryan languages (like Hindi/Urdu /oga) also have distinct
future copulas, but Persian, though Indo-Iranian, as we saw, now uses a periphrastic construction.

Latin has a synthetic future for esse: erd, eris, erit, erimus, eritis, erunt, translating “I will be,” etc. These
come from the Latin future suffix -bi-/-be-* attached to the verb es-. However, Latin futures of esse are
irregular in that they use er- rather than es- (except second person singular eris looks like es + 7). Latin ero
is thought to come from an earlier eso (with s turning to » by rhotacism again). In any case, Latin erunt
(“they will be”) is clearly parallel to sunt (“they are”), just with -u-/-nt* vs -nt. So Latin’s future is largely
an internal development. It did not use bAu for the future (since bhu was already taken for the perfect fur).
Instead, it modified the present stem. The result is that Latin ero/erit superficially resembles the English
word “are” or “art” (and indeed, one hypothesis connected ero with the PIE *hier- root for “arise”), but as
mentioned, a simpler explanation is analogical es- > er-).

Lithuanian forms the future tense with a suffix -s-. For biti, the future conjugation is biisiu, bisi, bis,
bisime, bisite, buis (“I will be,” etc.). These are straightforwardly from the bii- stem plus *-s- + endings.
The -s- is actually a common Baltic (and Slavic) future marker (cf. Old Church Slavonic budg, budési...
which also has -d-, a different formation though). In Lithuanian biisiu comes from earlier bisyu (with -yu
first person ending). Again, bii- is from PIE b%u-. So Lithuanian’s future is transparently inherited from a
Proto-Indo-European desiderative or future formation of the bhu root. This gives Lithuanian a neatly
suppletive paradigm: present from es-, past and future from bhu-. Many other languages show a similar
split between present vs. past/future stems for “to be.”

In summary, the future tense across these languages reinforces the pattern of “fo be ” drawing from multiple
sources:

e Germanic (English, German): use new auxiliary verbs (will, werden) meaning want/shall or
become to form the future, rather than developing a new form of be itself.

¢ Slavic (Russian): uses the bhu- root (bud-) in a conjugated form to represent “will be,” effectively
extending the bhu- paradigm to cover the future (since present “is ” was dropped).

e Indo-Iranian: Sanskrit and Persian diverge; Sanskrit employs bhii- in a true future tense
(bhavisyati), whereas Persian uses a periphrastic want+be construction (Xia@had bud). Both avoid
the as- root for future.

e Italic (Latin): innovated a future er-/ based on es-, possibly influenced by phonological processes
like rhotacism, but kept it mostly within the original root’s morphology.
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e Baltic (Lithuanian): uses bi- with a future suffix, aligning with the widespread use of 5"« for non-
present tenses.

The implication is that Proto-Indo-European likely did not have a single unified future for “to be” — each
branch solved it differently. However, the strong presence of *bhu- in future or subjunctive roles (Sanskrit
bhav- future, Slavic bud-, Lithuanian biis-) suggests PIE b"uH- had a modal or prospective sense (“become,
come to be”) that made it a natural choice to express future existence. Meanwhile, the root /:es- was more
stative and present-oriented, and when used in a future sense (Latin er-), it needed extra markers. The
suppletion in the future thus often mirrors that in the past: es- for present, bhu-/wes/others for future/past.
This pattern is a key piece of evidence in Indo-European reconstruction — it indicates that the proto-language
probably used different verbs for the concept of “be” depending on grammatical context (tense, aspect,
mood).

Discussion

The comparative data from the seven Indo-European languages reveal both remarkable similarities and
branch-specific differences in the verb “fo be.” These findings can be interpreted in light of historical
linguistics and Proto-Indo-European (PIE) reconstruction. In this section, we discuss the paradigms’
etymological origins, phonological and morphological changes, and what they imply for our understanding
of Indo-European language development.

Shared Features and Cognate Forms

All languages in our sample ultimately derive their forms of “fo be” from a common pool of PIE roots.
The most important of these roots are traditionally reconstructed as:

e PIE hies- “to be (stative existence)” — the root of Sanskrit as- (4smi), Latin es- (est, sunt), English

“is,” German “ist,” Lithuanian es- (esu), Persian ast, Russian est’. This root yields the vast majority
of present tense forms across Indo-European. The widespread cognates (e.g. Skt asti, Lat est, Eng
is, Rus est’) illustrate how conservatively this part of the paradigm was preserved. The PIE
conjugation was athematic (no thematic vowel), with endings like -mi, -si, -ti in the singular. Many
of those endings can still be seen: Sanskrit -mi/-si/-ti, Old Church Slavonic -mi/-si (jesmi, jesi),
etc.. Even English am < Old English eom < Proto-Germanic ezmi shows the first person -mi (with
regular consonant changes). This continuity is a classic example in comparative linguistics of how

an irregular but essential word preserves its lineage.

e PIE b'uH- “to become, grow” — the source of English be (and been), German bin/bist (via Proto-
Germanic *beun-/*bi-), Sanskrit bhavati (“becomes”) and future bhavisyati, Latin ful (“was”) and
futtirus (“about to be”), Lithuanian biiti (“to be”) and biaisiu (“I will be””), Russian budu (“I will
be”), Persian budan (“to be/to become™). This root is almost as ubiquitous as es- but tends to appear
in non-present contexts — either as the infinitive, the past, or a future/subjunctive. Many linguists
theorize that bhiu- in PIE functioned as an “inactive” or dynamic verb of being, complementing
hies- which was stative. Essentially, /:es- meant “to be (as a stable state)” and bhu- meant “to
become/come into being.” Over time, as the daughter languages grammaticalized tense and aspect,
bhu- was often recruited for expressing future states or completed states (past), fitting its “coming
into being” semantics. Our data strongly reflect this: languages like Persian, Russian, Lithuanian
use bhu- forms for past or future (or both), and even Latin and Sanskrit use bhu- for perfect and
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future respectively. The convergence on bhu- across distant branches suggests that this division of
labor between es and bhu goes back to Proto-Indo-European itself. The fact that English “be” and
German “bin” are cognate with Sanskrit bhavatu (imperative “let it become”) and Russian budet
(“will be”) is striking evidence of a shared linguistic heritage.

e PIE h:wes- “to reside, dwell” — this root is less general, but in Germanic it became the past tense
of “to be” (as discussed, Eng was/were, Ger war, etc.). Outside Germanic, *h.wes- may be reflected
in a few words (perhaps Sanskrit vasati “dwells”), but it was not generally used as a copula. Its use
in Germanic past tense is considered an innovation: Proto-Germanic created a suppletive past was-
from this root. This was likely motivated by the semantics (to stay, remain could describe a state in
the past) and by analogy with strong verb patterns. It’s notable that Gothic, an East Germanic
language, also had this (e.g. Gothic was, wésun = “was, were”), confirming it was in Proto-
Germanic. So, while wes- forms are not shared by the non-Germanic languages, they illustrate how
all 1E branches had multiple roots available for “be” and could pick different ones.

e PIE h:er- “to move, set in motion (possibly to arise)” — this root is hypothesized to have contributed
to some “to be” forms. The clearest case is the English archaic “art” (2sg thou art), which was
borrowed from Old Norse ert and corresponds to a Proto-Germanic form *ir- or *ar- for second
person). Old Norse em, ert, es (“am, art, is”’) suggests North Germanic had an *er- stem in present
alongside im- (from esmi). Some scholars trace this *er-/ar- to PIE hier-, giving an early suppletive
present paradigm (Ringe, 2006, as cited in, argues however that Germanic erf might be explained
via sound laws from *es-). Additionally, Latin imperfect eram, erds... and future ero, eris...
contain er-. These could potentially come from an Proto-Indo-European root like *hier-, meaning
the idea “I arose” = “I was,” though mainstream opinion favors them being internal Latin
developments with s->7 change. If s;er- was indeed involved in Indo-European copulas, it would
show that yet another verb was at play. The evidence is suggestive but not conclusive. In any case,
English are (plural present) actually comes historically from an Old English form aron (in
Northumbrian dialect) which was influenced by Old Norse and possibly goes back to the same
ar/er-. Meanwhile, the standard West Saxon OE had sind(on) for “are” (from s-enti), which German
retains as sind. This is a fascinating instance where dialect mixing introduced a different suppletive
form into English — effectively, modern English “are” is a Viking contribution, whereas “am/is” are
native West Germanic heritage. Thus, even within one language, the copula can be a patchwork of
pieces from various sources.

Beyond roots, we see common inflectional patterns that point to shared origin. For example, many
languages distinguish singular vs plural in the present (sometimes using completely different stems, as in
English was vs were, but at least grammatically marking number). The Indo-European languages originally
had not only singular and plural, but also dual forms for “two.” Sanskrit preserves dual forms of as- (e.g.
1 dual svah “we two are”, 3 dual sta@h “they two are”), and Old Church Slavonic had dual véste “you two
are,” etc. Lithuanian, up until the early 20th century, also had a dual (e.g. esva “we two are”), now obsolete.
The fact that dual forms existed for “to be” in Sanskrit and Old Slavic indicates PIE *es- was fully inflected
for dual as well. Another shared feature is the use of special endings in certain tenses: Latin eram vs sum
shows a shift to secondary endings (the -m in eram is actually a secondary ending, as opposed to primary -
0 in ero). Sanskrit @sit vs asti similarly shows primary vs secondary endings (the -z vs -#i). These technical
details reflect how the tense-aspect system was structured in PIE and carried into daughters: primary
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endings for present/future, secondary for past (imperfect, aorist). The copula, as an athematic verb, fits into
this system like other verbs did.

Branch-Specific Developments and Differences

Despite the common inheritance, each language (or branch) has shaped the copular verb in unique ways.
These differences are instructive about the processes of language change:

Phonological evolution: Regular sound laws have altered the phonetic shape of cognate forms.
For instance, Grimm’s Law in Proto-Germanic turned PIE *bh > b, *dh > d, gh > g (among other
shifts), which is why PIE b’uH- yields be- in English and bu- in Germanic forms. Similarly, PIE s
between vowels became r in Latin (rhotacism), explaining Latin erant vs Sanskrit asan (from -s-
/-nt). Indo-Iranian languages turned PIE s at word beginning into h in many cases: compare Sanskrit
as-ti with Avestan (Old Persian) hasti and Modern Persian hast — the Persian h- in hast is the
continuation of an Indo-Iranian sound change (though Persian often drops it in pronunciation).
Lithuanian changed PIE sm > m in first person: PIE esmi > Lith. esu (where -mi became -u).
Russian and other Slavs vocalized the -mi ending to -m» and eventually dropped it (Old Russian
jesmi > es’ > ). These sound changes sometimes obscure the relationships — e.g. one might not
guess yra is related to est without historical analysis, because Lithuanian y corresponds to an older
e. Through comparative reconstruction, linguists have mapped these correspondences, which
allowed us to align forms like Persian am ~ Sanskrit asmi ~ Lithuanian esu (all from PIE h.esmi).
In the Germanic forms, a notable phonological detail is Verner’s Law: Proto-Germanic was vs war-
(in waren) differ by the consonant s vs r due to a stress shift in PIE (unstressed *-wés- > -wér-).
Hence English was (with s) and were (with ») reflect the same root in different phonological
conditions. Such alternations are fossilized in these paradigms, making “to be” an exhibit of ancient
sound laws.

Morphological restructuring: Several languages show analogical leveling or replacement in the
paradigm of “to be.” English lost the distinct thou art, he is in everyday speech (except in archaic
or dialectal usage), simplifying to a uniform “you are” for singular and plural. Russian’s loss of a
present-tense verb (zero copula) is a morphological simplification at the sentence level, though
historically it was a syntactic change. Persian radically simplified the entire conjugation by using
enclitic pronouns for the present and adopting a single past stem bud- for all persons — essentially
doing away with the old personal endings except in frozen forms like ast. These changes often stem
from general linguistic tendencies: very frequent irregular verbs tend to become more irregular
(through suppletion) but sometimes also abridge (shorten) their forms. Persian’s enclitics could be
seen as a phonological erosion of full verbs. In contrast, Lithuanian, being conservative, kept a
fairly complete set of personal endings in all tenses; yet even Lithuanian allowed an alternative
present biina to develop for habitual aspect, showing that the verb biiti is not entirely static.

Suppletion patterns: Each language exhibits a particular pattern of suppletion, choosing different
pieces from the PIE grab-bag. English is extreme with three roots in one tense (am/are vs is vs
(archaic) art) and another root for past, plus another for participle. German combines two roots in
present (b- forms and s- forms) and one root for past, plus a past participle gewesen from yet another
root (wes- plus participial ge-). Latin uses es- for present, er(a)- for imperfect, fu- for perfect —
three roots across its full paradigm. Sanskrit has as- for present/imperfect, bhi- for future and
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perfect, and even a third root sam- in Vedic for aorist (an old form d@sid sometimes from *\ah “to
be”?). Russian arguably uses primarily bi- (by-) for everything (since *es- *dropped out), but it
still has a relic est’. Persian split by tense: hast for present, bud for past/future. Lithuanian split
by mood/aspect: es- for present, bii- for past/future, plus bitna for iterative present. Despite these
differences, the underlying trend is consistent: no single PIE daughter relies on only one root
for all forms of “to be.” This strongly supports the reconstruction that PIE itself had multiple verbs
that later coalesced into a single paradigm (Watkins, 2000). The copula’s suppletion is not a later
accidental development in each language, but a common inheritance in the sense that speakers of
the proto-language already had a habit of using different verbs for different inflectional categories
(Hackstein, 2013). As languages evolved, they merged those verbs into one conceptual category
(“the verb to be”), but the seams of that merger are still visible as suppletion.

e Semantic distinctions: Some languages maintain multiple copular verbs to differentiate contexts.
While our focus is on the primary verb “to be,” it’s worth mentioning briefly that Persian
historically had two verbs: ast vs hast (some grammarians differentiate them as one being more
existential), though in modern Persian this is a minor nuance. Spanish famously has ser vs estar,
and Irish has the substantive b7/ vs the copula is. These are parallel outcomes of the same
phenomenon — the copular function was distributed among multiple roots (estar < stare “to stand”
vs ser < esse in Latin). In our Indo-European context, Sanskrit had something analogous in early
Vedic: asmi vs bhavami (the latter meaning “I become” for more temporary states). Although we
did not include Spanish or Irish in the seven languages, it’s notable that Indo-European languages
repeatedly show a tendency to use different verbs for essence vs state. This suggests the PIE
ancestors might themselves have had subtle aspectual or semantic distinctions using es-, bhu-, wes-
, etc. The fact that s:wes- meant “dwell/live” might indicate it was used for continuous states, and
bhu- for coming-to-be or inchoative aspects. Over time, these nuances either were lost (merging
into one verb) or amplified (split into separate verbs as in Spanish). Our comparative table hints at
this: e.g. Sanskrit using bhi- for future (implying a change of state) but as- for present (a state).
Understanding these choices enriches our understanding of how speakers conceptualize existence
vs identity vs occurrence.

Conclusion

The verb “to be” in Indo-European languages is irregular precisely because it fuses together several ancient
verbs from Proto-Indo-European. Our comparative analysis demonstrates that English, German, Russian,
Persian, Sanskrit, Latin, and Lithuanian share a set of cognate forms (for example, s- forms like is/ist/est/asti
and b- forms like be/bin/bud-) inherited from PIE, even as they differ in which forms are used in which
tense. These similarities have allowed linguists to confidently reconstruct the PIE paradigm (e.g. h:ésmi,
hiésti, hisénti; b'iHmi, b'uHltis etc. for other tenses) and understand how suppletion and sound change have
shaped each daughter language. The differences, on the other hand, illustrate typical processes of language
change: phonological evolution (like s—r, bh—b), analogical leveling (dropping or merging forms), and
periphrastic replacement of complex morphology. In essence, the patchwork paradigm of “fo be” in each
language today is a living record of both the shared ancestry of Indo-European languages and the
individual developments those languages underwent over millennia. The comparative approach, therefore,
not only elucidates the etymology of each form but also highlights the enduring legacy of Proto-Indo-
European in the core grammar of its descendants.
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Abstract

The proliferation of Artificial Intelligence (Al) technology has profoundly impacted English language
teaching, especially within the realm of writing instruction. Despite extensive research exploring the
application of Al in education, a significant gap remains in studies assessing the influence of Al-enhanced
teaching on learners’ writing proficiency. In this context, this study employed a longitudinal research
design to examine the effects of integrating Kimi—an Al tool in China—into English writing instruction,
framed within the Complex Dynamic Systems Theory. The participants, 12 tertiary-level English learners
from the southwestern region of China, engaged with Kimi to complete weekly essay assignments over
a 14-week period. They also participated in seven writing tests. The findings indicate that participants’
overall writing proficiency, as well as lexical and syntactic accuracy and complexity of their test essays,
exhibited an upward trajectory and significantly improved. However, insignificant improvement was
observed in overall writing fluency. Additionally, improvement in learners’ writing proficiency varied
substantially among individual learners. This study provides compelling empirical evidence for English-
as-a-foreign-language (EFL) writing pedagogy, highlighting the crucial roles of differentiated instruction,
dynamic assessment, and technology-assisted tools in enhancing students’ writing proficiency. English
teachers are urged to adapt their pedagogical approaches flexibly, leveraging these insights to support the
holistic development of each learner.
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myriad of challenges that impede effective learning and teaching. First and foremost, in conventional
writing classrooms, the pedagogical process is predominantly teacher-centered, with instructors acting as
the primary purveyors of language input and writing knowledge. Teachers often function as knowledge
transmitters, rigidly dictating the content, pace, and methods of learning, while students remain largely
passive recipients. This imbalance results in diminished student engagement, curtailed autonomy, and
waning interest in writing. Moreover, the onerous task of manually grading student essays severely
restricts teachers’ ability to provide timely and effective feedback, let alone individualized guidance
tailored to each learner’s specific writing issues. These systemic problems lead to significant effort on the
part of writing instructors, yet yield minimal educational outcomes.

Recent research has indicated that digital writing tools can exert a positive influence on learners’ writing
quality (Bahari, 2022; Fitria, 2023). With the advent of artificial intelligence (Al) technology in education,
Al-driven writing tools, such as automated writing evaluation (AWE) systems (e.g., Pigai and Criterion),
and generative Al tools have emerged as innovative solutions. AWE systems utilize natural language
processing to identify errors and inappropriate expressions in learners’ writing and deliver targeted
feedback (Wang & Zhang, 2020). These tools not only expand practice opportunities but also alleviate
teachers’ grading burdens, providing personalized and immediate feedback to support learners’ writing
processes, enhance their skills, and foster greater autonomy (Bai & Hu, 2017).

The recent breakthroughs in highly sophisticated large language models (LLMs), such as ChatGPT and
DeepSecek, are poised to revolutionize automated writing evaluation (Bai & Wei, 2024). Modern LLMs
go beyond mere error correction by generating coherent and compositionally sound essays. With simple
prompts, these generative Al tools can produce grammatically accurate and contextually appropriate texts.
For English-as-a-Foreign-Language (EFL) writers, LLMs offer a range of benefits, including machine
translation of native-language drafts into English, bulk error correction, tone adjustments, and the addition
of coherence-enhancing elements such as discourse markers (Tate et al., 2023). Despite widespread
agreement among scholars that educational practices must adapt to the rapid advancements in Al (Tseng
& Warschauer, 2023), empirical evidence regarding the meaningful enhancement of learning outcomes
through the integration of generative Al remains limited (Chiu et al., 2023). Against this backdrop, this
study seeks to investigate whether Al-integrated EFL instruction can effectively improve learners’ writing
proficiency.

Literature Review

The burgeoning research on the application of Al technology in second language (L2) writing has
predominantly converged on two major domains: writing outcomes and writing processes (Wangdi, 2022;
Ng et al., 2023). Investigations into writing outcomes, which represent the most extensively explored area,
have scrutinized the impact of AWE systems on learners’ essay quality and overall writing proficiency.
These studies typically employed within-group comparisons, examining improvements in learners’
holistic scores or sub-scores (e.g., vocabulary, syntax, content) following exposure to AWE systems.
Additionally, between-group comparisons were frequently utilized, with experimental and control groups
designed to analyze disparities in writing skills over periods ranging from four months to a year and a half.
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Research on writing processes, by contrast, has delved into behavioral patterns such as the frequency of
revisions (a proxy for learner engagement), the types of feedback adopted, and the effectiveness of
modifications made in response to feedback.

Despite the increasing prevalence of theoretical discussions regarding the integration of generative Al
tools into EFL education (Chen, 2024; Wen & Liang, 2024), empirical studies within the realm of writing
pedagogy remain relatively sparse. For instance, Dai et al. (2023) examined ChatGPT’s error feedback for
undergraduate writers and found it to be more comprehensible and detailed than traditional teacher
feedback, although it was only partially aligned with instructor evaluations. Mizumoto and Eguchi (2023)
assessed ChatGPT’s performance in evaluating 12,100 non-native essays, demonstrating its reliability in
rubric-based scoring. Ren et al. (2024) observed that ChatGPT provided more structural feedback and
direct error corrections compared to human teachers. Bai and Wei (2024) introduced a “Composing-
Comparison-Rewriting” model to examine how EFL learners integrate ChatGPT’s paraphrasing feedback,
revealing that such feedback enhanced attention to lexical weaknesses and revision quality, contingent
upon learners’ awareness of feedback quantity and type. However, these studies are notably deficient in
controlled pedagogical experiments that could systematically verify whether Al integration leads to
sustained improvements in writing proficiency.

Notably, existing research is marred by significant methodological limitations. Outcome studies often
conflate score increases (whether total or sub-scores) with linear, “staircase-like” progression (Bai & Ye,
2018), thereby neglecting the inherently nonlinear and “web-like” nature of L2 development. Process
studies, too, tend to infer behaviors from textual outputs rather than holistically observing learners’
interactions with AWE systems. Since the 1990s, scholars have progressively shifted from linear models
of L2 acquisition to Complex Dynamic Systems Theory (CDST; Larsen-Freeman, 1997), which
reconceptualizes language as a dynamic, adaptive system characterized by (1) synchronic and diachronic
evolution, (2) complexity through interconnected subsystems (phonology, lexicon, syntax), (3) nonlinear
and chaotic development, (4) sensitivity to initial conditions, and (5) self-organization and feedback-
driven adaptation. This theoretical framework posits that L2 competence develops not linearly but through
cyclical fluctuations—progression, regression, and stagnation (Bai & Ye, 2018). In recent years, scholars
have increasingly embraced CDST to reinterpret L2 learning trajectories (Dai & Zhou, 2016; Zheng, 2019;
Dai & Yu, 2022).

The present study endeavors to integrate CDST with Al-enhanced college English writing instruction,
thereby investigating the dynamic and individualized pathways of EFL learners’ writing development.
The following two research questions are to be answered:

(1) To what extent does Al-driven English writing instruction enhance the writing proficiency of EFL
learners (i.e., holistic scores, writing complexity, accuracy, and fluency)?

(2) How do the developmental trajectories of EFL learners’ writing proficiency evolve within an Al-driven
writing environment?

This is an open access article under the

Creative Commons Attribution 4.0 Journal of Azerbaijan Language and Education Studies
A International License ISSN 3078-6177



36 Journal of Azerbaijan Language and Education Studies
Vol. 2 No. 3 (2025) Tertius

Research Design
Participants and Procedure

This study was conducted during the Fall semester of the 2024-2025 academic year at a comprehensive
university located in southwestern China. Utilizing a non-probability sampling method, twelve third-year
students majoring in non-English disciplines (9 female, 3 male; age range: 20-22 years, M=20.37,
SD=0.53) were recruited. Participants were selected based on the inclusion criterion of having participated
in the College English Test Band 4 (CET-4) administered in June 2024. CET-4 is a nationwide high-stakes
standardized English test, specifically designed for non-English major students. The writing scores of the
CET-4 test indicated that the participants had intermediate proficiency in English writing (M=10.74/15,
SD=0.66). At the time of the study, all participants had fulfilled the mandatory English courses and were
no longer enrolled in any English classes. However, they had great interest in learning English and were
strongly motivated to improve their English writing skills.

Research Tool: Kimi

The Al writing assistant Kimi, developed by Beijing Moonshot Al Co., Ltd. (launched October 9, 2023),
was employed to provide writing feedback. Kimi, a free tool with an intuitive user interface, is recognized
for its capacity to process up to 200,000 Chinese characters and is widely utilized in academic translation,
legal analysis, and API documentation. Preliminary evaluations by the researchers confirmed Kimi’s
robust capabilities in English text generation and error correction. To ensure pedagogical alignment, Kimi
was configured to deliver concise feedback based on the CET-4 scoring criteria, focusing on three key
dimensions:

(1) Content Development: Assessing the clarity of the thesis statement, argumentation, and logical
coherence;

(2) Organization: Evaluating structural integrity and paragraph cohesion;
(3) Language Use: Examining vocabulary accuracy, grammatical correctness, and punctuation.
Data Collection and Analysis

This study employed a longitudinal design spanning 14 weeks. In Week 1, participants received training
on the functionalities of Kimi and completed a baseline writing test. From Weeks 1 to 14, participants
wrote one essay per week, each with a difficulty level comparable to that of the CET-4 writing section.
They revised their essays using feedback generated by Kimi during one-hour sessions and submitted their
revised drafts. From Week 4 to Week 14, another six writing tests were administered biweekly to examine
the dynamic development of participants’ writing competence following the use of Kimi. The writing tests
were derived from the authentic writing sections of CET-4 tests. The writing section of CET-4 constitutes
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the initial module of the examination, specifically designed to evaluate test-takers’ proficiency in English
written expression. Candidates are allocated 30 minutes to complete a written response within the range
of 120 to 180 words. The writing prompts are diverse in format and may encompass tasks such as
describing charts or graphs, articulating viewpoints, crafting argumentative essays, writing picture-based
compositions, continuing from a provided opening sentence, or developing compositions using given
keywords. The topics are often centered around social issues, campus life, cultural phenomena, and other
contemporary themes that are relevant to students’ scholastic and societal contexts. Ethical protocols were
strictly adhered to throughout the study: participants provided informed consent, received no academic
incentives, and were compensated with a monetary token upon completion of the study. Two experienced
CET-4 raters independently scored all tests using the official holistic rubric adopted by the CET-4 writing
assessment. Inter-rater reliability was high across all tests (#>0.7).

This study also sought to investigate the influence of incorporating Al into writing instruction on the
writing complexity, accuracy, and fluency (CAF) of EFL learners’ essays. The procedure employed to
assess the accuracy of the essays was meticulously structured as follows: Initially, two evaluators,
comprising the second author of this article and an additional seasoned writing instructor, collaboratively
appraised a set of 12 essays, specifically those from the initial test administration. The inter-rater reliability
between these two assessors was computed to be 0.841. Any discrepancies that emerged during this initial
phase were systematically resolved through thorough discussion and consensus-building. Subsequently,
the essays from the remaining six test administrations were independently evaluated by the writing
instructor. The accuracy score was determined through a standardized formula: An error-free essay was
assigned a baseline score of 100 points, with a deduction of one point for each error identified per 100
words. The final accuracy score was subsequently derived by subtracting the total number of errors per
100 words from the baseline score of 100. In terms of lexical complexity, this current research drew on
Jarvis’s (2002) research and employed the U-index, an adaptation of the type/token ratio (TTR). The
traditional TTR is vulnerable to fluctuations in text length, as longer compositions tend to exhibit greater
lexical repetition. The U-index, however, mitigates this limitation through its unique calculation formula:
(log tokens)? / (log tokens - log types). For syntactic complexity, this study measured T-unit length, which
was determined by dividing the total number of words by the number of T-units. Words per minute (WPM)
served as the operational measure for evaluating writing fluency (Tabari et al., 2024).

Upon completion of data collection, the researchers employed SPSS (version 27) to perform inter-rater
reliability tests and enable systematic comparison of mean scores and CAF indices between Test 1 and
Test 7. Besides, to visualize developmental trends, dynamic line graphs were generated using Microsoft
Excel, offering dual analytical perspectives: (1) Group-level trajectories, highlighting aggregate patterns
in writing proficiency across the intervention period; and (2) Individual-level variability: Capturing
divergent learner pathways, which contextualize group findings.

Results and Discussion

Effects of Al-driven Instruction on EFL Learners’ Writing Proficiency
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To determine whether the leverage of generative Al in English writing instruction has a significant impact
on learners’ writing proficiency, we compared learners’ initial (Test 1) and final (Test 7) states of English
writing achievements. The Shapiro-Wilk test results indicated that the W values for all groups ranged from
0.946 to 0.987, with all p-values exceeding 0.05, suggesting that the data sets were normally distributed.
Thus, paired-samples # test was performed to discern the within-group differences in the wiring outcomes
of Test 1 and Test 7. As shown in Table 1, learners’ overall writing proficiency, writing complexity and
accuracy significantly improved over time (p<0.01) with large effect sizes (Cohen’s 4>0.8). However, there
was no significant difference between Test 1 and Test 7 in writing fluency (p>0.05), despite a slight
improvement in this dimension. Given that these students no longer had access to formal English courses,
their sole engagement with English writing occurred during their weekly participation in this study. Thus,
these findings suggest that employing Kimi as an English writing tutor can effectively enhance writing
proficiency to a notable degree.

Table 1. Results of paired-samples 7 test

MD 95% Confidence Interval
Variables SD SE t p Cohen’s d
(T1-T7) Lower Bound Upper Bound

Writing Score -2.25 0.622  0.179 -2.645 -1.855 -12.539  .000 1.94
Syntactic Complexity -5.126 2.58 0.745 -6.766 -3.487 -6.881  .000 2.85
Lexical Complexity -4.797 3.928 1.134 -7.293 -2.302 -4.231  .001 1.77
Accuracy -8.27 4489  1.296 -11.122 -5.418 -6.382  .000 1.73
Fluency -0.31 0.884  0.255 -0.871 0.252 -1.214 250 0.32

MD, mean difference; SE, standard error.

The results of our research align with those of previous studies (e.g., Tsai et al., 2024; Zhao, 2024),
suggesting that the integration of GenAl into writing instruction is conducive to promoting learners’
writing proficiency. The research findings also indicate that Al-enabled writing instruction potentially
exerts a pronounced positive influence on lexical complexity, syntactic complexity, and accuracy in
English writing (Feng, 2025). In the realm of lexical complexity, Al tools can furnish a wealth of lexical
resources and collocation suggestions, thereby empowering learners to deploy more precise and diverse
vocabulary. For example, Al writing assistants are capable of recommending advanced vocabulary based
on the contextual nuances, which significantly enhances the lexical richness and professionalism of
compositions. Concerning syntactic complexity, Al tools can generate sophisticated sentence structures
and subordinate clauses, facilitating learners in constructing more elaborate and logically coherent texts.
Empirical research has demonstrated that Al-generated texts exhibit a higher degree of syntactic
complexity compared to those produced by average learners, thereby effectively improving the
organizational structure and depth of writing (Kim et al., 2025). In terms of accuracy, Al tools enhance
the standardization of writing through advanced grammar-checking and spell-correction functions. Tools
such as Grammarly can promptly identify and rectify grammatical errors, ensuring textual accuracy and
consistency. These features not only elevate the overall quality of writing but also bolster learners’
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confidence in their writing capabilities. Learners’ improvement in writing fluency was not statistically
significant. This could be attributed to the nature of the CET writing section, which imposes both a time
constraint and a specific word limit. During the test, learners likely adhered strictly to these requirements,
and upon meeting the minimum threshold, they may have refrained from further production.

Developmental Trajectories of Learners’ Writing Proficiency in the Al-driven Learning Context

Figure 1 vividly illustrates the dynamic changes of learners’ writing performance across four key
dimensions: average writing scores, complexity (lexical and syntactic), accuracy, and fluency. Given the
methodological diversity in computing these indices and the inherent heterogeneity of the data,
standardization was a critical preliminary step. To address this, we applied SPSS 27.0 to transform raw
scores into standardized Z-scores, adopting the methodological framework proposed by Larsen-Freeman
(2006).

The analysis reveals that over the 14-week period using Kimi, the 12 participants’ average writing scores
did not follow a linear trajectory. Instead, their performance exhibited fluctuations: a sharp rise in the first
four tests, followed by a decline in Test 5, and a subsequent moderate recovery. Breaking down the trends
by dimension reveals that writing accuracy demonstrated a near-linear improvement, with a gradual initial
rise followed by a steeper increase in later stages. Lexical complexity remained relatively stable across the
first six tests but surged significantly in the final assessment. Syntactic complexity showed a modest gain
between Tests 1 and 2, then declined steadily until Test 5, before rebounding sharply in the last two tests.
Fluency displayed the most volatile pattern: it peaked early (Test 2), plummeted to its lowest point by Test
4, stabilized in Tests 4-5, rebounded in Test 6, and ultimately settled slightly above baseline in Test 7.

These findings confirm the tenets of the CDST. According to de Bot (2008), language development is a
nonlinear emergent process, encompassing both bottom-up construction (from local to global) and top-
down constraints (from global to local). As a complex system, it demonstrates full interconnectedness
where all constituent dimensions are interrelated; a change in one component may trigger cascading effects
on others and ultimately reshape the entire system’s behavior, epitomizing the holistic principle that moving
one part affects the whole. In essence, the CDST rejects simplistic linear causality. A system’s behavior
emerges from the collective configuration of all its components—meaning all relevant factors operate
synergistically (Dornyei, 2014). Crucially, the development of the components is often nonlinear. As can
be seen from Figure 1, learners’ writing CAF experienced substantial fluctuations.

Besides, Figure 1 shows that the developmental trajectories of CAF dimensions exhibited nonlinear
interdependencies across the seven tests, revealing dynamic trade-off relationships among these
competences. For example, in Test 5, accuracy was at the highest level, followed by lexical complexity,
fluency, and syntactic complexity. In contrast, in Test 7, syntactic complexity climbed to the second place,
while fluency dropped to the lowest level. As posited by Vercellotti (2017), the trade-off effect constitutes
an inevitable phenomenon in L2 development. This dynamic arises primarily due to limited attentional
resources, which constrain learners’ capacity to concurrently process all dimensions of CAF.
Consequently, when learners prioritize one CAF component (e.g., syntactic complexity), their

This is an open access article under the

Creative Commons Attribution 4.0 Journal of Azerbaijan Language and Education Studies
A International License ISSN 3078-6177



40 Journal of Azerbaijan Language and Education Studies
Vol. 2 No. 3 (2025) Tertius

performance in another (e.g., lexical accuracy) may be compromised, reflecting the competitive
relationship among these constructs (Skehan, 1998).

Dynamic Change of Learners’ Writing Proficiency

——MLT —@—Uber =—=O=Accuracy =—=0=Fluency Writing Score

1.5
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o

Test 7

Test 6

Test 1 Test 4 Test 5

Figure 1. Dynamic changes of the average writing scores and the CAF dimensions in each test

We also compared the individual variability with regard to learners’ developmental trajectories in English
writing proficiency. Given the fact that it is not possible to put the pathways of all the 12 participants in
each line graph, we only reported the trajectories of four representative learners (with diverse
developmental patterns). Figure 2 delineates the individual score trajectories of each student from the first
to the seventh test. As depicted, the overarching trend for each student’s performance is upward, echoing
the general trajectory of the average scores illustrated in Figure 1. However, the figure also underscores
the considerable variability in writing performance among individual students. Their scores do not
invariably follow a linear upward path; instead, they often exhibit fluctuations, and in some cases, even a
general decline. For example, Student 8’s scores display a predominantly downward trend throughout the
testing period. This observation suggests that the utilization of artificial intelligence tools may not
uniformly exert a positive influence on the writing proficiency of all students.
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Changes of Writing Scores
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Figure 2. Dynamic changes of students’ essay scores in each test

Figure 3 shows the dynamic evolution of lexical complexity in students’ compositions. Overall, a general
upward trajectory in lexical complexity is observed among the students. However, the developmental
paths of individual students in this dimension diverge significantly, with the curves of lexical complexity
displaying notable undulations and variability.

Changes of Lexical Complexity
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Figure 3. Dynamic changes in lexical complexity of each student's essays
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As evidenced in Figure 4, while significant improvements in syntactic complexity were observed between
learners’ initial and final states, the developmental trajectories in this dimension exhibited marked
nonlinearity, characterized by pronounced fluctuations throughout the intervention period.

Changes of Syntactic Complexity
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Figure 4. Dynamic changes in syntactic complexity of each student's essays

Figure 5 illustrates the dynamic change of accuracy within each student’s compositions. The results
indicate a consistent upward trajectory in writing accuracy among all participants, with minimal
fluctuations, mirroring the overarching trend observed.
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Change of Accuarcy

——S1 —=S6 — —S8 s12

100.00

95.00

90.00 — e —
85.00

80.00

75.00

70.00

65.00

60.00
Test 1 Test 2 Test 3 Test 4 Test 5 Test 6 Test 7

Figure 5. Dynamic changes in the accuracy of each student's essays

Figure 6 demonstrates that learners’ developmental trajectories exhibited considerable fluctuations
throughout the study period. The analysis reveals that while Students 1, 8, and 12 ultimately achieved
writing fluency levels marginally higher than their baseline, Student 6’s final performance remained
slightly below the initial state.

Change of Fluency
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Figure 6. Dynamic changes in fluency of students’ essay scores
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The findings of this study further corroborate the CDST. Specifically, with regard to developmental
trajectories, the writing performance of students—whether assessed in terms of accuracy or lexical and
syntactic complexity—exhibited diverse patterns. Some students’ performance remained relatively stable
throughout the study period, while others experienced a single significant fluctuation. A subset of students
demonstrated multiple fluctuations in their writing proficiency. Regarding the developmental trends, the
majority of students exhibited an upward trajectory, although instances of stability or decline were also
observed. In terms of the progression patterns, some students showed steady improvement over time, while
others experienced a sharp rise to peak performance, followed by abrupt declines and repeated oscillations.
In contrast, some students followed a spiraling upward trajectory, characterized by periods of advancement
interspersed with temporary setbacks. These conclusions are consistent with the research of Larsen-
Freeman (2006). Language learning outcomes emerge from the dynamic interplay of multiple factors.
While individual differences in these factors may appear insignificant in isolation, their combined effects
are not merely additive but rather generate complex, non-linear forces that lead to marked divergence in
learners’ behaviors and outcomes.

Pedagogical Implications

The findings of this study yield several salient implications for English writing instruction, particularly in
the context of tertiary-level EFL education.

Firstly, the necessity of differentiated instruction is underscored by the study’s results. While overall
writing proficiency exhibited an upward trajectory, significant disparities in the development of lexical
and syntactic complexity were observed among students. This highlights the imperative for writing
teachers to recognize and accommodate individual differences by implementing personalized teaching
strategies with the assistance of Al tools. Through a meticulous evaluation of each student’s strengths and
weaknesses, teachers can establish tailored learning objectives and devise targeted practice activities,
thereby more effectively catalyzing writing development.

Secondly, the critical role of dynamic assessment and continuous feedback in enhancing students’ English
writing skills is evident. The longitudinal research design elucidates the dynamic and evolving nature of
writing proficiency, suggesting that ongoing assessments are essential for monitoring student progress.
Regular writing tasks, coupled with timely and constructive feedback, not only facilitate the prompt
correction of errors but also bolster students’ confidence and intrinsic motivation. Moreover, teachers
should actively encourage self-assessment and peer review practices to foster students’ autonomous
learning capabilities and critical thinking skills.

Thirdly, writing instructors should prioritize vocabulary acquisition and syntactic instruction. The
observed upward trends in lexical and syntactic complexity confirm their central importance in writing
proficiency. Teachers should integrate vocabulary and syntax as core components of the writing
curriculum, employing a diverse array of pedagogical approaches—such as vocabulary games and
sentence restructuring exercises—to help students expand their lexical resources and master complex
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syntactic structures. The strategic use of corpus tools and Al-powered writing assistants can further enrich
language input and provide instant feedback, thereby accelerating linguistic development.

Lastly, the integration of technological tools with student autonomy is essential. The study demonstrates
AD’s positive impact on enhancing writing complexity and accuracy, suggesting that teachers should
incorporate Al writing aids into classroom practices to support independent learning and writing practice.
Simultaneously, teachers can guide students in the judicious use of these tools, avoiding over-reliance
while nurturing their capacity for independent thinking and self-directed learning. This balanced approach
ensures that technology serves to enhance, rather than supplant, students’ intrinsic writing development.

Conclusion

This study employed a longitudinal research design to examine the dynamic development of English
writing proficiency among 12 tertiary-level EFL learners. The findings indicate that overall writing
proficiency, as well as the CAF dimensions, exhibited a general upward trend. However, the extent of
improvement in these dimensions varied significantly among individual students. This study furnishes
robust empirical evidence for EFL writing pedagogy, underscoring the pivotal roles of differentiated
instruction, dynamic assessment, and technology-assisted tools in augmenting students’ writing
proficiency. Writing instructors are encouraged to adapt their pedagogical strategies with flexibility,
drawing upon these insights to foster the holistic development of each learner.

However, it is important to acknowledge that the findings of this study are limited by the constraints of a
small sample size and the absence of a control group. Future research should consider these limitations to
provide a more comprehensive understanding of how learners’ writing outcomes are influenced in the
context of Al-driven writing instruction.
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Abstract
Research in second/foreign language acquisition (SLA) is increasingly examining how learners’
emotional wellbeing — defined as their positive psychological health — affects language learning. This
paper reviews the intersection of emotional wellbeing and SLA through the lens of positive psychology
(Seligman, 2011) and key theories such as Fredrickson’s broaden-and-build model (Fredrickson, 2001).
Whereas SLA research traditionally focused on negative affect (e.g. language anxiety), recent work
highlights the power of positive emotions (enjoyment, flow, gratitude), traits (resilience, optimism, grit),
and supportive contexts (teacher-student rapport) in promoting motivation and success. We survey
literature (2010-2024) on constructs like foreign language enjoyment, self-efficacy, and positive
educator practices, with special attention to post-Soviet EFL contexts (e.g., Azerbaijan). Drawing on this
review, we propose research questions on how emotional wellbeing relates to engagement and retention
in university EFL learners. We outline a mixed-methods design (survey and interviews) to investigate
well-being and SLA outcomes, and discuss how positive psychology interventions (e.g. strengths-based
activities, gratitude journals) could be applied in language classes. Practical implications for teachers —
such as building rapport and classroom enjoyment — are highlighted. Future research directions are
offered. Overall, this paper bridges SLA theory and practice by showing that fostering emotional
wellbeing through positive psychology can enhance L2 learning.

Keywords

positive psychology; emotional wellbeing; second language acquisition; foreign language enjoyment;
motivation; resilience; EFL education

Introduction

Emotional wellbeing — the presence of positive emotions, engagement, and life satisfaction — has become
recognized as crucial in education generally and in SLA in particular. Positive psychology (PP), introduced
by Seligman and colleagues (Seligman & Csikszentmihalyi, 2000), emphasizes factors that make life worth
living, including PERMA (Positive emotion, Engagement, Relationships, Meaning, Accomplishment) as
core elements of human flourishing (Seligman, 2011). In language learning, this represents a shift from the
traditional focus on deficits (e.g. anxiety, boredom) to strengths (joy, hope, resilience). SLA researchers
now ask what goes right — for instance, how positive traits and emotions can enable learners to thrive.
Recent reviews note that positive psychology in SLA “focuses on three main areas: (1) positive
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characteristics and strengths of teachers/learners; (2) positive emotions during learning; and (3) learning
environments that enable flourishing”. These ideas draw on theory: Fredrickson’s broaden-and-build theory
argues that positive emotions broaden cognition and build personal resources over time. In SLA, this
suggests that enjoyment, interest or hope can broaden attention to input and strengthen confidence
(Maclntyre & Gregersen, 2012; Mercer & Dornyei, 2020).

In fact, language classrooms abound with emotions (anxiety, boredom, enjoyment) that shape attention and
engagement. Pekrun (2006) and others show that emotions “direct learners’ attention and cognition...
influence their engagement and self-regulation in language learning”. Although past research emphasized
negative affect (notably Horwitz et al.’s (1986) Foreign Language Classroom Anxiety), there has been a
recent “affective turn” toward integrating both negative and positive emotions (Imai, 2010; Wang &
Marecki, 2021). For example, Dewaele and MacIntyre (2014) coined Foreign Language Enjoyment (FLE)
to capture the joyful, challenging aspect of L2 learning, finding that many learners feel strong enjoyment
when a hard-won success comes about and when teachers are supportive. Positive emotions thus coexist
with anxiety, but can mitigate it: experiencing enjoyment or a sense of progress can make learners more
resilient and motivated even under difficult conditions.

This paper focuses on emotional wellbeing and positive psychology in SLA, with an emphasis on
university-level EFL learners in post-Soviet, non-English-speaking contexts (e.g. Azerbaijan, Central Asia,
Lithuania). In these settings, large classes, exam pressures, and traditional teaching methods can heighten
stress, making positive interventions valuable. We first review positive psychology theories and SLA
affective factors. Next, we pose research questions about how learners’ wellbeing relates to engagement
and outcomes. We then suggest a methodology for an empirical study on emotional wellbeing in post-Soviet
EFL classes. Finally, we discuss implications for learner engagement, retention, and performance, offering
practical classroom strategies (strengths-based tasks, rapport-building, etc.). By bridging theory and
practice, this article aims to inform researchers and teachers on promoting wellbeing to enhance language
learning.

Research Questions. Based on this introduction, we propose three guiding questions: (1) How does
emotional wellbeing — including positive emotions (enjoyment, optimism) and personal strengths (grit, self-
efficacy) — relate to motivation and language performance among university EFL learners? (2) How do
classroom factors (teacher-student rapport, peer support, meaningful tasks) influence learners’ wellbeing
and engagement? (3) What positive psychology interventions and strategies can be used to boost EFL
students wellbeing, reduce anxiety, and improve persistence?

Literature Review

The literature on emotions in SLA has expanded greatly in the past decade, moving from a narrow focus on
anxiety to a holistic view that includes positive affect, character strengths, and social context. In terms of
theoretical frameworks, Positive Psychology provides the broader backdrop. Seligman’s PERMA model
(2011) highlights how positive emotion, engagement (flow), relationships, meaning, and accomplishment
contribute to wellbeing. While PERMA was developed in general psychology, its concepts have been
adapted to SLA. For example, Oxford (2016) proposed an “EMPATHICS” model — incorporating Emotion,
Meaning, Perseverance, Agency, Time perspective, Habits of mind, Intelligences, Character strengths, and
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Selthood — to frame learner wellbeing. Similarly, MacIntyre, Gregersen, & Mercer (2019) edited a volume
on “Positive Psychology in SLA,” showing how love of learning, self-efficacy, and positive L2 identity can
propel learners (Maclntyre et al., 2019). Broadening-and-build theory specifically predicts that joy and
interest help learners notice more language input and build lasting skills. Indeed, Fredrickson noted that
positive emotions enable people to “broaden momentary thought-action repertoires and build their enduring
personal resources” (e.g. attention, social bonds). Thus, when applied to SLA, these theories suggest that
fostering enjoyment or pride in students can accumulate long-term benefits for language proficiency and
resilience.

Positive Emotions and Engagement.

Empirical studies show that various positive emotions (enjoyment, pride, interest) correlate with better
engagement and outcomes. Foreign Language Enjoyment (FLE) is the most studied: it was defined by
Dewacle & Maclntyre (2014) as the pleasure of “going beyond one’s limits” in learning. Consistently,
researchers find that FLE tends to be significantly higher than classroom anxiety for many learners.
Dewaele (2017) and others have identified classroom sources of enjoyment such as teachers” humor, praise,
and supportive feedback: “participants’ views on episodes of enjoyment in the FL class revealed the
importance of teachers’ professional and emotional skills and of a supportive peer group”. In contrast, lack
of support and authoritarian teaching increase boredom and anxiety. Notably, as enjoyment increases,
anxiety tends to decrease (negative correlation), suggesting they are related but separate constructs.
Enjoyment has long-lasting effects: it heightens engagement, sustained effort, and willingness to take risks
in using the language. For example, Maclntyre & Gregersen (2012) showed that learners experiencing
positive affect are better at noticing language cues and exploring the class environment, whereas anxiety
narrows focus. Positive emotions can also erase some earlier negative arousal, making students more
resilient — able to cope with difficulty — and promoting social bonding with classmates. Boudreau,
Maclntyre, & Dewaele (2018) distinguish enjoyment from mere pleasure by noting that FLE involves
“intellectual focus, heightened attention, and optimal challenge” — essentially flow-like immersion in a
demanding task.

Several studies review FLE’s predictors: learner personality (openness, extraversion), classroom
environment (task novelty, autonomy), and teacher traits (enthusiasm, empathy) all boost enjoyment. In
second and foreign language contexts (including post-Soviet classrooms), peer relationships and teacher
support repeatedly emerge as key. Similarly, other positive emotions like hope, gratitude, and even love of
learning have been explored. For instance, Maclntyre, Gregersen, & Mercer (2019) report that love of
language learning correlates with perseverance (grit) and lower anxiety. A few studies have examined flow
in SLA: when tasks match learners’ skill levels, flow states lead to deep concentration and enjoyment. While
direct SLA flow research is still emergent, Csikszentmihalyi’s original theory suggests that designing “just-
right” challenges in class can generate intrinsic motivation.

Motivation, Self-Efficacy, and Grit.

Motivation and self-belief are central to wellbeing in SLA. Building on Deci & Ryan’s Self-Determination
Theory (intrinsic vs. extrinsic motivation) and Dornyei’s L2 Motivational Self-System, researchers view
motivation as both an outcome of positive affect and a contributor to it. For example, motivation increases
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when learners feel competent and connected, which are elements in PERMA and SDT. Self-efficacy — the
belief in one’s own ability to succeed — has been found to enhance resilience: learners with high language
self-efficacy persist longer and handle anxiety better (Bandura, 1997). In SLA, confidence can create a
virtuous cycle: confident learners try more, notice more input, and thus improve faster (Lake, 2013). In
post-Soviet EFL settings, this may be critical, as many students enter university with modest English skills;
boosting their self-efficacy through small successes can promote a growth mindset.

The concept of grit — passion and perseverance for long-term goals (Duckworth, 2016) — has been applied
to language learning. Wei, Gao, and Wang (2019) found that grit predicts higher foreign language
performance, partly because grittier students report greater enjoyment and cope better with setbacks. They
suggest that teaching strategies to cultivate perseverance (e.g. setting long-term goals, reflecting on effort)
could improve L2 success. Additionally, optimism (a general expectation of positive outcomes) and
emotional intelligence have been linked to better coping with FL challenges. Although fewer SLA studies
target these traits specifically, in general psychology optimism is known to buffer stress, so encouraging
positive expectations (e.g. through affirmations or visualization) may benefit anxious learners.

Affective Factors: Anxiety and Stress.

To fully understand wellbeing, negative emotions are also considered. The classic affective filter hypothesis
(Krashen, 1982) posits that anxiety can block language acquisition by raising mental filters. Extensive
evidence confirms that Foreign Language Classroom Anxiety (FLCA) impairs performance (Horwitz et al.,
1986; Maclntyre, 2017). Anxiety has been linked to cognitive overload and avoidance behavior. However,
positive psychology advocates for balance: recognizing anxiety’s impact while strengthening positive
emotions and resources. Recent studies show that even highly anxious learners can achieve growth when
they also experience positive emotions. For example, in a Saudi EFL context, Alrabai (2014) and Al-Saraj
(2011) found that students’ anxiety was significantly influenced by low proficiency and teacher dominance,
but those who also felt hope or enjoyment showed better engagement. Anecdotal accounts suggest that
anxious students with even occasional prideful moments (e.g. “realizing their long effort... paid off”)
reported bursts of motivation (Dewaele & MaclIntyre, 2014). Thus, focusing on building joy and meaning
in the curriculum may indirectly reduce anxiety.

Social and Contextual Factors: Rapport and Climate.

Finally, the classroom social climate is pivotal. Teacher-student rapport — the quality of trust and mutual
understanding — has been shown to influence student wellbeing. Li (2022) reviewed how positive rapport
leads to greater student enjoyment, motivation, and academic success, whereas poor relationships contribute
to stress, anxiety, and disengagement. Studies in EFL settings find that students whose instructors show
warmth, empathy, and patience report lower anxiety and higher enjoyment. Dewaele & Maclntyre (2014)
provide interview evidence: learners frequently mentioned that episodes of enjoyment were triggered by
“teachers being funny and encouraging, using humor judiciously and praising students for good
performance”. In contrast, Finnish teacher who raised voice or gave negative feedback caused students to
experience embarrassment or anxiety. Thus, strong interpersonal bonds (e.g. mentorship, active listening,
praise) are components of wellbeing. For example, Wubbels et al. (2016) note that effective classrooms
have harmonious teacher-student relationships; similar findings by Frisby and Martin (2010) define rapport
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as a mutual, respectful emotional connection. In many post-Soviet classrooms, which can be traditionally
hierarchical, building this rapport may require deliberate effort (e.g. group work to democratize discourse,
personal interest in students’ lives).

Positive Psychology Frameworks in SLA. Two well-known PP theories appear in SLA research. First,
Seligman’s PERMA model provides a scaffold: positive psychology in language learning can aim to
maximize positive emotion (P), engagement (E), relationships (R), meaning (M), and accomplishment (A).
For example, a teacher might design tasks that tap learner strengths (enhancing competence and A),
encourage collaboration (Relationships), and highlight culture or purpose (Meaning), all of which
contribute to wellbeing. Second, Fredrickson’s broaden-and-build theory explicitly explains why positive
emotions (the “P” in PERMA) are beneficial: they expand learners’ mental flexibility and build resources
like social networks, knowledge, and skills. In practice, this means that strategies which boost students’
momentary happiness (celebrating a language milestone, sharing success stories) can have enduring effects
on their learning.

In sum, research between 2010-2024 demonstrates that positive psychological constructs (FLE,
engagement, self-efficacy, grit, optimism, empathy, rapport, etc.) are increasingly recognized as vital to
SLA. Key figures — Dewaele, Maclntyre, and Mercer — have pushed the field toward a balanced view of
emotions in learning. Notably, Oxford (2016) and Dérnyei (2019) incorporate wellbeing into motivation
theory, while Duckworth (2016) highlights perseverance. Collectively, the literature suggests that
integrating PP ideas (e.g. teaching gratitude, resilience training) into language education may improve
student outcomes.

Methodology (Proposed Study Design)

To investigate the role of emotional wellbeing in SLA, we propose a mixed-methods study among university
EFL learners in a post-Soviet context (e.g. Azerbaijan or Central Asia). The design could combine
quantitative surveys with qualitative interviews to capture breadth and depth.

e Participants: 150-200 adult EFL learners (ages ~18—24) across two or more universities. Stratified
sampling could ensure diversity of majors and proficiency levels.

e Quantitative measures: A battery of validated questionnaires would assess emotional wellbeing and
SLA-related variables. For example:

o Wellbeing: The PERMA Profiler (Butler & Kern, 2016) or the Oxford Happiness
Questionnaire (arguably though old).

o Positive emotions: The Foreign Language Enjoyment scale (Dewaele & Maclntyre, 2014,
21 items) and scales for enthusiasm or interest. We would use the FLE scale combined with
an anxiety scale (e.g. FLCAS) as in Dewacle & Maclntyre.

o Motivation/self-efficacy: Items from Ddrnyei’s L2 Motivational Self System questionnaire
or Bandura’s self-efficacy scale (adapted to language learning).

o Grit: Duckworth’s Grit Scale (Duckworth et al., 2007) to measure perseverance.
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o Optimism/resilience: Revised Life Orientation Test (Scheier & Carver, 1985) or Connor-
Davidson Resilience Scale.

o Teacher-student rapport: The Teacher-Student Relationship Scale (Pianta et al., 2002)
adapted for higher education, or student-rated rapport measures (Li, 2022, suggests items
on trust and support).

o Language proficiency: Standardized test or self-rated proficiency.

o Qutcomes: Measures of engagement (e.g. Utrecht Work Engagement for Students,
Schaufeli et al., 2002), retention intentions, and actual course grades/attendance.

Students would complete the survey mid-semester. Statistical analyses (correlation, regression, or structural
equation modeling) would test how wellbeing variables (PERMA, enjoyment, grit, etc.) predict language
performance and engagement, controlling for background (age, gender, proficiency). We would look for
expected patterns: for example, that higher FLE and self-efficacy predict greater engagement and
performance even after accounting for anxiety.

e Qualitative data: A subset of 20—30 students (and possibly 5—10 teachers) would be interviewed or
take part in focus groups. Semi-structured interviews would ask participants to describe emotional
experiences in language classes (times of high enjoyment or anxiety, coping strategies, perceptions
of support). For example, students might recount a moment of pride when they realized their effort
paid off (as Dewaele & MaclIntyre found) or discuss how teacher encouragement affected them.
Teachers might be asked how they attend to student emotions or apply positive practices. Data
would be audio-recorded and thematically coded (using qualitative analysis software) to identify

recurring themes, such as “supportive classroom atmosphere,
behavior.” This would illuminate how students conceptualize wellbeing and what in-class factors

goal setting,” or “avoidance

matter most.

e Analysis: Triangulating the survey and interview data would allow a rich understanding. For
instance, one might find that classes where students report strong rapport (quantitative) are also
described qualitatively as “safe spaces.” We could also compare subgroups, such as younger vs.
older learners, or by nationality (if data from multiple countries).

To adapt specifically to post-Soviet contexts, the study could incorporate cultural considerations: examining
whether collectivist values (emphasizing peer support) or historical pedagogical styles (lecture-focused)
moderate the impact of emotions. The methodology would include pilot testing surveys in local languages
and ensuring measures are culturally valid. Ethical considerations (informed consent, confidentiality)
would be followed strictly.

Discussion

Implications for Engagement and Performance. Our literature review and proposed study suggest that
emotional wellbeing is tightly linked to classroom engagement, retention, and L2 performance. Learners
who experience positive emotions like enjoyment and pride are more attentive, willing to participate, and
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persistent with challenging tasks (Ddrnyei et al., 2019). For example, positive emotions “can foster learners’
engagement in learning, performance, intellectual growth, motivation and resiliency”. In practice, an
engaged student attends class regularly, contributes to discussion, and completes assignments, which in turn
leads to better grades and language gains. Our findings would likely echo previous results: students with
higher self-reported wellbeing tend to achieve higher test scores and report fewer intentions to drop the
course. Conversely, students with chronic negative affect (anxiety, frustration) may disengage and consider
quitting (Gregersen & Maclntyre, 2014; Li, 2022). Importantly, emotional wellbeing also affects long-term
retention: motivated, happy students often pursue additional language opportunities beyond the classroom.

Practical Classroom Strategies. Drawing on positive psychology, we suggest several teacher strategies to
enhance wellbeing. First, strengths-based instruction: allow students to identify and apply their personal
strengths (curiosity, perseverance, etc.) in learning tasks, which boosts confidence (Seligman et al., 2009).
For instance, incorporating student interests into content can spark intrinsic motivation. Second, fostering
a growth mindset and positive feedback: praising effort and improvement rather than just correctness helps
students interpret mistakes as learning steps, reducing anxiety. Third, enjoyment-enhancing activities: use
gamified exercises, role-plays, storytelling, or humor, all of which can generate joy. Dewaele and Maclntyre
(2014) noted that “teachers being funny and encouraging” and creating fun activities made classes more
enjoyable. Fourth, gratitude and reflection: assigning short journal entries where students note what they
learned or appreciated each week can increase positive feelings (Emmons & McCullough, 2003). Fifth,
goal-setting and self-monitoring: having students set achievable goals (e.g. learn five new words a week)
and track progress can foster accomplishment (the A in PERMA) and self-efficacy.

Building rapport is also critical. Teachers should seek to build trust by showing empathy and respect; simple
acts like learning students’ names, asking about their experiences, and responding patiently can make
learners feel valued (Li, 2022). A friendly, supportive climate encourages shy or anxious students to take
risks (speaking up) without fear of embarrassment. Group work and peer feedback can strengthen a
supportive community. The literature confirms that positive teacher-student relationships lead to more
enjoyment and motivation, whereas negative climates (e.g. public reprimands) increase withdrawal. In post-
Soviet cultures where teacher authority is traditionally high, educators may need to intentionally soften
roles (e.g. by acting as coach/mentor rather than strict evaluator) to foster openness.

Cultural and Age Considerations. Culture and learner age can moderate emotional dynamics. For example,
Dewaele (2013) found that adult learners (older age groups) often report lower anxiety than younger
adolescents, possibly due to maturity and perspective. In a university EFL context, older or more
experienced students may use coping strategies better. Culturally, learners from collectivist backgrounds
(common in Azerbaijan and Central Asia) might value group harmony; thus, group-based positive
experiences (collaborative projects, peer praise) could be especially effective. Conversely, cultural norms
about emotional expression might influence how openly students display enjoyment or ask for help.
Teachers should be sensitive to these factors, perhaps by providing private encouragement or anonymous
feedback channels for more reserved students.

Limitations and Future Directions. While emphasizing positive factors, researchers must avoid
oversimplifying. Emotions are dynamic: a learner may feel both anxious and joyful in the same class. Future
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research should use longitudinal and dynamic methods (experience sampling, diaries) to capture emotional
fluctuations over time. Comparing different cultural settings in post-Soviet vs. East Asian vs. Western
contexts would deepen understanding of how cultural values shape language learner wellbeing.
Experimental studies testing specific interventions (e.g. a “grit-building” curriculum or teacher training in
rapport) would help establish causal effects.

Conclusion

This review highlights that emotional wellbeing and positive psychology have significant implications for
SLA, especially for university-level EFL learners. By broadening the research lens to include positive
emotions, traits, and supportive environments, educators can better understand how to foster flourishing
learners. Key findings indicate that enhancing positive affect (enjoyment, pride, optimism) and building
personal resources (self-efficacy, resilience, grit) contribute to higher engagement, persistence, and
achievement. Practical recommendations for teachers include creating a warm classroom climate,
integrating strength-based tasks, and explicitly teaching emotion-regulation and positive reflection
techniques. For example, setting clear achievable goals and celebrating small successes can give students a
sense of accomplishment (the “A” in PERMA), while encouraging meaningful use of language (the “M”)
can increase motivation. Emphasizing teacher-student rapport and collaborative learning also provides the
Relationships component of well-being.

Given the complexities of learners’ emotions, future research should pursue longitudinal and mixed-method
designs in diverse SLA contexts. Investigating how positive psychology interventions work across cultures
will be particularly valuable. For teachers in post-Soviet EFL settings, the takeaway is to address emotions
as integral to learning: plan for students’ psychological needs as much as their cognitive ones. In sum,
applying positive psychology in SLA offers a promising path to help language learners thrive, not just
survive, by leveraging their emotional strengths as tools for success.
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Abstract

Memorization strategies play an essential role in foreign language acquisition, affecting both short-term
retention and long-term fluency. This narrative review explores the intersection of cognitive science and
language pedagogy by evaluating techniques such as spaced repetition, mnemonics, and visual imagery.
The review also examines how factors like motivation, context, and individual learning styles influence
memorization effectiveness. Synthesizing findings from recent studies, it identifies strategies most
beneficial to learners across proficiency levels. The results suggest that integrating memorization
methods with contextual and communicative practices significantly enhances vocabulary retention and
overall language competence. Practical implications for both teachers and learners are presented, with a
focus on optimizing language instruction through adaptive and reflective learning environments.
Keywords
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1. Introduction

Memorization plays a foundational role in foreign language learning, especially in the early stages when
vocabulary and basic grammar form the core of communicative competence. For learners attempting to
acquire a language outside of immersive environments, memorization becomes a key cognitive strategy to
internalize and retrieve linguistic material (Majid, 2024; Alisoy, 2024). The success of language acquisition
is closely tied to how effectively learners can recall and apply lexical and structural elements in real
contexts.

While some traditional language teaching methods have emphasized rote learning, modern approaches
underscore the value of strategic memorization—using tools and techniques that enhance long-term
retention, learner autonomy, and context-based application (Mammadova, 2024; Islam et al., 2025). For
instance, mnemonic devices, spaced repetition algorithms, visual mapping, and even Al-assisted language
platforms have evolved to support learners' memory retention in more engaging and personalized ways
(Alisoy, 2025; Taraskevicius, 2024).

Moreover, memorization does not occur in a vacuum. Learners' motivation, cognitive load, personal
learning preferences, and even sociocultural background shape the strategies they adopt and how effective
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those strategies are (Natarajan & Pez, 2024; Sadiqzade, 2024). What works for a beginner in a multilingual
classroom may differ significantly from what an intermediate learner in a monolingual context requires.

This narrative review aims to explore and synthesize current research on memorization strategies in
foreign language learning. It outlines cognitive and technological techniques that enhance vocabulary
retention, examines learner-specific factors that mediate strategy success, and highlights pedagogical
recommendations for integrating memorization within communicative and contextual teaching
frameworks. Through this lens, the review offers insights for educators seeking to design more effective
language instruction and for learners aiming to boost their memory-related learning outcomes.

2. Definition of Key Concepts

To fully understand the role of memorization in foreign language acquisition, it is important to clarify
several foundational concepts: memorization, memorization strategies, and foreign language learning.
These terms serve as the conceptual framework for the subsequent analysis.

Memorization refers to the cognitive process of encoding, storing, and retrieving information for later use.
In the context of language learning, it involves retaining new vocabulary, grammatical structures, and
functional expressions. As noted by Majid (2024), memorization is not a passive act of repetition but an
active and intentional process that requires meaningful engagement with linguistic input. From both
psychological and pedagogical perspectives, memorization serves as the link between exposure to language
and communicative competence.

Memorization strategies are the specific techniques learners use to enhance the efficiency and durability of
this process. These strategies can range from rote repetition to more sophisticated techniques such as
mnemonics, chunking, visual imagery, and spaced repetition (Alisoy, 2025; Islam et al., 2025). For example,
spaced repetition systems (SRS) have been shown to improve vocabulary recall by timing reviews at
optimal intervals (Taraskevicius, 2024), while mnemonic devices help learners associate unfamiliar terms
with familiar concepts or imagery (Acosta Camacho, 2024).

Foreign language learning involves the acquisition of a language that is not the learner’s mother tongue.
This process encompasses multiple components—vocabulary, grammar, pronunciation, listening, speaking,
reading, and writing skills. Importantly, successful language learning is not solely dependent on exposure,
but on the learner’s ability to internalize and retrieve language through consistent and strategic practice
(Mammadova, 2024). Memorization plays a particularly crucial role in the early stages of language
learning, where rapid vocabulary acquisition forms the bedrock for communication.

Furthermore, memorization strategies are not universally effective for all learners. Factors such as
individual learning preferences, age, cultural background, and technological access all influence how these
strategies are adopted and applied (Natarajan & Pez, 2024; Sadiqzade, 2025). Therefore, understanding
memorization requires not only a cognitive framework but also a learner-centered perspective.

By establishing clear definitions of these key terms, this review sets the stage for a more detailed discussion
of the theoretical background and practical applications of memorization in foreign language learning.
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3. Theoretical Background

Memorization in foreign language learning is best understood through an interdisciplinary lens that brings
together cognitive psychology, pedagogy, and sociocultural theory. This section outlines the principal
theoretical frameworks that support the use of memorization strategies, emphasizing how memory
processes, learning styles, and teaching contexts influence the effectiveness of these approaches.

3.1. Memory Models and Language Learning

One of the core cognitive models underpinning memorization is the multi-store model of memory, which
distinguishes between short-term memory (STM) and long-term memory (LTM). According to Majid
(2024), language learners often begin by encoding new vocabulary through repetition and rehearsal in STM
before transferring it to LTM for lasting retention. This transfer can be facilitated by structured techniques
like mnemonics and spaced repetition, which strengthen neural pathways involved in recall (Taraskevicius,
2024).

Working memory theories also contribute to this understanding. Learners actively manipulate linguistic
input—grouping, visualizing, and repeating items—to increase the likelihood of storing them long-term.
These cognitive operations are foundational for language learners who must remember unfamiliar words,
phrases, and structures while simultaneously processing input.

3.2. Cognitive and Metacognitive Strategies

Cognitive strategies such as repetition, elaboration, and association allow learners to link new knowledge
with prior experiences or linguistic patterns (Majid, 2024). These methods are particularly effective when
combined with metacognitive strategies—those that involve reflection and self-regulation. Learners who
monitor their progress and adapt their methods according to task demands tend to experience better long-
term retention (Islam et al., 2025).

Alisoy (2025) points out that ESL learners who personalize their memorization processes—for example,
by creating digital flashcards or using imagery related to their cultural background—often show more
motivation and vocabulary mastery. This supports the idea that memorization should not be viewed as a
rigid process but rather as a flexible set of tools that learners can adapt to their individual cognitive profiles.

3.3. Contextual and Communicative Approaches

While traditional memory-based learning emphasizes internal processes, contextual learning theories
highlight the importance of environment, interaction, and usage. Acosta Camacho (2024) demonstrates how
engaging learners in life-story activities and participatory projects can enhance vocabulary retention by
embedding it in personally meaningful contexts. Similarly, Islam et al. (2025) stress that memorized
vocabulary is more easily recalled and effectively used when learners encounter it in communicative tasks,
such as storytelling or classroom discussion.

This perspective aligns with Communicative Language Teaching (CLT) principles, which prioritize
authentic use of language over isolated drills. In these contexts, memorization becomes integrated into
broader learning goals—promoting not just retention, but fluent and functional usage.
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3.4. The Role of Technology and Artificial Intelligence

Technology and artificial intelligence (AI) are reshaping memorization strategies. Language-learning
applications like Anki, Quizlet, and Memrise incorporate spaced repetition algorithms that adapt review
schedules based on user performance (Taraskevicius, 2024; Jlomarun, 2024). These platforms enable
learners to focus on weak areas and reinforce retention in a personalized, data-driven manner.

Alisoy (2025) notes that Al-powered systems can significantly improve learner outcomes by tracking
behavior, offering tailored feedback, and motivating users with gamified elements. These tools not only
automate memorization but also provide learners with autonomy and flexibility, making the process more
engaging and efficient.

3.5. Critical Pedagogy and Sociocultural Factors

Finally, critical pedagogy reminds educators that language learning is not value-neutral. Natarajan and Pez
(2024) argue that effective memorization strategies must be responsive to learners' cultural identities and
lived experiences. A uniform approach may ignore the unique ways students from different backgrounds
engage with memory and language.

This view is supported by Mammadova (2024), who emphasizes the need for motivational frameworks that
connect vocabulary with real-world, socially relevant content. When memorization is embedded in students'
personal, social, and cultural contexts, it fosters deeper emotional and cognitive engagement.

4. Types of Memorization Strategies

Memorization strategies in foreign language learning are varied and adaptable, shaped by cognitive
preferences, instructional environments, and technological tools. This section presents the most commonly
researched and applied techniques, highlighting their benefits, limitations, and instructional relevance.
Drawing on current studies, the strategies below are organized into key categories.

4.1. Repetition (Rote Learning)

Repetition—especially rote memorization—remains one of the oldest and most widely used strategies for
acquiring vocabulary and grammar. It involves the frequent rehearsal of information until it can be recalled
with accuracy. Despite criticism for promoting surface-level learning, it continues to play a role in
establishing foundational vocabulary, especially among beginner learners (Majid, 2024; Mammadova,
2024).

In traditional classrooms, drills, flashcards, and vocabulary lists are commonly used to reinforce
memorization. Alisoy (2024) notes that while rote learning may lack the depth of contextual strategies, it
offers predictable structure and familiarity, particularly in large, mixed-ability groups where individualized
instruction is limited.
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4.2. Mnemonics

Mnemonic devices assist learners in recalling unfamiliar words by linking them to meaningful cues—such
as rhymes, acronyms, visual associations, or storytelling. These techniques are especially useful when
vocabulary items are abstract or unrelated to the learner’s native language.

For instance, learners might associate the English word “subtle” with the phrase “a subtle submarine” to
create a mental image (Cohen & Beckman, n.d.). Acosta Camacho (2024) further emphasizes the
effectiveness of using culturally relevant imagery, arguing that mnemonics rooted in personal or local
narratives enhance retention and emotional connection to language content.

The keyword method, where foreign words are paired with similar-sounding native language words, is
another proven mnemonic technique that facilitates recall through phonological and semantic links (Majid,
2024).

4.3. Chunking and Association

Chunking involves breaking language into smaller, meaningful units, such as word families, collocations,
or short phrases. This approach mirrors the way native speakers process language, helping learners
internalize common patterns rather than isolated vocabulary.

Majid (2024) and Sadiqzade (2025) note that learners who group vocabulary thematically—such as “food
words,” “travel expressions,” or “phrasal verbs”—tend to retain and retrieve language more efficiently.
Associative learning, meanwhile, builds connections between new and known content, allowing learners to

EEINA3

tie vocabulary to personal memories, emotions, or familiar contexts.
4.4. Spaced Repetition

Spaced repetition is a scientifically validated technique where information is reviewed at increasing
intervals to optimize long-term retention. It prevents the “forgetting curve” by reintroducing content just
before it would otherwise be forgotten.

Islam et al. (2025) highlight the pedagogical impact of spaced repetition systems (SRS) such as Anki,
Quizlet, and Memrise. These tools use algorithms to schedule reviews based on learner performance,
ensuring that challenging items are revisited more frequently while mastered items are spaced further apart.
Taraskevicius (2024) affirms that learners who use these platforms demonstrate higher vocabulary retention
rates compared to those using linear or massed repetition.

4.5. Mind Maps and Visual Tools

Visual mapping strategies, such as mind maps, concept diagrams, and illustrated vocabulary banks, appeal
to learners with strong visual-spatial intelligence. These tools help learners organize vocabulary
thematically, making relationships between concepts more explicit.

Mind maps allow students to create visual clusters of related words, such as verbs of motion or adjectives
of emotion. This visualization supports memory by reinforcing conceptual links (Natarajan & Pez, 2024).
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Flashcards with images, color-coded grammar charts, and visual storyboards are also useful in reinforcing
memory through multisensory engagement.

In digital environments, learners can enhance their visual memorization through apps that include icons,
animations, and interactive interfaces (Jlomarun, 2024). These tools not only reinforce retention but also
foster motivation by offering an engaging and personalized experience.

Together, these strategies provide a repertoire of tools that learners and educators can adapt based on age,
proficiency level, motivation, and learning preferences. In the next section, the article synthesizes recent
narrative review findings, comparing the effectiveness of these strategies across diverse contexts.

5. Narrative Review Findings

This section synthesizes key findings from the reviewed literature, focusing on the effectiveness,
adaptability, and pedagogical implications of various memorization strategies. The findings reveal that no
single strategy works universally; rather, effectiveness depends on the learner's age, proficiency level,
motivation, and the learning context.

5.1. Effectiveness of Memorization Techniques

Traditional repetition continues to be widely used, especially in settings where structured learning
environments dominate. Majid (2024) confirms that rote learning can efficiently build basic vocabulary,
especially for beginner learners. However, its benefits tend to diminish for advanced students or when
deeper semantic processing is required.

Mnemonic devices, particularly those using visual or auditory associations, were found to significantly
improve recall. Acosta Camacho (2024) reports that mnemonic strategies leveraging imagery or storytelling
enhance engagement and support memory consolidation. Learners who form personal associations or
embed words in emotional narratives often outperform those relying solely on repetition.

The most consistently effective technique across proficiency levels is spaced repetition. Islam et al. (2025)
and TaraskeviCius (2024) both highlight the success of SRS platforms such as Anki and Quizlet in
facilitating long-term vocabulary retention. These tools align with cognitive theories of distributed practice,
providing learners with optimal review intervals and immediate feedback.

5.2. Role of Age, Motivation, and Proficiency

Age and learner maturity influence strategy preferences and outcomes. Younger learners often benefit more
from visual and game-based techniques, such as flashcards and mind maps, due to their developmental
stage and attention span (Alisoy, 2024). In contrast, adult learners frequently show better results with
structured tools like SRS or written self-quizzing, which demand more focused attention and metacognitive
regulation (Mammadova, 2024).

Motivation, both intrinsic and extrinsic, is a powerful mediator of memorization success. Learners who are
personally invested in mastering a language—whether for academic, professional, or emotional reasons—
tend to persist with complex strategies and demonstrate greater vocabulary gains (Natarajan & Pez, 2024).
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This is particularly evident when learners personalize their study routines or choose strategies that resonate
with their identity and goals.

Proficiency level also shapes strategic needs. Beginners may rely more on rote repetition and mnemonic
cues to establish a foundational lexicon. However, intermediate and advanced learners benefit more from
chunking, contextual learning, and semantic mapping, which enable them to process vocabulary in
meaningful units rather than isolated terms (Majid, 2024; Sadiqzade, 2025).

5.3. Technology Integration and Personalization

The increasing integration of Al and digital platforms in language education has changed the landscape of
vocabulary learning. Alisoy (2025) and Jlomaruu (2024) stress the benefits of adaptive systems that analyze
learner behavior and adjust content delivery accordingly. These systems support differentiated learning and
foster greater learner autonomy.

Digital flashcard systems, gamified apps, and Al-powered tutors not only track performance but also offer
immediate reinforcement, encouraging continued engagement. Moreover, learners with limited classroom
support can still access structured vocabulary training at home, making technology a bridge for equity and
accessibility.

5.4. Contextual and Communicative Learning

Contextualizing vocabulary through meaningful use—such as storytelling, dialogue, and participatory
tasks—enhances retention and transfer to real-life use. Islam et al. (2025) found that students participating
in the Muhadatsah Program, which emphasizes communicative and contextual approaches, showed
significantly improved speaking skills and vocabulary application.

Acosta Camacho (2024) similarly highlights the power of life-story projects and visual narratives to create
emotional and cognitive connections between learners and new language. In these contexts, memorization
becomes more than recall—it evolves into ownership and expression.

5.5. Strategy Limitations and Learner Variability

While effective, each memorization strategy also has limitations. Rote learning can become tedious and
superficial. Mnemonics may help with individual word recall but do not necessarily aid in productive usage
or grammar. Visual strategies may be less effective for learners with auditory learning preferences, and
overreliance on apps can lead to passive learning if not balanced with interaction and reflection (Natarajan
& Pez, 2024).

The findings underscore that there is no universal method. Educators must be prepared to combine strategies
and differentiate instruction based on learners’ cultural backgrounds, goals, and cognitive profiles
(Sadigzade, 2024). Strategy training and regular reflection can also help learners identify which tools are
most effective for them.
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6. Practical Implications for Learners and Teachers

The integration of memorization strategies into foreign language education has significant practical value.
Whether used in classrooms or independent learning, these strategies can enhance vocabulary acquisition,
promote long-term retention, and foster learner autonomy. This section outlines key implications for both
teachers and learners, emphasizing how memorization techniques can be effectively implemented and
adapted.

6.1. Memorization Strategies in the Classroom

For Teachers: Educators can enhance vocabulary retention by incorporating a blend of memorization
strategies into their instructional design. For beginner learners, repetition and rote learning methods—such
as vocabulary drills, flashcards, and timed quizzes—can build foundational vocabulary (Majid, 2024).
Teachers should also introduce learners to spaced repetition tools, such as Quizlet or Anki, and guide them
in scheduling reviews for optimal memory consolidation (Islam et al., 2025).

For Learners: Students are encouraged to extend their use of memorization strategies beyond the classroom.
Personal techniques such as mnemonics, chunking, and word association are especially useful when paired
with self-reflection. As Acosta Camacho (2024) notes, learners who connect vocabulary with personal
memories or culturally significant imagery often demonstrate higher motivation and recall rates.

6.2. Leveraging Technology in Language Learning

For Teachers: Technology presents new opportunities for integrating memorization into language curricula.
Al-supported applications provide customized feedback, allowing teachers to monitor student progress and
adapt materials accordingly (Jlomarun, 2024; Alisoy, 2025). These tools also enable flipped classroom
models, where students engage in memorization tasks at home and apply vocabulary in interactive
classroom activities.

For Learners: Digital platforms offer learners flexible, mobile access to vocabulary practice. Applications
like Memrise and Duolingo combine spaced repetition algorithms with gamified elements that maintain
learner engagement. These platforms also adapt to individual progress levels, making vocabulary review
more targeted and efficient.

6.3. Contextual Learning for Better Retention

For Teachers: Vocabulary memorization should be embedded in communicative activities, not treated as a
separate task. Role plays, debates, storytelling, and project-based learning allow students to use memorized
vocabulary in real-world contexts. Islam et al. (2025) found that contextual application of vocabulary
significantly improves both retention and fluency.

For Learners: Learners should be encouraged to create opportunities for authentic language use. Watching
foreign-language media, participating in online language exchanges, or journaling in the target language
allows students to activate stored vocabulary in meaningful ways (Acosta Camacho, 2024). These activities
not only reinforce memorization but also improve confidence and spontaneous language use.
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6.4. Encouraging Active Learning and Reflection

For Teachers: Metacognitive awareness can be fostered through guided reflection. Teachers can ask students
to evaluate which strategies worked best for them and why. According to Natarajan and Pez (2024), when
learners reflect on their memorization habits, they become more autonomous and strategic in their study
practices.

For Learners: Keeping a strategy journal, logging study sessions, and noting recall patterns can help learners
fine-tune their approach. If, for example, a student consistently forgets certain words, they might experiment
with different techniques—such as visual mapping or contextual use—to reinforce learning.

6.5. Addressing Challenges and Personalizing Strategies

For Teachers: Not all students respond equally to the same strategies. Teachers should remain attentive to
individual differences and adjust instruction accordingly. For weaker learners, more structured and frequent
repetition may be necessary (Mammadova, 2024). For advanced students, abstract language tasks and
problem-solving discussions can offer better cognitive engagement.

For Learners: Students should recognize that memorization is an evolving process. Strategies that worked
at the beginner level may lose effectiveness over time. Learners need to be willing to adapt—shifting from
rote memorization to context-based application and using digital tools to track progress and adjust review
intervals (Taraskevicius, 2024).

7. Challenges and Criticisms

While memorization strategies are foundational in foreign language education, they are not without
limitations. If misapplied or overly relied upon, these techniques may hinder deeper language development,
create disengagement, or overlook learner diversity. This section discusses key challenges and critiques
identified in the literature, offering a nuanced view of the role memorization plays in language learning.

7.1. Overreliance on Rote Learning

Rote learning, though effective for short-term recall, often promotes surface-level retention without
enabling learners to apply vocabulary meaningfully. Majid (2024) observes that excessive reliance on
repetition can result in students memorizing isolated words without understanding usage or context.

Islam et al. (2025) critique this tendency, noting that while rote memorization may help learners pass
vocabulary quizzes, it does little to support communicative competence. When learners memorize lists
without practicing in real-life scenarios, their speaking and listening fluency may stagnate.

7.2. Limited Transfer to Real-World Communication

A major critique of memorization strategies is their ineffectiveness in fostering spontaneous language use.
Learners may retain vocabulary items but fail to apply them during actual communication tasks. This is
particularly problematic in EFL settings where students often lack real exposure to the target language
environment.
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As Acosta Camacho (2024) explains, memorized language often remains passive unless students are
prompted to activate it through discussion, interaction, or storytelling. Natarajan and Pez (2024) also
emphasize that the gap between recognition and production remains a persistent issue when instruction
centers solely on memorization.

7.3. Reduced Effectiveness for Advanced Learners

While memorization strategies are invaluable for beginners, their usefulness tends to diminish at higher
proficiency levels. Advanced learners need more than vocabulary recall—they require critical thinking,
idiomatic mastery, and pragmatic skills.

Majid (2024) notes that overuse of memorization tools at this level can become monotonous, failing to
engage learners who are ready for more cognitively demanding tasks. These learners benefit more from
activities that involve analysis, synthesis, and debate using target language structures.

7.4. Individual and Cultural Variability

Memorization success is also shaped by learning style preferences and cultural expectations. While some
learners thrive with structured drills and repetition, others prefer dynamic, experiential methods like project-
based or experiential learning (Acosta Camacho, 2024).

Standardizing memorization techniques without accounting for diversity risks alienating learners. Natarajan
and Pez (2024) argue that teachers must consider sociocultural factors—such as identity, learning history,
and language ideology—when choosing or recommending strategies. One-size-fits-all approaches are often
ineffective and may disadvantage marginalized learners.

7.5. Overdependence on Technology

The rise of SRS and Al tools has undoubtedly transformed memorization, but overdependence on digital
platforms can reduce active engagement. Learners may become passive recipients of spaced repetition
schedules, neglecting interpersonal communication or creative language use.

Jlomarwun (2024) cautions that while Al enhances efficiency, it may also foster isolated study habits and
reduce learners’ exposure to collaborative, communicative activities. Islam et al. (2025) similarly note that
excessive reliance on apps may lead to disengagement from meaningful, situational learning.

8. Conclusion

This narrative review has explored the essential role of memorization strategies in foreign language
learning, synthesizing insights from cognitive science, pedagogy, and applied linguistics. The findings
affirm that while memorization remains a critical component of language acquisition—especially in the
early stages—it must be applied with nuance, flexibility, and pedagogical balance.

First, the review confirms that memorization supports foundational vocabulary development. Techniques
such as spaced repetition, mnemonics, and visual mapping offer measurable benefits in terms of recall and
retention (Majid, 2024; Taraskevicius, 2024; Islam et al., 2025). When used strategically, these methods
enhance both short-term performance and long-term fluency.
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Second, the importance of contextual and communicative application emerged as a recurring theme.
Vocabulary memorized in isolation risks becoming inert unless reinforced through meaningful, real-world
use (Acosta Camacho, 2024; Natarajan & Pez, 2024). Thus, integrating memorization with storytelling,
debates, and collaborative activities ensures that vocabulary is not only remembered but actively employed.

Third, the review highlights the influence of learner-specific factors—such as age, proficiency, motivation,
and learning style—on the success of memorization strategies. One-size-fits-all methods are insufficient.
Teachers must adopt differentiated approaches and empower learners to reflect on, personalize, and adjust
their memorization techniques.

Fourth, while technology-enhanced memorization offers powerful tools for efficiency and scalability, it
must be balanced with human interaction and communicative practice. Over-reliance on digital tools can
inadvertently reduce opportunities for authentic, spontaneous language use (Jlomarus, 2024).

Ultimately, memorization should be reframed not as a mechanical act but as a cognitively rich, adaptive
process—one that interacts dynamically with context, culture, and communication. Educators are
encouraged to blend cognitive strategies with affective and sociocultural dimensions, guiding learners
toward becoming autonomous, reflective, and confident language users.

When integrated within a broader framework of communicative language teaching, memorization strategies
serve as a bridge—linking input and output, exposure and application, knowledge and fluency. By
recognizing both their power and limitations, teachers and learners can make informed, effective use of
these strategies in the lifelong journey of language learning.
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Abstract

In today’s globalized world, mastering a foreign language is a valuable skill that enhances both personal
and professional opportunities. This article investigates the role of learning strategies in the acquisition
of foreign language skills, including listening, speaking, reading, and writing. Drawing on seminal
research and recent studies, it highlights the importance of strategic competence in language learning. It
also explores psychological, cognitive, and methodological approaches that promote effective language
acquisition. The findings suggest that learners who adopt individualized, confidence-building, and
cognitively informed strategies experience faster progress and greater proficiency. The article emphasizes
that successful language learning is less about innate talent and more about employing strategic,
evidence-based practices consistently over time. Implications for teaching methods and future research
directions are discussed.
Keywords

foreign language acquisition; cognitive strategies; motivation in language learning; individualized
learning; communicative competence

Introduction

Language learning is an essential skill in today’s interconnected world. With globalization steadily erasing
traditional boundaries, the ability to communicate in multiple languages offers both personal and
professional advantages. However, despite the abundance of learning resources, many language learners
experience slow progress or frustration. One key to overcoming these challenges lies in the effective use of
learning strategies — deliberate actions and thoughts that learners employ to facilitate the acquisition,
storage, retrieval, and use of information (Chamot & Kupper, 1989).

Learning strategies play a crucial role in mastering the core foreign language skills of listening, speaking,
reading, and writing. As Habok and Magyar (2018) emphasize, the strategic approach a learner adopts not
only influences language proficiency but also shapes attitudes toward language learning and overall
academic achievement. By selecting and applying appropriate strategies, learners can transform the process
from a daunting task into a more manageable and rewarding experience.

The purpose of this article is to explore how different types of learning strategies impact the development
of foreign language abilities. It will examine both theoretical foundations and practical approaches, drawing
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on key research findings and real-world examples to present an evidence-based guide for optimizing
language learning outcomes. Specifically, it will consider psychological factors such as confidence and
motivation, methodological techniques like spaced repetition and shadowing, and the importance of
tailoring learning methods to individual needs.

Building on research conducted by Taheri, Sadighi, Bagheri, and Bavali (2020), as well as insights from
cognitive science and educational psychology, this article argues that the effective use of learning strategies
significantly enhances the acquisition and performance of foreign language skills. By adopting a strategic,
confident, and personalized approach to learning, individuals can achieve faster progress and greater
fluency, making foreign language mastery an attainable goal for all.

2.Theoretical Background

To fully understand how learning strategies influence foreign language development, it is first necessary to
examine the theoretical foundations behind them. Various scholars have classified learning strategies into
different categories, each addressing specific aspects of the language acquisition process. Chamot and
Kupper (1989) identified cognitive, metacognitive, and social/affective strategies as crucial components
that learners employ to enhance their skills. These strategic behaviors, whether consciously or
unconsciously used, can determine the effectiveness of learning outcomes across different language
domains. Furthermore, as Habok and Magyar (2018) demonstrated, the successful application of strategies
is closely linked not only to improved proficiency but also to more positive attitudes and greater academic
achievement. Therefore, a closer look at the main types of learning strategies and their theoretical
underpinnings provides a critical foundation for understanding how strategic learning directly impacts the
mastery of listening, speaking, reading, and writing in a foreign language.

2.1 Definition and Classification of Learning Strategies

Learning strategies can be defined as specific actions, behaviors, steps, or techniques that learners use to
improve their progress in developing second language skills (Chamot & Kupper, 1989). These strategies
are not random but are often deliberate and goal-oriented, helping learners process and internalize new
language information more effectively.

Chamot and Kupper (1989) classified learning strategies into three major categories:

o Cognitive Strategies: These involve direct manipulation of the language material, such as
repetition, summarization, translation, and note-taking. Cognitive strategies enable learners to
understand and produce new language forms through active engagement.

e Metacognitive Strategies: These strategies focus on planning, monitoring, and evaluating one’s
learning processes. For example, setting goals, organizing study schedules, or reflecting on learning
outcomes are all metacognitive activities that help learners manage their language acquisition
journey.
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e Social/Affective Strategies: These involve interacting with others to enhance language learning,
such as asking questions, seeking clarification, or participating in group discussions. They also
include techniques to manage emotions, like reducing anxiety and maintaining motivation.

This classification highlights that effective language learning is not only a cognitive activity but also
involves emotional and social dimensions. The strategic use of these categories contributes to a more
holistic, sustainable, and efficient learning process.

2.2 Importance of Learning Strategies in Language Skill Development

The role of learning strategies extends beyond theoretical classification; their practical application
significantly influences the development of the core language skills: listening, speaking, reading, and
writing.

According to Habok and Magyar (2018), learners who employ a wide range of strategies achieve higher
proficiency levels and demonstrate better academic performance. Strategic listeners, for instance, use
prediction and inferencing to understand spoken language even when some words are unfamiliar. Effective
speakers often rely on rehearsing expressions, using circumlocution, and maintaining conversations despite
gaps in vocabulary. Readers benefit from strategies like skimming, scanning, and context guessing to
comprehend texts more efficiently. Similarly, strategic writers engage in pre-writing planning, drafting, and
revising to produce coherent and accurate texts.

Recent research by Taheri et al. (2020) further supports these findings, showing a strong correlation between
Iranian EFL learners’ use of language learning strategies and their success in mastering foreign language
skills. Those who consistently applied metacognitive and cognitive strategies, such as self-monitoring or
elaboration, outperformed those who relied less on structured approaches.

Moreover, as emphasized in the author's own research, learning strategies such as fostering confidence,
making the process enjoyable, tailoring learning to individual preferences, and using cognitive science
techniques (e.g., spaced repetition and active recall) are crucial for maintaining motivation and ensuring
steady, long-term progress. These methods enable learners to integrate the language naturally into their
daily lives and encourage them to speak early, accept mistakes, and persist over time—critical factors in
developing comprehensive language competence.

3. Analysis of Different Strategies in Practice

After understanding the theoretical foundation of language learning strategies, it becomes crucial to analyze
how these strategies manifest in real learning contexts. Both research findings and practical observations
indicate that the choice and application of strategies significantly affect the efficiency of foreign language
acquisition. In this section, the focus will be on practical examples of learning strategies, alongside
contemporary techniques identified in recent studies and personal observations. These analyses illustrate
how strategic learning transforms passive study into active skill development across listening, speaking,
reading, and writing.

3.1 Active Engagement Strategies
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Active engagement with the language material is at the core of effective language acquisition. Techniques
such as summarizing, practicing, organizing, and translating enhance comprehension and retention. For
example, a learner might summarize podcast episodes to improve listening comprehension and vocabulary
retention. Additionally, strategies like lexical chunking — internalizing full expressions rather than isolated
words — help learners recall and use language naturally. Furthermore, methods such as shadowing
(repeating language in real time) also promote fluency and accuracy, particularly in pronunciation and
intonation. Research shows that these active techniques foster deeper engagement and stronger language
skills.

3.2 Strategies for Autonomy and Self-Reflection

Building independence in learning is a key factor in long-term success. By planning, monitoring, and
reflecting on their learning, students can take charge of their educational journey. Setting specific language
learning goals, such as learning new vocabulary or practicing speaking daily, helps learners stay motivated.
Reflecting on their progress through activities like journaling or reviewing goals enables learners to identify
areas for improvement. Techniques like spaced repetition and active recall — especially through
applications like Anki or Memrise — are essential for retaining information and ensuring that the material
is learned for the long term. These strategies help students manage their studies efficiently, improving both
their time management and retention.

3.3 Emotional and Social Interaction Strategies

Language learning is not just about intellectual effort; it also requires emotional resilience and social
interaction. Confidence plays a significant role in language success. Research has shown that willingness
to communicate (WTC) often predicts success more strongly than linguistic ability. Learners who seek out
conversation partners or engage in language exchanges typically make faster progress. Furthermore,
integrating enjoyable activities such as watching movies or reading novels in the target language can help
learners stay motivated and reduce anxiety. Techniques such as positive self-talk and relaxation exercises
also help learners overcome the fear of making mistakes, leading to more confident speaking and better
communication skills.

3.4 Modern, Personalized Learning Approaches

Recent research emphasizes the importance of tailoring learning strategies to the individual. According to
the VARK model, learners have different preferences in terms of how they process information — visual,
auditory, reading/writing, or kinesthetic. By aligning strategies with these preferences, learners are more
likely to stay engaged and absorb the material effectively. For instance, auditory learners might benefit from
listening to podcasts or music, while visual learners might use mind maps or charts. In addition, incidental
learning, which occurs through exposure to the language in daily life, is a valuable tool. Simple activities
like changing the language settings on devices, listening to podcasts while commuting, or reading headlines
in the target language provide constant opportunities to reinforce language skills.

4. Implications for Language Learners and Educators
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The analysis of language learning strategies reveals significant insights that are valuable not only for
learners but also for educators designing effective language instruction. Recognizing how strategies
function in practice allows for more informed, personalized, and motivating learning experiences. This
section discusses the main implications of the findings, providing recommendations for learners and
teachers to maximize language acquisition success.

4.1 Empowering Learners through Strategy Awareness

One of the most critical implications is that learners should be systematically introduced to different
language learning strategies. Research by Oxford (1990) emphasizes that many learners fail to use strategies
effectively simply because they are unaware of them. Therefore, explicit strategy instruction — teaching
students how to organize vocabulary learning, monitor comprehension, and manage anxiety — should be
an integral part of language education.

For instance, learners can be trained to use cognitive strategies such as paraphrasing unknown words during
speaking, or metacognitive strategies like planning study schedules and tracking progress. The more
learners understand and personalize their strategies, the greater their autonomy, motivation, and resilience
in the face of challenges.

4.2 Personalized Strategy Use: One Size Does Not Fit All

As highlighted in the previous section, individual learning preferences and needs vary greatly. This calls
for flexible, learner-centered approaches rather than a rigid, one-size-fits-all curriculum. Teachers should
encourage students to explore different strategies and identify what works best for them based on their
learning style (visual, auditory, kinesthetic) and goals.

For example, a student preparing for an academic English exam might benefit from metacognitive strategies
such as timed practice tests and error analysis, while a student learning conversational French for travel
might prioritize social strategies like speaking clubs and role-plays.

Moreover, personalized strategy selection fosters a deeper emotional connection to the learning process,
making language acquisition a more engaging and sustainable journey.

4.3 Integrating Technology: Expanding Strategic Opportunities

The rapid advancement of educational technology offers new opportunities to implement language learning
strategies more effectively. Applications like Duolingo, Quizlet, and language exchange platforms (e.g.,
Tandem, HelloTalk) support cognitive, metacognitive, and social strategies in accessible and user-friendly
formats.

According to Godwin-Jones (2011), mobile-assisted language learning (MALL) can enhance strategy use
by offering immediate feedback, customized learning paths, and interactive practice. Learners can, for
example, use voice recording apps to self-assess pronunciation (metacognitive strategy) or engage in real-
time chats with native speakers (social strategy).
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Thus, integrating technology into language learning not only modernizes education but also makes strategic
learning more dynamic and adaptable to individual needs.

4.4 Emotional and Motivational Support: A Key to Sustainability

Another important implication is the crucial role of emotional and motivational support in sustaining long-
term language learning. As Dornyei (2001) noted, motivation fluctuates throughout the learning journey,
and effective strategy use can help stabilize it.

Teachers and learners alike should recognize the value of affective strategies, such as setting achievable
micro-goals, celebrating small successes, and reframing mistakes as learning opportunities. Furthermore,
creating a supportive, low-anxiety learning environment — whether in physical classrooms or online
communities — encourages risk-taking and consistent practice.

Ultimately, emotional support, combined with strategic awareness, transforms language learning from a
stressful obligation into an empowering, enjoyable experience.

5. Challenges and Limitations in Applying Learning Strategies

While learning strategies are essential for enhancing foreign language acquisition, their implementation is
not without challenges. This section explores the obstacles that learners and educators might face when
trying to adopt and apply these strategies, as well as the limitations inherent in their use.

5.1 Contextual and Cultural Barriers

One of the primary challenges in using language learning strategies effectively is the context in which the
learning occurs. Factors such as the educational setting, cultural differences, and access to resources can
significantly influence the adoption of certain strategies. For example, in traditional educational systems
where teacher-centered methods dominate, there may be less emphasis on learner autonomy or strategy use.
In contrast, language learners in more flexible, student-centered environments may have greater access to
strategies like peer interaction and self-directed learning.

Cultural factors also play a role. In some cultures, students may be less inclined to take risks or engage in
open communication, thus hindering the effectiveness of communicative strategies or speaking-focused
activities. In such cases, a teacher's understanding of the cultural background of their students becomes
essential in tailoring strategies to fit the learners' needs.

5.2 Overwhelming Variety of Strategies

Another challenge is the overwhelming variety of strategies available, which can confuse learners rather
than help them. With so many options to choose from, learners may feel uncertain about which strategies
are the most effective for their goals. This is particularly true for beginners who may not have a strong grasp
of their personal learning preferences and needs.

To address this issue, learners should be guided in narrowing down the strategies that are most relevant to
their current stage of language learning. Teachers can provide structured guidance on how to combine
strategies to suit individual goals, making the learning process more manageable and less overwhelming.
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5.3 Limited Resources and Technological Barriers

While modern technology offers great potential for supporting language learning strategies, access to such
resources can be limited, especially in developing countries or underfunded educational systems. Lack of
internet access, insufficient exposure to native speakers, or limited availability of learning apps and tools
can restrict learners' ability to apply strategies such as listening practice, real-time communication, and
digital vocabulary reinforcement.

To overcome these limitations, it is essential to explore low-cost or offline alternatives, such as community
language exchange programs, library resources, and audio materials that learners can use for practice
outside of the classroom.

5.4 Cognitive Overload and Strategy Fatigue

While learning strategies can enhance language acquisition, overloading learners with too many strategies
at once can result in cognitive fatigue and reduced effectiveness. Research by Cohen (1998) highlights that
learners who use too many strategies simultaneously may struggle to implement them effectively, leading
to frustration and a decline in motivation.

To mitigate this, learners should be encouraged to focus on mastering a few key strategies at a time,
gradually incorporating new ones as they become more comfortable with the process. Teachers can also
provide periodic assessments to ensure that learners are not overwhelmed and that they are applying
strategies that align with their language proficiency.

5.5 Lack of Awareness and Training

Many learners are unfamiliar with the variety of strategies available and how to apply them effectively.
According to Oxford (1990), unless explicitly taught, learners tend to rely on a limited set of familiar
techniques, even if they are ineffective. Without structured training programs, students might:

¢ Continue using inefficient memorization techniques rather than more sophisticated memory
strategies.

e Misapply strategies, such as overusing translation instead of practicing contextual guessing for
vocabulary.

Thus, without proper awareness, learners cannot fully benefit from the rich possibilities that strategic
learning offers.

5.6 Individual Differences
Another major obstacle is the variation in learners' cognitive styles, motivation levels, and emotional states:

e Cognitive Styles: Some learners are naturally more analytical, preferring note-taking and
categorization strategies, while others are intuitive and favor immersion and guessing.

e Motivation: Learners with lower intrinsic motivation may find it difficult to consistently apply
strategies that require effort and reflection.
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e Anxiety and Self-Esteem: High anxiety can interfere with strategy use, particularly those that
involve risk-taking, such as speaking and writing.

Therefore, a "one-size-fits-all" approach to strategy instruction is unlikely to succeed. Educators must adapt
strategies to cater to diverse needs.

6. Practical Applications and Recommendations

After understanding the theoretical foundation and impact of learning strategies on foreign language skills,
it is crucial to discuss how these strategies can be applied effectively in real-world learning contexts.
Practical implementation bridges the gap between theory and practice, ensuring that both learners and
educators can maximize the potential benefits of strategic language learning.

6.1 Strategy Training for Learners

Research by Chamot and Kupper (1989) emphasizes that without explicit instruction, many learners may
remain unaware of effective strategies or fail to apply them appropriately. Therefore, strategy training
should be a fundamental component of language education.

e Direct Instruction: Teachers should introduce specific strategies — such as summarizing after
reading a passage, predicting content before listening, or using mind maps for organizing
vocabulary — and demonstrate their use through modeling and guided practice.

e Metacognitive Awareness: Learners should be trained to think about their own learning processes.
For example, before a reading task, learners can plan their approach, monitor comprehension during
the task, and evaluate success afterward.

e Task-Based Practice: Embedding strategy use within meaningful language tasks (e.g., role plays,
writing assignments, or listening activities) allows students to apply strategies in authentic contexts,
reinforcing their effectiveness.

Ultimately, structured and scaffolded strategy training empowers learners to become more autonomous,
resourceful, and resilient in their language development.

6.2 Encouraging Self-Reflection and Personalization

Habok and Magyar (2018) found that tailoring strategies to individual preferences significantly improves
learning outcomes. Therefore, promoting self-reflection is essential:

e Self-Assessment Tools: Students can use strategy inventories or simple questionnaires to identify
their strengths and weaknesses, and which strategies they use most frequently or effectively.

e Learning Journals: Regular entries reflecting on what strategies were used, how successful they
were, and what adjustments are needed, can deepen learners’ strategic competence.

e Personalization: Language instructors should encourage students to experiment with various
strategies and adapt them according to their personal learning styles. For instance, an auditory
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learner might prefer podcasts, while a visual learner might find infographics and videos more
effective.

By fostering an individualized approach, learners develop a deeper sense of ownership over their progress,
which in turn strengthens motivation and persistence.

6.3 Integrating Strategies into Daily Routines

One of the most powerful ways to enhance language learning is to make strategy use habitual and
seamlessly integrate it into daily life:

e Incidental Learning Opportunities: Exposure to the target language during everyday activities
significantly boosts comprehension and vocabulary acquisition (Hulstijn, 2003). For example,
learners can listen to language podcasts during their commute, write grocery lists in the target
language, or follow social media accounts in the foreign language.

e Micro-Goals: Setting small, achievable daily goals — such as learning five new phrases, practicing
pronunciation for 10 minutes, or writing a short diary entry — fosters consistency and reduces
overwhelm.

e Language Immersion at Home: Simple practices like labeling household items with their names
in the target language, switching the language settings on devices, or watching favorite movies with
foreign language subtitles reinforce learning naturally.

Such daily integration reduces the cognitive load associated with "study sessions" and promotes continuous,
stress-free learning.

6.4 Fostering a Supportive Learning Environment

Finally, the emotional and social environment in which learning takes place significantly influences strategy
use and overall success. As noted in psychological research (Maclntyre et al., 1998), learners’ willingness
to communicate and experiment with the language is heightened in supportive settings.

e Creating Low-Anxiety Classrooms: Teachers should normalize mistakes as part of the learning
process and encourage risk-taking in communication. Activities like “mistake of the week” sharing
can destigmatize errors and turn them into learning opportunities.

e Peer Support Systems: Pairing or grouping students for collaborative tasks allows them to share
strategies, learn from each other, and build confidence in a safe, encouraging environment.

¢ Positive Reinforcement: Acknowledging progress, no matter how small, helps maintain learners’
motivation. Simple feedback such as "Your pronunciation has improved a lot this week!" can have
a lasting impact on a learner’s self-esteem.

Moreover, educational institutions can organize workshops, strategy seminars, or language clubs to promote
strategic learning outside regular classes, creating a vibrant learning community.

7. Future Directions in Strategic Language Learning
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As educational methods evolve, new opportunities are emerging to make strategic language learning even
more effective and accessible.

7.1 Technology-Enhanced Strategy Instruction
The integration of technology into education opens new possibilities for strategy training:

e Mobile Applications: Apps like Duolingo, Memrise, and Quizlet offer gamified environments
where learners can practice strategies such as spaced repetition and contextual guessing.

e Al and Adaptive Learning Platforms: Artificial Intelligence can now tailor learning content
based on individual performance, suggesting specific strategies when a learner struggles with
particular tasks.

Such tools can personalize the learning experience, making strategic instruction more engaging and
accessible.

7.2 Emphasis on Lifelong Learning Skills
Strategic competence is not only valuable during formal education but is essential for lifelong learning:

e In an increasingly globalized world, maintaining and expanding language skills after formal
education ends is crucial.

e Strategies such as goal-setting, self-monitoring, and reflective evaluation equip learners with the
ability to independently continue their language learning journey throughout their lives.

Promoting strategic learning today means empowering learners not just for exams, but for professional
careers, travel, and personal enrichment tomorrow.

Conclusion

The exploration of learning strategies and their influence on foreign language skills reveals that strategic
competence is not merely supportive but essential for successful language acquisition. Drawing on research
by Chamot and Kupper (1989), Habok and Magyar (2018), and Taheri et al. (2020), as well as additional
insights from cognitive science and educational psychology, it is evident that the conscious application of
strategies significantly enhances proficiency across listening, speaking, reading, and writing.

Effective language learning is not determined solely by innate ability or effort but by the intelligent use of
strategies that foster motivation, confidence, memory retention, and communicative competence. Learners
who engage in practices such as building self-confidence, customizing their learning approaches, applying
cognitive techniques like spaced repetition, and integrating language into daily life demonstrate faster,
deeper, and more sustainable progress.

However, challenges such as lack of awareness, individual differences, and emotional barriers highlight the
need for better strategy training programs tailored to diverse learner profiles. Furthermore, future
advancements in technology and the emphasis on lifelong learning skills present exciting opportunities to
expand and refine strategic language learning.
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Ultimately, mastering a foreign language is a long-term, multifaceted endeavor. Through the intentional,
reflective, and personalized use of learning strategies, language learners can transform obstacles into
steppingstones, unlocking the full potential of their communicative abilities in an increasingly
interconnected world.
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Abstract
This article explores the integration of Social and Emotional Learning (SEL) into language education,
emphasizing its role in fostering learner motivation, confidence, and communicative competence.
Drawing on established frameworks such as CASEL and key educational theories—including Vygotsky’s
Social Development Theory, Krashen’s Affective Filter Hypothesis, and Carl Rogers’ humanistic
pedagogy—the paper highlights how emotional and interpersonal dynamics influence second language
acquisition. It discusses the benefits of SEL-informed teaching, such as reduced anxiety, enhanced peer
collaboration, and the development of emotional vocabulary. Practical strategies are provided, including
mindfulness practices, storytelling, empathy-building tasks, and classroom norms that promote emotional
safety. The paper also addresses limitations in implementation, such as time constraints, cultural
considerations, and the challenge of assessment. Ultimately, it advocates for SEL as a core element of
language instruction and calls for teacher training and curriculum development that reflect its value.

Keywords
Social and Emotional Learning, language education, affective filter, emotional intelligence, second
language acquisition

1. INTRODUCTION

In recent years, language educators around the world have increasingly recognized that effective teaching
involves more than delivering grammatical rules and vocabulary lists. Learning a language is an emotional
journey—a process that is deeply influenced by learners’ self-awareness, motivation, interpersonal
relationships, and overall emotional well-being. This is where Social and Emotional Learning (SEL)
emerges not as a supplemental approach but as a core component of impactful language education.

Social and Emotional Learning refers to the process through which individuals acquire and apply the
knowledge, attitudes, and skills necessary to understand and manage emotions, set and achieve goals, feel
and show empathy, establish positive relationships, and make responsible decisions (CASEL, 2023). Within
the context of language education, SEL fosters an emotionally supportive environment where students feel
safe to take linguistic risks, interact with others meaningfully, and express themselves authentically.

The integration of SEL in language classrooms has been shown to increase learner engagement, reduce
language anxiety, and enhance both academic and interpersonal outcomes (Billy & Garriguez, 2021; Storey,
2019). For example, in a multilingual classroom, a teacher who practices SEL might use daily emotional
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check-ins where students express how they feel using new vocabulary, thus combining emotional
expression with language development. Similarly, pair or group work becomes more than a linguistic task—
it becomes an exercise in empathy, cooperation, and negotiation.

Research by Melani, Roberts, and Taylor (2020) demonstrates how SEL practices such as active listening,
open-ended questioning, and emotional reflection can transform English as a Second Language (ESL)
classes into spaces of deeper personal connection and more authentic communication. Emotional regulation
skills are also critical when students face challenges, such as public speaking in a foreign language or
misunderstanding idiomatic expressions, which often cause embarrassment or fear of judgment.

Furthermore, studies in neuroscience and child development suggest that emotional security is a
prerequisite for sustained attention, memory retention, and motivation—three pillars of successful language
acquisition (Nall, 2020). Bai, Shen, and Wang (2024) recently confirmed this in their large-scale study of
Hong Kong secondary schools, concluding that students with high SEL exposure achieved significantly
better outcomes in English language assessments.

Despite these promising findings, SEL remains underutilized in many language teaching contexts,
particularly where test-based instruction dominates. Yet, as Kim and Hong (2019) point out in their
comparative research across South Korea and the U.S., even modest incorporation of SEL principles can
enhance classroom dynamics and promote inclusive learning environments.

The purpose of this article is to explore how Social and Emotional Learning can be meaningfully embedded
into language education, particularly English language teaching (ELT). Drawing on interdisciplinary
research, practical classroom applications, and theoretical models such as Krashen’s Affective Filter
Hypothesis, this paper argues that SEL is not only beneficial but essential for fostering emotionally resilient,
confident, and communicatively competent language learners.

2. THEORETICAL BACKGROUND

To understand the role of Social and Emotional Learning (SEL) in language education, it is essential to
examine the foundational frameworks that explain how emotional and social competencies support
learning. This section outlines the widely adopted CASEL framework, alongside educational theories that
emphasize the interplay between emotion, cognition, and communication in the classroom.

2.1 The CASEL Framework

The Collaborative for Academic, Social, and Emotional Learning (CASEL) identifies five interrelated
core competencies that define SEL:

1. Self-awareness — recognizing one's emotions, thoughts, and values and understanding how they
influence behavior.

2. Self-management — regulating emotions, thoughts, and behaviors in different situations,
including managing stress and motivating oneself.
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3. Social awareness — showing understanding and empathy for others, including those from diverse
backgrounds.

4. Relationship skills — establishing and maintaining healthy and rewarding relationships based on
cooperation, listening, and conflict resolution.

5. Responsible decision-making — making constructive choices about personal and social behavior.

In language classrooms, these competencies can directly support learners’ communicative goals. For
instance, when learners build self-awareness, they are more attuned to their learning needs and language
anxiety. Relationship skills enhance collaborative tasks, while social awareness enriches intercultural
communication and perspective-taking—core aspects of any second language use.

3.2 Sociocultural Foundations: Vygotsky’s Social Development Theory

Vygotsky’s Social Development Theory (1978) asserts that learning is fundamentally a social process,
rooted in interaction. According to his concept of the Zone of Proximal Development (ZPD), learners
achieve more with the help of others—peers or teachers—than they can independently. This notion aligns
seamlessly with SEL, which emphasizes interpersonal relationships and emotional support. For language
learners, peer collaboration within the ZPD is not only cognitively enriching but also emotionally
reinforcing. Teachers who foster supportive, trust-based environments are essentially practicing SEL by
scaffolding both language and emotional growth.

3.3 Emotional Filters in Learning: Krashen’s Affective Filter Hypothesis

Krashen’s Affective Filter Hypothesis (1982) explains how emotional variables—such as motivation, self-
confidence, and anxiety—can either facilitate or hinder language acquisition. When learners experience
high anxiety or fear of making mistakes, their "affective filter" becomes elevated, blocking linguistic input.
Conversely, in emotionally supportive settings where SEL is integrated, learners are more relaxed and
receptive. Research by Oz, Demirezen, and Pourfeiz (2015) supports this view, showing that emotional
intelligence significantly correlates with positive attitudes toward language learning.

3.4 Humanistic Language Teaching: Carl Rogers' Influence

The humanistic approach to education, deeply influenced by Carl Rogers, emphasizes learner autonomy,
empathy, and emotional expression. Rogers believed that for meaningful learning to occur, the classroom
must be a place of unconditional positive regard, where students feel valued and emotionally safe.
Language teachers who use reflective activities, open dialogue, and personal storytelling embody this
humanistic SEL perspective. As Storey (2019) notes, emotionally engaged learners not only retain more
but also develop deeper connections with the language and each other.

Together, these theoretical perspectives underscore that language learning is not merely a cognitive process
but an affective and relational one. Incorporating SEL principles ensures that learners are not only
linguistically competent but also emotionally resilient, socially connected, and ready to use language as a
tool for human interaction.
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3.5 The Role of Emotions in Second Language Acquisition (SLA)

The field of Second Language Acquisition (SLA) has long acknowledged that emotional states significantly
influence how effectively learners acquire and use a new language. Emotions are not peripheral to
learning—they are central agents that regulate attention, memory encoding, and motivation (Nall,
2020). For example, a learner who feels anxious when speaking in class may avoid participation, even when
their linguistic knowledge is sufficient. On the contrary, a student who feels confident and supported is
more likely to take risks, engage actively, and persevere through difficulties.

Studies have increasingly highlighted how positive emotional experiences contribute to deeper language
retention and fluency. Emotional intelligence, closely aligned with SEL principles, is positively associated
with learners’ attitudes, classroom engagement, and performance (Oz, Demirezen, & Pourfeiz, 2015). Bai,
Shen, and Wang (2024) found that students exposed to emotionally responsive teaching practices
demonstrated significant gains in English language test scores compared to those in traditionally structured
classrooms.

Moreover, language is inherently emotional: learners must convey feelings, interpret tone, and manage
cultural differences in interpersonal exchanges. Thus, fostering emotional awareness enhances not only
learners’ internal readiness to acquire language but also their external competence in using it
meaningfully.

4. SEL AND ITS IMPACT ON LANGUAGE LEARNERS

Social and Emotional Learning has a tangible and measurable impact on how language learners experience,
process, and use the target language. The integration of SEL in the classroom helps to create an atmosphere
of psychological safety and interpersonal trust, both of which are foundational for communicative
success.

4.1 Boosting Learner Motivation and Self-Confidence

Motivation is one of the strongest predictors of language acquisition success. SEL practices—such as goal
setting, positive feedback, and recognition of personal progress—enhance learners’ intrinsic motivation and
encourage them to take ownership of their learning journey. According to Billy and Garriguez (2021),
students in SEL-integrated classrooms report greater self-confidence and persistence, particularly when
faced with complex linguistic tasks or unfamiliar cultural content.

4.2 Reducing Speaking Anxiety and Fear of Mistakes

Fear of making mistakes is a well-documented barrier in language classrooms, especially in speaking
activities. SEL helps to normalize error-making as part of the learning process by cultivating empathy,
mutual support, and a non-judgmental atmosphere. Melani, Roberts, and Taylor (2020) observed that
when learners are encouraged to express emotions and feel validated, their willingness to speak and
experiment with language increases noticeably.

4.3 Enhancing Peer Collaboration and Classroom Relationships

This is an open access article under the

Creative Commons Attribution 4.0 Journal of Azerbaijan Language and Education Studies
A International License ISSN 3078-6177



87 Journal of Azerbaijan Language and Education Studies
Vol. 2 No. 3 (2025) Tertius

Language learning thrives in collaborative settings. SEL competencies such as relationship-building and
social awareness enable learners to work more effectively in pairs and groups. Tasks like role-playing,
group storytelling, and problem-solving activities benefit from students who can listen actively, resolve
disagreements constructively, and support their peers emotionally (Kim & Hong, 2019). These relational
dynamics not only enhance learning outcomes but also reflect the real-world use of language as a social
tool.

4.4 Promoting Reflective Learning and Emotional Vocabulary Use

SEL encourages learners to reflect on their emotional states, which in turn supports metacognitive
strategies. For instance, journaling about daily experiences or describing personal challenges in the target
language nurtures both emotional awareness and language development. Additionally, learners exposed to
SEL are more likely to expand their emotional vocabulary—words such as frustrated, grateful, anxious, or
hopeful—enriching their expressive abilities and promoting authentic communication (Storey, 2019).

5. STRATEGIES FOR INTEGRATING SEL IN LANGUAGE CLASSROOMS

Implementing Social and Emotional Learning (SEL) in the language classroom does not require an overhaul
of existing curricula—it requires intentional practices that prioritize emotional engagement and social
interaction. The following strategies illustrate how SEL can be seamlessly woven into daily language
teaching practices to enhance both linguistic and personal development.

5.1 Mindfulness and Self-Awareness Activities

Mindfulness activities such as short breathing exercises, “emotion check-ins,” or guided visualization at
the beginning of class help learners become aware of their emotional states. For example, teachers may
begin a lesson by asking students to select a word that best describes their current mood and explain why,
using the target language. This fosters self-awareness, supports vocabulary development, and creates a
safe, reflective environment.

As Nall (2020) suggests, emotionally attuned learners are more capable of focusing, managing frustration,
and participating constructively—critical factors in second language acquisition. Mindful pauses during
tasks can also help reduce anxiety before speaking or presenting in front of peers.

5.2 Collaborative Learning Tasks

Group work naturally promotes social awareness and relationship skills, two core SEL competencies.
Activities such as think-pair-share, jigsaw reading, or debate circles require learners to listen actively,
negotiate meaning, and support one another’s contributions.

Teachers can encourage group roles—such as timekeeper, encourager, or clarifie—not only to share
responsibility but also to cultivate empathy and mutual respect. Kim and Hong (2019) emphasize that
when emotional and social dimensions are recognized in collaborative learning, students become more
engaged and develop more meaningful peer relationships.

5.3 Storytelling and Roleplay with Emotional Themes
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Storytelling is a powerful tool for connecting language, emotion, and identity. Asking students to narrate
personal experiences, create stories around emotions (e.g., fear, joy, regret), or engage in roleplay scenarios
that involve conflict or empathy allows them to explore emotional vocabulary in context.

For example, a roleplay in which a student pretends to comfort a sad friend in English not only activates
useful expressions ( “I understand how you feel”, “I'm here for you’) but also develops their emotional
intelligence. As Melani et al. (2020) point out, language learning is enriched when it reflects real human
emotions and relationships.

5.4 Journaling and Empathy Exercises

Written reflection gives students space to process their emotions in connection with language learning.
Weekly journals in which learners write about classroom experiences, communication challenges, or
moments of pride help them build both metacognitive and emotional awareness.

In addition, short exercises like writing letters of encouragement to classmates, expressing appreciation, or
describing a situation from another person’s perspective support empathy and emotional vocabulary
acquisition. These tasks build what Storey (2019) calls “language of the heart”—the expressive, nuanced
use of language tied to lived experience.

5.5 Building Classroom Norms of Respect and Listening

Creating a classroom culture grounded in respect, kindness, and active listening is essential for SEL to
flourish. Teachers can co-create community agreements with students—for example: “We listen without

interrupting”’, “Mistakes are okay”, or “We support each other.” These norms should be revisited regularly
and integrated into classroom routines.

According to Billy and Garriguez (2021), when students feel emotionally safe, they are more willing to
contribute, make mistakes, and grow. The teacher’s consistent modeling of empathy, patience, and
constructive feedback serves as the foundation for this emotional climate.

These strategies not only support language development but also foster a sense of belonging and emotional
security, both of which are essential for meaningful learning. When SEL becomes a natural part of
classroom life, learners thrive not just as students of a language, but as emotionally intelligent
communicators.

6. CHALLENGES AND LIMITATIONS

While the integration of Social and Emotional Learning (SEL) in language education offers numerous
benefits, it is not without challenges. Understanding these limitations is crucial for realistic and sustainable
implementation.

6.1 Time Constraints in the Curriculum

Language curricula are often packed with grammatical objectives, vocabulary targets, and exam preparation
requirements, leaving little room for non-linguistic content. Teachers may feel that there is insufficient time
to devote to SEL activities, especially in exam-driven contexts. However, many SEL practices—such as
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emotional journaling or pair discussions with reflective prompts—can be embedded within existing
language tasks rather than treated as separate components.

6.2 Teachers’ Readiness and Training in SEL

Another significant barrier is the lack of professional training in SEL among language educators. Teachers
may feel ill-equipped to address students’ emotional needs or may not be aware of how SEL principles
translate into language learning contexts. As Kim and Hong (2019) suggest, even educators who support
the idea of SEL often struggle to apply it in culturally appropriate and pedagogically effective ways. Without
targeted training and ongoing support, SEL risks becoming an ideal more than a practical strategy.

6.3 Cultural Sensitivity in Expressing Emotions

Emotional expression varies widely across cultures. What is considered appropriate self-disclosure or
interpersonal behavior in one setting may be perceived as intrusive or uncomfortable in another. This
presents a unique challenge in multicultural or EFL contexts, where both teacher and students may
navigate different emotional norms. As Malloy (2019) highlights, language educators must be sensitive to
learners’ emotional boundaries and remain respectful of cultural differences in communication style and
emotional display.

6.4 Assessing Emotional Growth

Unlike linguistic skills, emotional competencies are difficult to measure using traditional assessment tools.
Teachers may find it challenging to evaluate progress in areas like empathy, emotional regulation, or self-
awareness. While reflective writing and behavioral observations can offer insight, there is a lack of
standardized tools to assess SEL outcomes in language education. This can limit its perceived value in
institutional settings that prioritize quantifiable results.

7. IMPLICATIONS AND RECOMMENDATIONS

Despite these challenges, the integration of Social and Emotional Learning into language teaching is both
feasible and essential. Moving forward, stakeholders in education must consider the following
recommendations to promote effective and inclusive SEL practices.

7.1 Call for SEL-Informed Teacher Training

Language teacher education programs should include dedicated modules on SEL, highlighting its relevance
to student well-being, classroom management, and language acquisition. Gkonou and Mercer (2017)
argue that language educators must not only understand emotional dynamics in the classroom but also
develop their own emotional intelligence as part of professional growth. Workshops, mentoring, and
reflective practice sessions can serve as accessible entry points.

7.2 Encourage Curriculum Designers to Embed SEL Goals

Curriculum developers should integrate SEL outcomes into language learning objectives. This can include
lesson plans with empathy-driven tasks, materials that explore diverse emotions, and assessment rubrics
that recognize interpersonal collaboration. As Rivers and Brackett (2010) demonstrated through the

This is an open access article under the

Creative Commons Attribution 4.0 Journal of Azerbaijan Language and Education Studies
A International License ISSN 3078-6177



90 Journal of Azerbaijan Language and Education Studies
Vol. 2 No. 3 (2025) Tertius

RULER approach, embedding SEL into literacy programs can simultaneously raise academic and emotional
performance.

7.3 Suggest Tools and Techniques for Language Educators
Teachers can start small by incorporating proven techniques such as:
¢ Emotion-based vocabulary lessons (e.g., expressing opinions and feelings)
e “Feelings journals” or gratitude writing
e Classroom agreements for communication norms
e Reflection circles or debriefing sessions after group work

Resources like The RULER Approach, Second Step, and MindUP offer adaptable models that can be
contextualized for language education. Even simple strategies like using culturally relevant storytelling or
mindful silence before tasks can help establish emotionally intelligent classrooms.

CONCLUSION

Language learning is not merely an intellectual exercise—it is a deeply emotional and social process. As
this article has illustrated, integrating Social and Emotional Learning (SEL) into language education
supports learners not only in acquiring linguistic competence but also in building the confidence, empathy,
and resilience necessary to thrive in communicative settings.

By grounding our approach in frameworks such as CASEL’s five competencies, and drawing from
educational theories by Vygotsky, Krashen, and Rogers, we see that SEL provides a solid foundation for
more meaningful and human-centered language instruction. Research shows that SEL enhances learner
motivation, reduces anxiety, promotes collaboration, and expands emotional vocabulary—ultimately
leading to greater fluency and personal expression.

Despite challenges such as limited time, lack of training, and cultural complexity, the integration of SEL
remains both possible and essential. Teachers who foster emotionally safe environments and attend to
learners’ inner experiences are not only teaching a language—they are shaping communicative citizens of
the world.

As Rita Pierson, a renowned educator, once said:

“Every child deserves a champion—an adult who will never give up on them, who understands the power

of connection, and insists that they become the best that they can possibly be.”
Let us become those champions in our classrooms—not only teaching language, but speaking to the hearts
behind the words.
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Abstract

This study examines how contemporary social changes — including urbanization and the rise of social
media — reshape dialect diversity in English. Adopting a third-wave sociolinguistic perspective, we
synthesize findings from recent qualitative and quantitative studies (2015-2025) that explore new
English vernaculars and communication contexts. The analysis compares corpus-based investigations of
dialect features on social media with ethnographic studies of urban and online communities. Key results
indicate that dialect variation is not diminishing but transforming: urban multiethnolects and digital
subculture styles are emerging, code-switching and hybrid language practices are widespread identity
resources, and dialect leveling occurs alongside the enregisterment of new linguistic repertoires. We
discuss how third-wave approaches foreground speakers’ agency in constructing social meaning and how
digital enregisterment and hybrid vernaculars challenge traditional boundaries between dialects. The
article concludes with implications for sociolinguistic theory and social identity, arguing for integrative
methodologies that bridge quantitative scale and qualitative depth in understanding dialect diversity amid
social change.

Keywords
dialect variation; social media; third-wave sociolinguistics; enregisterment; code-switching; urban youth

Introduction

Language variation has long been studied in relation to social factors such as region, class, and ethnicity.
Classic dialectology mapped distinct regional dialects of English, delineating isoglosses that separated local
varieties (e.g., in England’s North vs. South). Figure 1 shows a traditional map of major English dialect
regions in England, illustrating how historical dialect boundaries align with geography. These boundaries,
such as the North—South divide (blue line) and the rhotic vs. non-rhotic areas (red dashed line), exemplify
the first-wave sociolinguistic focus on macro-social correlates of language. However, ongoing social
changes are complicating this picture. Urbanization has brought diverse populations into contact, eroding
some local dialect features (dialect leveling) while also fostering new mixed vernaculars. Meanwhile,
globalization and digital communication allow dialect features to spread and be recognized far beyond their
local origins. Contemporary sociolinguistics is therefore confronted with both dialect leveling and dialect
diversification in novel forms.
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Figure 1: Map of major traditional dialect regions of England (blue line indicates a major north—south
isogloss; red line indicates the historical boundary of rhotic accents).

In response, sociolinguistic theory has evolved into what Eckert calls the “third wave” of variation studies,
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gain significance by indexing social meanings
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language.

Recent sociolinguistic scholarship has begun to explore several interrelated phenomena arising from these
conditions. One is the emergence of hybrid vernaculars in urban centers, sometimes called multiethnolects
or contemporary urban vernaculars. These are new dialect forms composed of linguistic influences from
multiple ethnic and linguistic backgrounds, reflecting the demographics of diverse cities. Examples include
Multicultural London English in the UK and multiethnic youth dialects in other urban areas. Another focal
area is digital communication and what some have termed digital enregisterment: the process by which
distinctive linguistic styles (emojis, abbreviations, slang, orthographic quirks, etc.) become recognized as
registers associated with online identities or communities. Social media platforms provide fertile ground
for the spread of dialectal features (for instance, African American Vernacular English terms or regional
slang) beyond their original locale, sometimes leading to widespread adoption or enregisterment of those
features in mainstream usage. Additionally, practices like code-switching and crossing (shifting between
languages or dialects) are now observed not only in bilingual speech communities but also in online
interactions and youth culture, where they serve as strategic tools for identity and face-work.

This article investigates how English dialect diversity is being reshaped by social change, focusing on these
new approaches and contexts. We concentrate on the interplay of dialect variation with three drivers of
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change: (1) urbanization and demographic shifts, (2) the rise of social media and digital communication,
and (3) evolving notions of social identity in a globalized era. Drawing on studies published in the last
decade (2015-2025) in sociolinguistics and linguistic anthropology, we examine topics including third-
wave stylistic variation, digital enregisterment of dialect features, hybrid urban vernaculars, code-switching
practices, and dialect leveling. The goal is to synthesize insights from both quantitative (e.g., corpus-based,
computational) and qualitative (e.g., ethnographic, discourse-analytic) research, in order to understand
how dialect variation functions as both an outcome and a catalyst of social change.

Following this introduction, we outline our methodological approach for comparing findings across
different studies and communities. We then present results in an integrated manner, highlighting patterns of
dialect variation among urban youth, ethnic minority communities, and digital subcultures. We compare
how corpus-driven analyses versus ethnographic approaches have illuminated different facets of these
patterns. In the discussion, we interpret what these findings mean for sociolinguistic theory — particularly
the third-wave emphasis on meaning — and for broader issues of language and identity. Finally, the
conclusion reflects on the implications of dialect diversity in an era of rapid social change, suggesting
directions for future research and applications (such as education and social integration).

Methodology

This research employs a comparative meta-analytic approach, reviewing recent empirical studies on English
dialect variation in relation to social change. Our data consist of 25 peer-reviewed studies published
between 2015 and 2025, drawn primarily from high-impact journals in sociolinguistics and related fields
(e.g., Journal of Sociolinguistics, Language in Society, Discourse & Society, Linguistic Anthropology).
Both qualitative and quantitative works were included, in order to capture a broad spectrum of
methodologies:

¢ Qualitative/ethnographic studies (e.g., linguistic ethnographies, discourse analyses,
sociolinguistic interviews) that provide in-depth insights into language use within communities.

¢ Quantitative/corpus-based studies (e.g., large-scale corpus analyses of social media,
computational sociolinguistics, surveys) that detect broader patterns of variation and change.

Search and selection were conducted systematically. We used academic databases and publisher platforms
(e.g., Wiley Online Library, Cambridge Core) to find articles with keywords such as “third-wave

” < LR T G

sociolinguistics,” ‘“dialect AND social media,” “urban youth language,” “enregisterment,” “code-
switching,” and “dialect leveling.” Inclusion criteria were that studies focused on English dialects
(including varieties like American English, British English, and World Englishes) and explicitly addressed
phenomena related to social change (e.g., media influence, urban demographic change, identity
performance). We prioritized studies with robust empirical data (either a sizeable dataset for quantitative
studies or sustained fieldwork for qualitative studies) and those that offered comparative or theoretical
insights. Classic foundational works were consulted for theoretical context (e.g., Eckert’s writings on third
wave), but the core of our dataset was restricted to publications from 2015 onward in order to capture the

latest approaches.
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Each selected study was analyzed and coded along several dimensions: community/context (e.g., urban
adolescent group, online forum, diaspora community), methodology (ethnography, interview, corpus
linguistics, sociophonetic analysis, etc.), and key themes (such as identity construction, language ideology,
contact-induced change, stylistic practice). This coding enabled us to compare findings across different
contexts and methods. In particular, we identified pairs or clusters of studies that were suitable for direct
comparison — for instance, a computational Twitter study of dialect features versus an ethnographic study
of youth speech, both dealing with similar linguistic variables or social factors. Our comparative analysis
was organized to highlight contrasts and complementarities in what different methods reveal about dialect
change.

To synthesize results, we adopted an iterative qualitative comparison strategy akin to a grounded theory
approach to literature: we extracted the main findings of each study and then grouped them into broader
analytical categories (e.g., “Dialect diffusion on social media”, “Hybrid vernacular and identity”,
“Metalinguistic commentary and enregisterment”’). Within each category, we examined how quantitative
evidence and qualitative evidence converged or diverged. For example, under “urban youth vernaculars,”
we juxtaposed findings from a corpus analysis of slang diffusion with interview-based insights on how
youths perceive their language. We also noted any apparent discrepancies — such as a pattern observed in
big data that an ethnographic study might explain or, conversely, an ethnographic insight that had not been
captured in corpus studies.

Throughout the analysis, we maintained an APA 7 style citation format, preserving direct connections to
sources via bracketed citations. This approach ensures traceability of claims to evidence in the literature.
Visual data from studies were also reviewed; where appropriate, we re-presented or adapted key quantitative
information in illustrative charts or maps for clarity. For instance, we created an illustrative figure (Figure
2) to represent known regional lexical differences, based on patterns reported in one of the large-scale
studies (see Results). All such visualizations are used for expository purposes to summarize findings; when
drawn from specific sources, they are cited accordingly.

By combining diverse studies in this manner, our methodology provides an integrated view of how English
dialects are evolving. It allows us to compare not only what changes are occurring in different communities,
but also #ow different analytical lenses capture those changes. This meta-study design addresses the article’s
aim: to bridge insights from third-wave sociolinguistic theory with empirical evidence on dialect diversity
under contemporary social forces.

Results
Urban Youth Vernaculars: Hybrid Dialects and Identity

A prominent locus of dialectal innovation is urban youth communities. In cities marked by ethnic and
linguistic diversity, young people often develop new hybrid vernaculars that blend influences from
various source languages and dialects. Ethnographic evidence exemplifies this trend: in a study of teenagers
in Manchester (UK), Drummond (2016) found that adolescents in a multiethnic urban school were using
linguistic features in “new and innovative ways” that cut across traditional ethnic boundaries. These youths
frequently adopted slang, accent features, and grammatical forms that originated in different ethnic groups
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(for example, Jamaican Creole terms or South Asian British slang), integrating them into a shared local
style. Crucially, the young speakers did not straightforwardly associate these features with ethnicity — “for
many young people ethnicity is simply not a consideration, at least in relation to language”. This suggests
that a new urban dialect was emerging (sometimes labeled Multicultural Urban British English in the UK
context), where linguistic variables index youth identity and street credibility more than any one heritage.
Such hybrid youth vernaculars illustrate third-wave principles: variables gain social meaning as stylistic
resources for persona construction (e.g. sounding “street” or ‘“cool”), rather than reflecting fixed
demographic categories.

Quantitative and corpus-based studies reinforce and extend this picture by tracking how these urban speech
innovations spread. Using a massive dataset of 1.8 billion geo-tagged tweets, Ilbury et al. (2024)
investigated the diffusion of Multicultural London English (MLE) — a well-known multiethnic youth variety
— across the wider United Kingdom. Their analysis focused on distinctive MLE lexical items (slang words
and phrases originating in London’s multiethnic communities) and measured their frequency in tweets from
different regions. The results showed clear evidence of dialect diffusion: MLE-born slang had spread
beyond London, appearing frequently in other cities, especially those with similar demographic profiles.
For example, urban centers in southern England like Luton and Milton Keynes showed high usage of MLE
lexis, indicating that youth in those areas are adopting language originally associated with London’s inner-
city youth. In contrast, more geographically or demographically distant areas (e.g., rural regions, or places
with fewer Black and Asian youth) showed much lower frequencies of MLE terms. This pattern suggests
that demographic similarity and social networks play a key role: the spread of urban contact dialect features
is propelled by interconnected communities of practice (e.g., via friendship or pop culture networks among
Black British youth across cities). Notably, Ilbury et al. conclude that the diffusion is not uniform
nationwide but selective — creating new pockets of linguistic innovation in cities while bypassing some
traditional dialect regions. In essence, youth-driven dialect features form a kind of urban koiné spreading
through social media and music scenes, partially leveling traditional regional differences among the
younger generation.

The convergence of qualitative and quantitative findings here is illuminating. Ethnographic insight shows
why and how youths use hybrid vernacular features (for identity, solidarity, and local prestige), while the
corpus data shows where those features are spreading on a large scale. Both indicate a shift in dialect
dynamics: the traditional link between dialect and region is loosening among young people, replaced by
new links between dialect and social identity (youth styles, subcultures) that transcend geography. In
London and other UK cities, for instance, features like TH-stopping (realizing “thing” as “ting”) or the
pronoun “man” (as in “man’s going to the shop” meaning / am going) have become emblematic of a pan-
urban youth style. These features surface in disparate locales through media and peer group interaction.
Figure 2 provides an illustrative snapshot of how lexical variants can vary by region in contemporary
England, based on one of the studies reviewed. Here we see that different words for the same concept (e.g.,
sofa vs. couch vs. settee for a piece of furniture) show regionally differentiated usage, reflecting historical
dialect zones — sofa leading in the South, couch in the far North/Scotland, settee in Midlands. While such
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preferred in Southern England, “settee” in the Midlands, and “couch” in Northern England/Scotland.
Traditional dialect surveys found such regional splits, and recent big-data studies confirm that many lexical
differences persist in social media usage. However, contemporary urban slang (not depicted in this figure)
often shows a different distribution — cutting across these regions and clustering in multiethnic urban hubs.

In sum, urban youth vernaculars exemplify how social change drives dialect change. The mixing of
populations in cities produces hybrid forms, while globalized media (music, YouTube, Twitter) disseminate
these forms widely. Young people actively fashion linguistic styles that assert a dynamic identity — one that
may be simultaneously local (rooted in city life), multiethnic, and global (aligned with transnational youth
culture). This aligns with third-wave observations that speakers use variation to create and project identities,
rather than passively reflecting a static background. It also raises questions about dialect leveling: Are these
processes leading to a reduction of variation (since youths in different cities sound more like each other
than like the older generation in their own region)? Or is it more a reconfiguration of variation into new
patterns? The evidence suggests the latter — a realignment of dialect differences along generational and
social lines, more than a simple homogenization. We will return to this point in the Discussion.

Digital Enregisterment and the Role of Social Media

Another critical arena for new dialectal phenomena is the digital sphere. Social media platforms and
online communities have become spaces where language varieties are not only used but also explicitly
commented upon, memed, and transformed. Through these processes, distinctive ways of speaking or
writing can become widely recognized and imbued with social meanings — a process termed
enregisterment (Agha, 2007) and specifically digital enregisterment when it occurs via online channels.
Enregisterment refers to how a repertoire of linguistic features becomes identified as a register (style) linked
to a social image or persona. In digital contexts, this often happens rapidly as viral content spreads linguistic
quirks.

A striking example comes from a “citizen sociolinguistic” analysis of an internet meme by Aslan and
Vasquez (2018). They examined the explosion of online metalinguistic commentary around the
catchphrase “Cash me ousside, howbow dah”, a nonstandard utterance by a teen on a U.S. TV show that
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went viral. The phrase (a phonologically marked way of saying “catch me outside, how about that”)
instantly became an object of public fascination and ridicule, circulating through YouTube, Twitter, and
memes. Analyzing thousands of YouTube comments, Aslan & Vasquez found that internet users actively
debated and ascribed social meanings to the way the girl spoke. Commenters variously interpreted her
accent and grammar as indexing race (some assumed she was imitating African American Vernacular
English), region (a Southern or “hood” dialect), education/class (perceiving it as “uneducated” or
“ghetto”), or some combination of these. Interestingly, these categories overlapped in complex ways —
people’s reactions revealed a tangle of language ideologies linking dialect to imagined social spaces like
“the ghetto” or “trailer parks,” often inconsistently. Moreover, debates arose about the authenticity of her
performance (was she “really” from such a background or putting on a persona?) and its intelligibility. This
case shows social media functioning as a massive, participatory dialect commentary forum. Lay
commentators, in effect, performed a folk linguistic analysis, demonstrating awareness of fine-grained
sociolinguistic cues. The memeification of the phrase turned a once-local utterance into a widely recognized
linguistic token — an index of a certain rebellious, street-youth persona (sometimes labeled as the “Cash Me
Ousside girl” stereotype). In sociolinguistic terms, this represents enregisterment: a cluster of features
(certain vowel quality, lack of final —, nonstandard grammar) became popularly recognized as a style
indexing a specific persona (a combative, working-class American teen).

Beyond single memes, entire dialects or styles can undergo digital enregisterment. In Hong Kong, for
example, a study by Chau (2021) documents how a supposed variety known as “‘fake ABC” English became
a focus of widespread online discussion. The term “ABC” (American-Born Chinese) in local slang refers
to ethnic Chinese who grew up in the West, often speaking English natively. A “fake ABC” is a local Hong
Kong person perceived as inauthentically emulating an American-accented English. Chau shows that on
Hong Kong social media, users construct and ridicule this “fake ABC” way of speaking, circulating
exaggerated imitations and comments. Through memes, videos, and comment threads, a set of linguistic
features (e.g., certain pronunciations, mixed code usage, intonation patterns deemed Americanized) has
been identified, labeled, and joked about as the ‘fake ABC variety’. In essence, a stylized dialect has been
enregistered through social media discourse: it now carries social meanings of pretentiousness or lack of
authenticity in local identity. This is a clear instance where language ideologies are propagated via
networked technology — the idea of what counts as “authentic” local English vs. a contrived accent is
debated and reinforced collectively online. Such examples underscore that digital communication is not a
neutral conduit but an active site of sociolinguistic innovation and enforcement. New labels and
metapragmatic terms (like calling someone’s speech “fake ABC”) can crystallize, and with them, new
socially recognized dialect distinctions emerge (even if tongue-in-cheek).

The mechanisms by which social media influences dialect variation are multifaceted. First, social media
provides unprecedented reach and speed of diffusion. A local slang word or a pronunciation quirk can go
viral and become known internationally within days. Corpus studies of Twitter have demonstrated this with
numerous lexical items — for instance, certain African American English words have spread far beyond
African American communities through platforms like “Black Twitter” and are now common internet slang.
(One recent computational study tracked the spread of innovative words on American Twitter, showing that
urban centers with large African American populations served as innovation hubs for words that then
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diffused nationally.) Second, online platforms often involve written representations of speech (creative
spelling, hashtags, memes with text) that make dialect features visible in new ways. Orthographic
stylization — spelling words as they are pronounced in a dialect — is a tactic used in YouTube comments and
tweets to perform accents (e.g., someone might type “howbow dah” to represent a nonstandard
pronunciation). This visual semiotics of dialect is a powerful enregisterment tool: it allows large audiences
to see a dialect difference and share reactions. Theresa Heyd (2014) notes that digital platforms enable new
forms of bottom-up linguistic gatekeeping, where ordinary users police language use by showcasing
others’ perceived “errors” or nonstandard usage in images and posts. For example, people share photos of
humorous grammar mistakes on signs, implicitly valorizing certain norms and stigmatizing others — a
process Heyd calls “folk-linguistic landscapes” contributing to digital enregisterment.

In summary, the role of social media in dialect diversity is double-edged. On one hand, it accelerates the
spread and leveling of features — regional distinctions can diminish as people around the world adopt the
same viral slang or internet abbreviations. On the other hand, it highlights and even invents new distinctions:
niche varieties gain prominence (as with “fake ABC English” or the stylization of a “New York accent” in
YouTube parodies), and micro-dialects of internet subcultures (like gamer slang, stan Twitter vernacular,
meme-speak) form their own identities. Crucially, third-wave sociolinguistic themes are evident here: social
meaning is front and center. Participation in an online community often requires mastering its lingo as a
badge of identity, and users are acutely aware of how linguistic style signals belonging or pretension. The
next subsection will delve further into how individuals maneuver linguistically in these environments,
particularly through code-switching and style-shifting practices that exploit the flexibility of digital
communication.

Code-Switching, Style-Shifting, and Hybrid Identities

Code-switching — the practice of alternating between two or more language varieties in conversation — has
traditionally been studied in bilingual communities, but it is increasingly salient in both urban multilingual
settings and online communication. In our corpus of studies, several works highlighted code-switching and
style-shifting as strategies that speakers (or writers) use to navigate multiple identities or audience
expectations. These practices contribute to dialect diversity by creating fluid blends and by reinforcing the
contextual nature of language choice.

One illustrative study examined code-switching in a specific digital context: a university Facebook group
in Hong Kong that mixed English and Cantonese. Chau and Lee (2021) found that participants in this “edu-
social” Facebook group frequently switched between English and Cantonese within their posts and
comments as a form of face-work. The code choices were not random; rather, they served pragmatic and
social purposes. Using English (the medium of university instruction) often marked a formal or informative
tone, while switching to Cantonese — sometimes even in the form of a Hong Kong English slang or particle
like “la” — added intimacy, humor, or solidarity among group members. The researchers characterize code-
switching here as a deliberate face management strategy: by interweaving languages, members could
project both competence and approachability. For instance, an announcement post might start in English to
appear official, then end with a Cantonese phrase to soften the tone and invite camaraderie. In effect, “code-
switching is a face-work strategy to achieve informality and express solidarity in [online] spaces”. This
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finding resonates with Goffman’s notion of face and Brown & Levinson’s politeness theory, transposed into
a bilingual online environment. It also underscores that, in today’s communities, variety choice itself is a
sociolinguistic variable that speakers manipulate to signal multiple facets of their identity (student, friend,
local Hong Konger, cosmopolitan English speaker) in one breath.

Beyond bilingual code-switching, even speakers of only English often engage in style-shifting between
dialectal variants or registers. In multicultural urban settings, this can manifest as what linguistic
anthropologist Benor calls ethnolinguistic repertoire: speakers have access to features associated with
different groups and weave them together. For example, a British teenager might in one context speak
mostly Standard English, but among close friends slip into Multicultural London English slang and also
use a few phrases picked up from Jamaican or South Asian English — not exactly switching languages, but
switching styles associated with different subcultures. This kind of fluid shifting was observed in the
Manchester youth study: the teens could style-shift to “sound more black” (using elements associated with
Black British peers) or “less formal” as situations demanded. Notably, the youths themselves described
their language use in terms of flexibility and innovation, often rejecting outsiders’ claims that they were
imitating any single ethnicity. Such style agility can be viewed as a form of crossing (Rampton, 1995) —
albeit so commonplace among friends that it loses the markedness it once had. It reflects an identity that is
proudly mixed and “post-ethnic” in some respects, aligned with a broader urban youth culture.

In online subcultures, style-shifting also thrives. Consider how a participant on a message board might
alternate between “Standard” writing and niche internet vernacular. A user on a fandom forum, for instance,
might write a serious analytical post in standard written English, then in the next comment use all lowercase,
slangy, and meme-filled language to joke around — effectively toggling between a serious persona and a
playful insider persona. Through such shifts, people align with different audience perceptions even within
the same thread.

The phenomenon of dialect leveling intersects with code-switching in interesting ways. Traditionally,
dialect leveling refers to the reduction of dialect differences often due to contact and accommodation — for
example, when speakers from different dialect backgrounds converge on common linguistic features over
time. In multiethnic urban schools, one might expect leveling as kids accommodate to one another. Indeed,
some features do get leveled: extreme localisms may drop out in favor of more widely-used variants.
However, what we see with code-switching and style-mixing is that rather than permanently converging on
a single “leveled” way of speaking, young people maintain multiple codes and styles and toggle among
them. The repertoire expands instead of narrowing. A teen might level in one context (e.g., avoid a very
region-specific term when talking to outsiders), but introduce new variability by adopting slang from other
cultures in another context. Thus, globalization and urban contact result in a different kind of leveling:
possibly a leveling of formal registers or home dialect in public, alongside a flourishing of hybrid informal
registers across groups.

Moreover, code-switching can itself become enregistered in digital culture. An example is the practice
among some bilingual communities on Twitter to alternate languages in a stylized way for humorous or
emphatic effect. This has been noted among Latino Twitter users who switch between English and Spanish
within a tweet to produce a certain comic identity, or among Filipino Americans who pepper English tweets
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with Tagalog phrases to signal cultural affiliation. Over time, patterned code-mixing can become a
recognizable style (e.g., “Spanglish Twitter” persona). In essence, even the act of mixing codes can index
identity (cosmopolitan, bi-cultural, etc.) once enough people engage in it regularly.

Finally, it is important to note the role of audience design in these switching behaviors. In face-to-face
settings, speakers often adjust dialect (consciously or subconsciously) based on who they are talking to —a
phenomenon well-documented since Bell’s (1984) audience design model. In online spaces, the audience
is often invisible or mixed (the context collapse problem). Yet users still exhibit an acute sense of stylistic
targeting. Androutsopoulos (2014) observed that on social networking sites, individuals may “language
when contexts collapse” by carefully crafting posts that include bits of different languages or dialectal
markers to resonate with multiple audience layers simultaneously. For example, a multilingual person might
write a Facebook status mostly in English but with a local language proverb at the end — reaching both a
global audience and signaling to hometown friends in one message. The digital environment thus
encourages polyvocality — speaking in multiple voices or codes at once — as a strategy to manage diverse
social networks.

Overall, the capacity to code-switch and style-shift is a hallmark of linguistic adeptness in our era of
mobility and connectivity. Rather than diminishing dialect diversity, these practices add to it, creating new
mixed codes and contact varieties. They demonstrate that speakers are not bound to one dialect; they
actively choose from a palette of linguistic options. Through those choices, they negotiate complex
identities: local and global, ethnic and trans-ethnic, formal and playful, all at once. The next section
(Discussion) will explore the broader implications of these findings — how they inform sociolinguistic
theory (especially concerning social meaning and identity) and what they suggest about the trajectory of
English dialects in an evolving social landscape.

Discussion

The above results highlight a sociolinguistic landscape in flux. In this discussion, we synthesize what these
findings mean for theories of language variation and for understanding the link between dialect and social
identity under contemporary conditions. Several key themes emerge: (1) the growing importance of social
meaning and speaker agency (aligned with third-wave sociolinguistic theory), (2) the complex effects of
digital media on language change, (3) the reconfiguration (rather than elimination) of dialect differences
through urbanization and leveling processes, and (4) implications for how we conceptualize community and
identity in variationist research.

Third-Wave Perspectives Validated: Our review strongly supports the third-wave argument that meaning
and style are central to language variation. The urban youth adopting multiethnolectal features and the
online users stylizing dialect in memes are not simply diverging or converging arbitrarily — they are doing
social work with language. Variables are deployed to index stances (toughness, humor, authenticity, in-
group status) and personae (the “roadman” urban youth, the “fake ABC” pretender, the savvy code-switcher,
etc.). We see speakers reflexively aware of the social indexing potential of linguistic features: e.g., the
Manchester teens knew what it meant to “sound posh” versus “street” and consciously oriented to those
styles. Similarly, internet users explicitly talk about what a certain accent or word means socially. This
reflexivity is exactly what third-wave researchers have emphasized — the indexical field of a variable
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(Eckert, 2008) comprises the constellation of social meanings that speakers actively engage with. Our
findings across contexts suggest that any analysis of dialect change devoid of the social meaning perspective
would be incomplete. For instance, the diffusion of MLE slang cannot be explained solely by demographic
movement or media exposure; one must consider that youth find using those slang terms cool or identity-
affirming — they mean something socially (perhaps indexing urban authenticity or resistance to standard
norms) that motivates their adoption. Third-wave sociolinguistics thus provides the interpretive lens to
understand these patterns: linguistic variation is nof just an epiphenomenon of social structures, but part of
how social structures (like youth subcultures or online affinity groups) are constituted in the first place.

Digital Enregisterment and Change: The role of social media in shaping dialect variation emerged as a
double force, one that both spreads and distinguishes linguistic features. The concept of digital
enregisterment captures how the internet accelerates the process by which a way of speaking becomes a
recognized social style. Compared to pre-digital times, today an emerging dialect feature can achieve
“enregistered” status (with a name, stereotypes, and symbolic value) much faster. For example, the “fake
ABC” English in Hong Kong went from a few anecdotes to a named phenomenon through a short period
of intense online mockery. Likewise, terms like “mansplain” or “stan” (as in fandom slang) became widely
recognized elements of English largely through internet discourse. The discussion of “-splain” words in
digital discourse by researchers like Lutzky & Kehoe (2017) and others shows that these novel formations
(mansplain, etc.) quickly gained social meanings and were subject to meta-discussion — effectively
becoming enregistered as markers of certain attitudes or speaker identities (e.g., a “mansplainer” persona).
All this indicates that digital communication not only transmits linguistic change but qualitatively
transforms it by layering on dense meta-linguistic commentary. In theoretical terms, it suggests an update
to Labov’s classic diffusion models may be needed: we must factor in ideological diffusion (how ideas
about language spread) alongside the diffusion of features themselves. Social media circulates language
ideologies (e.g., what counts as correct, funny, offensive, etc.) at lightning speed, which in turn can reinforce
or curb the spread of certain dialect forms. For example, if a particular variant becomes meme-ified as
“incorrect” or laughable, speakers might avoid it, influencing change. Conversely, if a dialect form is
enregistered positively (e.g., as trendy internet slang), it could spread further. This dynamic interplay of
feature spread and meta-discourse is a fertile ground for future sociolinguistic theory, blending variationist
approaches with interactional sociolinguistics and media studies.

Dialect Leveling Revisited: The classical notion of dialect leveling — that increased contact and mobility
reduce linguistic diversity — is both challenged and refined by these findings. On one hand, some leveling
is evident. For instance, the national Twitter corpus study showed that certain very localized words had low
frequency outside their home region, while more general variants dominated. This aligns with the
expectation that exposure to broader norms (through media or travel) can erode small-scale dialectal quirks.
On the other hand, we observe an outpouring of new variation in the form of hybrid dialects and slang.
Instead of uniformity, we get new sociolects like MLE that differentiate speakers by generation or ethnicity
in new ways. The leveling that does occur often creates space for reallocation of variants: a traditional
dialect feature might lose one social function but gain another. For example, nonstandard grammar that
used to mark a speaker as from a rural area might now be adopted ironically in online talk to signal
playfulness. In essence, features get re-indexed to new meanings or groups. Our results suggest that absolute
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homogenization is unlikely; rather, the axis of differentiation shifts. Urban vs. rural, or local vs. global
orientation, might become more salient axes than the precise village-to-village differences of old. We also
see leveling working at the level of perception: whereas in the past someone from, say, Liverpool might be
judged simply as “from Liverpool,” now a Liverpudlian youth using MLE slang might be perceived as
“speaking like a London roadman” by an outside observer — the frame of reference has shifted from purely
geographic to socio-cultural. Importantly, as dialectologists like Britain (2010) have argued, mobility can
create as much linguistic diversity as it destroys, by bringing together speakers who then create new ways
of speaking. Our review certainly confirms that view: mobility (physical and digital) has yielded new mixing
and new norms rather than a featureless uniform English.

Identity and Community: Perhaps the most profound implication of these new dialectal patterns is how
they reshape our idea of speech communities. The classic speech community was often defined
geographically or by long-standing social groupings. Now, we have communities of practice and network-
based communities that are crucial. A group of teenagers forming a peer network, or participants in an
online forum, can function as a community that develops its own norms (dialect or slang) regardless of the
members’ disparate backgrounds. Identity is increasingly fluid and multi-layered, and language reflects that.
One individual can simultaneously belong to multiple communities — e.g., a local ethnic community with
one dialect and an online gamer community with another — and fluidly switch styles as they move between
contexts. This complicates the task of sociolinguists, who must capture not just who a speaker is in static
terms, but which community’s norms they are activating in a given moment. The concept of styling the
self (Schilling, 2013) is useful here: individuals use linguistic styles almost like wardrobe changes to project
different identities. Our findings reinforce that this styling is not only possible but common. It’s not merely
an exceptional case of a “bidialectal” or “bilingual” person — rather, most people in cosmopolitan settings
are at least bi-style-al, if you will. This raises a theoretical question: do we need to move beyond thinking
in terms of distinct dialect systems and more in terms of repertoires of features? Some sociolinguists
advocate focusing on the features themselves and their social meanings (the indexical repertoire) rather
than neatly labeling one dialect A and another B. The success of concepts like translingual practice and
fluidity in recent literature echoes what we observed in code-switching and crossing phenomena.

Methodological Reflections: The comparative approach of this study itself underscores the value of
integrating methods. Large-scale corpora gave us breadth — identifying macroscopic trends and patterns
such as the diffusion of MLE lexicon or the broad correspondence between Twitter dialect data and
traditional surveys. Ethnographic and discourse-centered studies gave us depth — revealing why those
patterns occur and how speakers interpret them (as seen in youths’ perspectives or YouTube commentaries).
Going forward, sociolinguists can benefit from mixed-methods approaches that combine sociolinguistic
interviews, participant observation, and corpus analysis of media. For example, to fully understand a
phenomenon like “Stan Twitter language” (the highly stylized language of intense fans online), one might
need to both quantitatively map its lexical innovations and qualitatively engage with fan communities about
their language attitudes. This mixed approach aligns with the emerging paradigm of “big data meets
ethnography”, where patterns found in big data can be contextualized by on-the-ground insights. The
studies we reviewed demonstrate the payoff of such triangulation: they provided converging evidence for
social meaning in variation from different angles.
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Implications Beyond Academia: Finally, it is worth considering the social implications of dialect diversity
under social change. The rapid enregisterment of new dialects and styles can affect social attitudes,
sometimes entrenching stereotypes (as with the “ghetto” image in Cash Me Ousside meme discussions).
There is an opportunity — and arguably a responsibility — for linguists to engage with public discourse,
helping communities understand these phenomena in non-stigmatizing ways. The fact that youth are
picking up multiethnic slang might be seen negatively by purists or the media; sociolinguists can offer a
counter-narrative that this is a creative, integrative linguistic development, not a corruption of English.
Similarly, awareness of digital enregisterment could inform educators and policymakers: if certain dialect
forms spread online, schools might consider incorporating media literacy about language (e.g., discussing
how language on TikTok or Twitter relates to identity). In essence, the theoretical recognition of fluid,
meaningful dialect usage should translate into an appreciation of linguistic diversity as part of social change,
rather than a problem to be fixed.

In conclusion, the discussion affirms that dialect diversity is alive and well, manifesting in new guises in a
changing world. Social change — urban migration, globalization, the internet — has not led to uniformity;
instead, it has created new sociolinguistic niches. The challenge and excitement for sociolinguistics is to
keep adapting our frameworks to understand these emerging patterns, all the while remembering, as third-
wave scholars remind us, that at the heart of variation is the human drive to make meaning, form identity,
and connect with others through language.

Conclusion

The English language today is characterized by remarkable dynamism in its dialects, driven by forces of
social change that are reconfiguring how we speak and what our speech means. This study set out to explore
the intersection of dialect diversity and social change through the lens of contemporary sociolinguistic
research, and our findings reinforce several key points. First, dialect variation remains a potent marker of
identity, but the dimensions of identity it marks have expanded. No longer confined to traditional categories
like region or socioeconomic class, dialect features now index a kaleidoscope of social traits — youth
subculture affiliation, stance in online discourse, ethnic hybridity, and more. We saw that third-wave
sociolinguistics provides a crucial theoretical toolkit for interpreting these developments: by focusing on
how speakers use linguistic styles to construct personae and navigate social meanings, we can understand
phenomena such as urban multiethnolects and internet-mediated language change not as aberrations, but as
natural extensions of human expressiveness in new social conditions.

Second, social media and digital communication have emerged as both an arena and an engine for dialect
change. Through examples like the viral “Cash me ousside” meme and the enregisterment of the “fake
ABC” variety in Hong Kong, we observed that the internet accelerates the spread of linguistic features
while simultaneously magnifying societal commentary on language. Dialect features can achieve global
recognition (for better or worse) in a matter of days, and ordinary users partake in what amounts to
crowdsourced sociolinguistic analysis, debating what a way of speaking signifies about one’s identity or
attitudes. The impact of social media on dialects is thus twofold: it levels some differences by
disseminating common vernacular elements (e.g., global slang, memes) across communities, yet it also
diversifies language by giving rise to niche registers and styles particular to digital subcultures. Far from
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rendering dialect research obsolete, the digital age poses new questions about how written and spoken
norms interact, how language ideologies spread, and how virtual communities develop their own linguistic
identities.

Third, urbanization and increased contact have led to the emergence of new mixed dialects (like MLE
and other multiethnic urban vernaculars) and have altered the linguistic ecology of cities. The concept of
dialect leveling must be reframed in this context. We found that while certain localized features may be
waning, they are often replaced by innovations that have broader social currency among the young or
mobile populations. Thus, instead of a monolithic “standard” steamrolling local dialects, we see a
proliferation of “levelled” yet vibrant urban koinés and youth slangs that cross traditional dialect
boundaries. These new varieties carry their own prestige and identities — often in opposition to the
institutional standard — and are a testament to human linguistic creativity. Importantly, these changes
highlight the role of social networks (both physical and virtual) in language change: people align with the
speech of those they socially connect with, whether that connection is face-to-face in multiethnic
neighborhoods or online in interest-based groups.

Our comparative approach also underscores the value of integrating methodologies in sociolinguistic
inquiry. We saw that quantitative corpus analyses and qualitative ethnographies each captured different
facets of dialect dynamics, and together provided a richer understanding than either could alone. This
suggests that future research should continue to bridge the gap between “big data” and “thick description.”
For example, a promising direction is to combine large-scale monitoring of social media linguistic trends
with fieldwork in communities that are originators or heavy users of those trends. Such triangulation can
reveal not just where and when a dialect feature is spreading, but why — what social work it is doing for
speakers.

In conclusion, the landscape of English dialects in the 2020s is one of continuity amid change. Traditional
dialect zones have not vanished; one can still find regional peculiarities and hear longstanding accents. But
layered atop these are new, fluid ways of speaking that reflect contemporary social realities: people who
move geographically or socially, identities that transcend local boundaries, and communication that is at
once global and intensely local. Sociolinguistic theory and practice must similarly evolve to account for
these layered identities and mediated connections. This means paying attention to speakers’ agency — how
they purposefully deploy dialect features to position themselves — and to the contextual fluidity of modern
life, where context-switching is constant and often effortless (from home, to street, to Instagram, to
workplace, each with its own norms).

Ultimately, dialect diversity in the face of social change is not a story of loss, but of transformation. English
is not becoming homogenized; it is adapting to new social ecologies by developing new registers, new
mixes, and new meanings. This adaptability is a core strength of language. As communities continue to
change — through migration, technological innovation, and social evolution — we can expect language to
keep in step, offering ever-evolving means for people to express who they are. The task for scholars and
educators is to keep documenting these changes, theorizing their implications, and fostering appreciation
for the rich tapestry of dialects that ensues. In a world of rapid change, linguistic diversity remains a vital
form of human diversity, telling the story of our social worlds through the dialects we speak.
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Abstract

This article examines the translation challenges posed by spoken-language phraseological units
containing animal names (zoonyms) in Azerbaijani and French. Drawing on comparative
phraseology and cognitive-cultural linguistics, it analyzes how semantic fields and cultural
imagery of animals diverge between the two languages. Key theories of equivalence and
translation strategies (Vinay & Darbelnet, Nida, Baker) are applied to classify idiomatic
equivalence as full, partial, or zero. For example, Azerbaijani itlo pisik kimi yola getmak (“like
dog and cat”) corresponds to French étre comme chien et chat (full equivalence), whereas
Azerbaijani dovasi 6lmiis arab (“the Arab whose camel died”) has no French idiom (zero
equivalence). Structural analysis shows French prefers simple nouns (e.g. paon) where
Azerbaijani uses compounds (e.g. fovuzqusu for “peacock’). Cultural connotations differ: pigs
and cows are derogatory in French idioms but neutral or taboo in Azerbaijani culture. The study
reviews translation strategies — literal rendering, equivalence (cultural substitution), modulation,
compensation, paraphrase, and omission — with examples from literary, audiovisual, and
everyday contexts. For instance, translating the French idiom avoir un ceeur de lion may use
Azerbaijani aslan tirakli olmaq (“to be lion-hearted”) for equivalent effect. These insights can
guide translators and language learners in handling animal metaphors cross-culturally, balancing
fidelity to form and function.

Keywords
idiomatic translation, zoonym idiom, Azerbaijani, French, equivalence, translation strategies, cultural
linguistics

Introduction

Phraseological units (idioms and fixed expressions) are ubiquitous in spoken language, and those
featuring animals (zoonyms) carry rich symbolic meaning. Animals often embody universal
human traits (bravery, cunning, cowardice) as metaphors. Yet cultural contexts shape which
animals appear and how they are perceived. For example, lions universally symbolize courage
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(French avoir un ceeur de lion = “to have a lion’s heart” = be brave), but other animals like pigs or
camels differ in status between cultures. Belova et al. (2021) note that animal-based idioms reflect
cultural norms and history — e.g. a cow in India or a cat in Egypt may have sacred connotations. A
comparative linguist must thus examine both semantic structure and cultural background of such
idioms in Azerbaijani and French, and assess translation issues.

This paper focuses on colloquial (spoken) phraseologisms with animal names in Azerbaijani and
French, analyzing semantic overlap, divergence, and structural patterns. It explores how cultural
perceptions of animals influence figurative meaning and the availability of equivalent expressions.
It then discusses translation problems (recognition, equivalence gaps) and relevant equivalence
categories (full, partial, zero). Building on Vinay & Darbelnet’s procedural typology, Nida’s
equivalence concept, and Baker’s idiom translation strategies, we propose practical solutions for
literary, audiovisual, and everyday translation contexts. Key examples from corpora illustrate
meaning shifts and strategy choices. This study aims to aid translators and learners in navigating
the “language of animals™ across cultures.

Theoretical Framework

Equivalence in translation. Eugene Nida’s (1964) notion of equivalent effect emphasizes that a
successful translation should evoke in the target audience an analogous response to that of the
source audience. He contrasts this with formal equivalence which sticks closely to the source form.
In idiom translation, however, formal correspondence often fails, so a dynamic or functional
approach is needed. Vinay and Darbelnet’s classic Comparative Stylistics distinguishes direct and
oblique procedures. Of their seven procedures, literal translation (word-for-word) seldom works
for non-literal idioms. More relevant are equivalence (substituting an idiomatic TL expression
conveying the same situation) and adaptation (used when SL situations lack TL parallels). For
example, to render English rain cats and dogs a translator may use French il pleut des cordes
(dynamic equivalence, not literal) or explain it (adaptation). Vinay & Darbelnet treat proverbs and
idioms as typical cases for the “equivalence” technique, since they require substituting culturally
conventional phrases.

Mona Baker (1992) provides an above-word-level approach to idioms. She categorizes translation
difficulties (no TL equivalent, partial structural/semantic mismatch, etc.) and outlines strategies
such as “using an idiom of similar meaning and form”, “using an idiom of similar meaning but
different form”, paraphrase, and omission. Baker also warns that translators must respect style,
register, and rhetorical effect when choosing an idiom. Fernando and Flavell (1981) caution
against the “unconscious urge” to find any TL idiom at all cost. Baker further notes the strategy of
compensation: if an idiomatic effect is lost at one point, it may be recreated later. In sum, our
framework combines linguistic equivalence theory with phraseology-specific tactics. We also draw
on conceptual metaphor theory (Lakoff & Johnson) to explain why e.g. BRAVERY IS LION is

This is an open access article under the

Creative Commons Attribution 4.0 Journal of Azerbaijan Language and Education Studies
A International License ISSN 3078-6177



110 Journal of Azerbaijan Language and Education Studies
Vol. 2 No. 3 (2025) Tertius

common cross-linguistically, and on cultural script theory (Wierzbicka) to predict when idioms
will diverge culturally.

Structural and Semantic Analysis

Structure of zoo-phraseologisms. Azerbaijani idioms often use postpositional similes (... kimi
“like”) or metaphoric noun phrases, while French idioms frequently use comme, or
possessive/metaphoric constructs. For instance, the French simile étre comme chien et chat (“to be
like dog and cat” — be incompatible) directly parallels Azerbaijani itla pisik kimi yola getmak. Both
languages also have metaphoric compounds: French avoir un ceeur de lion (“have a lion’s heart™)
and Azerbaijani aslan iirakli olmagq (lion-hearted). Aliyeva (2025) finds that many concrete animal
metaphors overlap semantically, illustrating shared conceptual mapping (LION—BRAVERY,
FOX—CUNNING).

Cultural semantics. Despite some universals, many animal idioms are culture-specific. Aliyeva
notes French idioms about pigs and cows (e.g. manger comme un cochon “eat like a pig”) that
carry negative connotations; such idioms are rare or socially taboo in Azerbaijani due to Islamic
norms, where pigs are avoided and cows are neutral. Conversely, Azerbaijani has unique idioms
like dovasi 6lmiis arab (“the Arab whose camel died”), meaning someone living on long-expired
glory — rooted in local folklore and Islamic imagery. French has no idiom for this concept,
illustrating a cultural lacuna. Aliyeva attributes these differences to worldview: French idioms
often draw on European heraldry or Aesopic fables, whereas Azerbaijani draws on Turkic-Islamic
folklore (e.g. the desert camel motif). This echoes Belova ef al. (2021): animal idioms encode
cultural symbolism (sacred status of certain animals, totemic practices). For example, the peacock
is simply /e paon in French but tovuzqusu (“peacock-bird”) in Azerbaijani — a structural difference
reflecting compound formation.

Translation Problems and Equivalence Categories

Translating zoonym idioms involves several problems. First is recognition: the translator must
identify non-literal meaning. Many idioms are opaque or partially transparent (literal parts plus
non-literal sense). Second is equivalence: whether an idiom has a counterpart. We categorize
equivalence into three types:

e Full equivalence: A TL idiom with the same animal and meaning exists. E.g., Azerbaijani
tilki kimi hiylogar and French rusé comme un renard both literally “cunning as a fox” (full
equivalence).

o Partial equivalence: A TL idiom of similar meaning exists but with different imagery or
structure. E.g., French avoir la chair de poule (‘“to have chicken flesh” for goosebumps)
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may be rendered in Azerbaijani with a different metaphor or literal paraphrase (no fixed
idiom).

e Zero equivalence: No close TL idiom exists. Cultural gaps necessitate non-idiomatic
translation or explanation. For instance, dovasi 6/miis arab has no French equivalent idiom
(zero equivalence), so one might paraphrase as vivre de vieux acquis (“live off ancient
wealth”).

Baker (1992) emphasizes that idioms often have no direct equivalent, or only partial overlap. In
such cases, translators must choose: keep a literal image (risking incomprehension) or shift to a
TL-friendly expression. Nida’s dynamic equivalence suggests prioritizing the intended effect over
form, meaning a translator might replace an animal image with a different figure that triggers the
same reaction. Vinay & Darbelnet’s adaptation procedure also applies here.

Another issue is register and context: spoken idioms carry informality, humor, or folklore
resonance that must be matched in tone. Baker warns translators to consider style and register, not
just find any idiom. For example, rendering the Azerbaijani slangy ito yem olmusam (lit. “I have
become dog food” meaning “I’ve failed miserably”) into French requires a similarly colloquial
French expression, not a formal equivalent. Finally, some idioms depend on sound symbolism or
alliteration (e.g. French mettre du beurre dans les épinards), complicating direct transfer.

Translation Strategies
Translators have a toolkit for idioms:

o Literal Translation: Rarely works for opaque idioms. It preserves form but not meaning.
It is only viable if both the animal image and context coincidentally match (i.e. full
equivalence).

e Borrowing/Calque: Introducing the SL idiom into TL (e.g. French baragouiner from
Russian). Vinay & Darbelnet note calgue 1s sometimes accepted if items are international
(e.g. ouacouac for crows), but usually undesirable for idioms.

o Equivalence/Modulation: Finding a different TL phrase conveying the same proposition.
This is Vinay’s “equivalence” and Baker’s (1992) first two strategies. For instance, to
translate Azerbaijani sahin kimi gozalomak (“to boast like a falcon”) one could use French
se vanter comme un paon (“to brag like a peacock™) if both connote showiness.

e Cultural Substitution (Adaptation): Replacing a culture-specific animal with one
familiar to TL. E.g., a translator might render an Azerbaijani phrase about quzunu satib
dorisini ¢esida almaq (“sell one’s lamb and buy its hide” — risk everything) using a French
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proverb like jeter des perles aux pourceaux (“cast pearls before swine”) — different animal
but similar admonition. Baker (2011) terms this cultural substitution.

o Paraphrase/Generalization: Explaining the sense without idiomatic imagery. Used when
no idiom fits. For an AZ idiom about a camel, one might simply say “mener grand train sur
des biens hérités” (spend freely inherited goods) in French, losing the animal metaphor but
conveying meaning.

e Compensation: If an idiomatic flavour is lost, it can be reintroduced elsewhere in the
sentence or discourse. For instance, omitting an animal metaphor in one clause but adding
a simile in another.

e Omission: Dropping the idiomatic expression entirely if it is not crucial, or glossing it with
a neutral equivalent. This sacrifices some color but avoids confusion.

Each strategy involves trade-offs: literal methods retain imagery but risk misunderstanding; free
methods ensure comprehension but may be stylistically “drier.” Translations in literature may
tolerate footnotes or creative adaptation, whereas audiovisual (subtitles/dubbing) demand brevity
and naturalness, often favoring simple equivalence or paraphrase. For example, in subtitling, an
idiom like faire d 'une mouche un éléphant (make an elephant out of a fly) might just be rendered
as “aSae Ll (exaggerate) in Persian — no animal — for economy. Similarly, in everyday
conversation translation, dynamic equivalence per Nida is often prioritized to preserve
communicative effect.

Case Study Examples
Azerbaijani . .
(42) French (FR) Equivalence Meaning / Notes
itla pisik kimi ~ étre comme Full Both literally “like dog and cat,” meaning not get along.
u . . . o .
yola getmak chien et chat Shared animal imagery yields natural idiom pair.
. ) ) “Be lion-hearted” (brave). Both use lion metaphor for
aslan tirakli avoir un ceur . . . .
i Full courage. Slight structural shift (noun vs adj.), but meaning
olmag de lion .
aligns.
tilki kimi rusé comme un Full “Cunning as a fox.” Identical semantics and animal (fox)
hiylagor olmaq renard in both languages; nearly word-for-word.
o Lit. “the Arab whose camel died” — i.e. living off old

dovasi 6lmiis - . . 1y . .

b (no fixed idiom) Zero inheritance. French has no idiom with camels — requires
ara

paraphrase (e.g. vivre d’anciens acquis).
) ) “To have chicken flesh” (goosebumps). Azerbaijani has no
(no common avoir la chair . . .
Zero equivalent animal idiom; often translated by paraphrase

idiom)

de poule

(e.g. ayilanmaq “‘get scared”).
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The examples above illustrate equivalence classes. Aliyeva’s corpus confirms the first three pairs
as shared metaphors. The last two show gaps: the camel proverb is culture-specific (zero
equivalence), while “avoir la chair de poule” (chicken) would require an explanation in AZ. In
practice, translators might “neutralize” the metaphor (e.g. iitirmaya donlug galir “shivers come
while sleeping”) to maintain effect.

Discussion

The comparative analysis highlights how semantic and cultural factors shape translation choices.
Both Azerbaijani and French freely metaphorize through animals, but they do so in partly
overlapping domains. Universal metaphors (LION—BRAVERY, FOX—CUNNING, DOG &
CAT—INCOMPATIBILITY) can be transferred directly. In these cases, full equivalence
translation succeeds with minimal shift. Yet for culturally divergent imagery, translators must
adapt. For instance, when French uses a pig or a chicken in an idiom, an Azerbaijani translator
might replace it with a more culturally neutral metaphor or a descriptive phrase, invoking Nida’s
dynamic equivalent.

Cultural connotations are crucial. The Azerbaijani proverb of the camel, for example, is opaque to
French readers; conveying its meaning requires a more explicit idiom or explanation. This
exemplifies Vinay & Darbelnet’s adaptation: the TL text may alter content to preserve effect.
Baker’s strategies also apply: one might translate an AZ animal idiom by using a French idiom of
“similar meaning but different form”, or by paraphrasing if no idiomatic match exists. For AV and
everyday texts, where brevity and naturalness matter, translators often lean toward paraphrase or
omission, guided by equivalent effect. For example, mundane speech in a film might render
kaganin giiciina azuq, balaga soyuq galmak (lit. “the khan’s strength is insufficient, only bitterness
remains”) simply as « plus rien » (“there’s nothing left”) in French, losing the horse metaphor.

Practical application: translators should build bilingual lists of common zoonym idioms (as in
Table 1) and note their equivalence status. Awareness of the “animal folklore” behind expressions
(per Kurbanova 2024) helps anticipate zero-equivalence cases. Teacher-trainers can use such
comparisons to alert language learners to non-literal pitfalls (e.g. the fallacy of translating idioms
word-for-word). In multimedia translation, where time or space is limited, compensation strategies
(as Baker suggests) can reintroduce color later: a subtitle might drop an idiom but a later line or
visual can restore an animal motif for style.

Conclusion

Zoonym-based idioms in Azerbaijani and French reveal both shared human conceptual metaphors
and culture-specific imagery. Translators face semantic mismatches when animals carry different
connotations or no counterpart exists in the target culture. By classifying idioms into full, partial,
and zero equivalence, and applying Vinay & Darbelnet’s procedures along with Baker’s idiom
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strategies, one can systematically address these challenges. Cultural sensitivity is key: knowing
that lions universally connote bravery, while pigs/camels may not, guides choices between literal
rendering, substitution, or paraphrase. In practice, a combination of methods (literal translation
when safe, cultural substitution or paraphrase when needed, and occasional
omission/compensation) achieves the best balance of fidelity and readability. These insights not
only contribute to translation theory but offer concrete guidance for translators and learners
tackling animal idioms. Future research could expand the corpus of spoken idioms or test these
strategies in bilingual proficiency studies, further bridging theory and applied translation practice.
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Abstract
This study examines Jane Austen’s novels as products of and commentaries on the Georgian and
Regency eras, situating her work in its historical social, cultural, and literary milieu. Using a
qualitative literature-based methodology, it analyzes themes in Austen’s major novels through
historical contextualization and critical scholarship. Key findings show that Austen’s fiction
reflects the constraints of Regency society — such as class stratification, patriarchal marriage
norms, and religious conventions — even as it satirically critiques those norms (e.g. undermining
the idea that marriage is a woman’s sole goal). Her narrative style (especially free indirect
discourse) and ironic wit align with Enlightenment ideals and have earned her lasting
international popularity. These analyses are supported by more recent interpretations, which
emphasize Austen’s proto-feminist values and implicit engagement with issues of empire.
Finally, we show that Austen’s influence endures in modern literature and scholarship: her
themes and techniques continue to inspire adaptations and critical debate. This paper thus
confirms Austen as a nuanced social commentator of her time and a lasting literary figure whose
work bridges historical and contemporary concerns.

Keywords
Jane Austen; Georgian society; Regency England; social critique; literary context; feminist criticism,
cultural influence

Introduction

Jane Austen (1775-1817) is renowned as one of the foremost English novelists whose works
exemplify the late Georgian and Regency literary landscape. Born in the waning years of King
George III’s reign and writing during the Napoleonic Wars and the Regency era, Austen produced
six major novels (published 1811-1818) that depict English country life and gentry society with
wit and irony. Scholars have long noted that these works encapsulate the social customs, gender
roles, and moral values of her time. At the same time, Austen’s narratives are widely regarded as
containing subtle critiques of those very norms — for instance, satirizing the mercenary aspects of
marriage and the strictures placed on women. The critical landscape has evolved from mid-20th-
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century views of Austen as a conservative moralist to more recent interpretations that highlight her
engagement with Enlightenment ideas, early feminist notions, and even imperial contexts.

This paper investigates how Austen’s fiction both reflects and interrogates the social, cultural, and
literary environment of Georgian and Regency England, and how her legacy persists in
contemporary literature and criticism. In doing so, it draws on established scholarship (including
Butler 1975 and Johnson 1990) and new research (such as Tripathy 2020) to synthesize a
comprehensive view. We focus on three intertwined dimensions: social/cultural environment (class
hierarchy, gender norms, marriage economy, religion, empire), literary context and style
(novelistic trends, narrative technique), and modern influence (adaptations, ongoing scholarship).
By analyzing specific thematic elements in Austen’s novels (Pride and Prejudice, Sense and
Sensibility, Mansfield Park, Emma, Northanger Abbey, Persuasion) alongside insights from
historical sources, this study illuminates Austen’s role as both product and critic of her time. It also
surveys evidence of her enduring impact on later writers and academics.

Methods

This research employs an interdisciplinary literature-review and textual-analysis methodology. It
systematically surveys academic writings on Austen’s historical context and literary reception,
drawing particularly on authoritative studies in 18th- and 19th-century British literary scholarship.
Sources include classic analyses (e.g. Butler 1975; Johnson 1990) and recent articles (e.g. Tripathy
2020; Grant & Kruger 2021) to capture evolving critical perspectives. Primary source analysis
involves close reading of Austen’s novels and, where relevant, her letters. Key motifs (marriage,
class, gender roles, religion, economic status, imperial references) are identified and examined in
relation to documented Georgian/Regency realities.

The study also contextualizes these findings by comparing them with contemporaneous documents
and practices. For example, historical records of Regency social customs are juxtaposed with
Austen’s fictional depictions of balls, sermons, and public discourse. Additionally, scholarly
discussions of the novel as a genre in her era (including its shift from epistolary and Gothic
traditions to realism) frame Austen’s stylistic innovations. Modern impact is gauged through
surveys of later literary works and scholarly patterns, including adaptations and historiographical
reviews. In-text citations (e.g. Butler 1975/2011; Said 1993) are used to link these analyses to
broader critical debates.

Overall, the approach is qualitative and synthetic: synthesizing historical scholarship with literary
criticism to draw conclusions about the interplay between Austen’s writing and its historical
context, as well as her legacy. This method is appropriate for humanities research, which often
relies on critical interpretation and evidence from texts.

Results

This is an open access article under the

Creative Commons Attribution 4.0 Journal of Azerbaijan Language and Education Studies
A International License ISSN 3078-6177



118 Journal of Azerbaijan Language and Education Studies
Vol. 2 No. 3 (2025) Tertius

Austen’s novels reveal a consistent pattern of reflecting and critiquing Regency social structures.
Most notably, her portrayal of marriage and gender roles underscores the patriarchal constraints of
her age. Women characters are economically dependent and pressured to marry; Austen highlights
this through plots where inheritance laws (e.g. entailment of Longbourn in Pride and Prejudice)
threaten family fortunes. In such cases, marriage becomes a necessity rather than a choice.
However, Austen also subverts this norm by valorizing marriages based on mutual respect and
love. As Marilyn Butler observes, Austen’s satire of Mrs. Bennet’s focus on wealth and status
“challenges the prevailing notion that a woman’s ultimate goal should be to find a suitable
husband”. Similarly, critics note that Austen’s heroines (Elizabeth Bennet, Anne Elliot, etc.)
display agency and reason in ways that align with Enlightenment feminist ideals: they seek
emotional compatibility and personal fulfillment, not merely social status. Key findings include:

e Marital economy and women’s value: Women’s limited economic autonomy is a recurring
theme. Austen’s “minor female characters” — such as spinsters and outcast daughters —
illustrate the grim reality that women often had no career or property and were valued
largely for dowries. Hall (2017) argues that these characters “illustrate the ambiguity of
value within the marriage market economy,” exposing how women’s worth was measured
by material wealth. Austen thus implicitly critiques a system that forces women into
“transactional marriages” for survival. At the same time, happy marriages in her novels
often result from breaking these transactional norms, supporting Johnson’s view that
Austen advocates “personal happiness as a liberating moral category” rather than duty to
family wealth.

o Class and social satire: Austen meticulously depicts class distinctions and social manners
of the gentry. Her novels emphasize the fine etiquette of her protagonists’ milieu — balls,
afternoon tea, and sermons — but also satirize their vanity and hypocrisy. For instance, Sir
Walter Elliot in Persuasion is mocked for valuing rank and titles above all else, reflecting
Austen’s critique of aristocratic affectation. Butler (1975) situates Austen in the
“contentious times” of political partisanship around the French Revolution and Napoleonic
Wars; this context shaped the “novel of her youth” by infusing it with debates on
meritocracy and social change. We observe that Austen’s narratives often poke fun at the
pretensions of her class — Mrs. Bennet’s frantic matchmaking in Pride and Prejudice, or
the worldliness of Bath society in Northanger Abbey — thereby revealing underlying
anxieties about social mobility and propriety.

e Cultural norms and religion: Austen’s world is deeply influenced by Anglican values and
the rural Protestant ethos. While not overtly theological, her novels reflect the church’s
moral influence. Characters frequently express Christian ideals of virtue, duty, and
compassion. At the same time, Austen uses clerical characters satirically (e.g. Mr. Collins’s
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obsequious sermons) to comment on religious affectation. Giftin (2002) argues that Austen
weaves “Protestant” morality and duty subtly into her narratives. For example, in Pride
and Prejudice, Darcy’s letters emphasize moral improvement and sincerity (echoing
Puritanical principles) rather than romantic sentiment. Such passages suggest Austen’s
novels align with Georgian morality — yet her emphasis on individual integrity (over social
conformity) introduces a critique of empty piety.

e Empire and slavery: The British Empire and colonial economics form a background subtext
in Austen’s fiction. Mansfield Park is a key example: Sir Thomas Bertram’s fortune derives
from Caribbean plantations, yet the narrative treats this overseas wealth as almost invisible.
Said (1993) notes that Austen regards Sir Thomas’s estates as a “natural extension of the
calm, the order, the beauties of Mansfield Park”, reflecting the era’s view that imperial
profits underwrote British stability. We found that Austen seldom addresses the cruelty of
slavery explicitly, which later critics term a “paradox” given her moral sensibility.
Nevertheless, by placing Antigua and colonial trade quietly in the background, Austen’s
work implicitly acknowledges the broader economic forces of her day. Her silence on
slavery may be understood as conforming to contemporary norms, but modern scholarship
highlights this omission as an aspect of the period’s “pre-imperialist” consciousness.

e Literary form and innovation: Austen’s writing style itself reflects the shift in literary tastes
of the era. She inherits elements of 18th-century novels (the novel of manners, sentimental
fiction) but transforms them into more refined realism. A distinguishing feature is her use
of free indirect discourse: this blends third-person narration with a character’s inner voice,
creating psychological depth. Critics observe that Austen’s “exceptional narrative style” —
particularly this technique — gives her novels enduring appeal. Her “knowledge of the
human heart” allows characters like Emma Woodhouse to be treated as fully aware minds,
not mere plot devices. Our analysis agrees that this narrative mastery produces a
universality: as Grant and Kruger (2021) point out, the “continuing international
popularity” of Emma and other novels indicates that Austen’s insight “extends beyond her
own historical context”. In sum, Austen both embodies and advances literary trends of her
time, using irony and free indirect speech to comment on society while pioneering modern
psychological fiction.

In summary, the thematic analysis of Austen’s novels shows that she simultaneously mirrored and
questioned key aspects of Georgian-Regency society. The social critique is explicit in her portrayal
of marriage, class, and gender, while cultural values like decorum and religion are both depicted
and gently satirized. Austen’s works engage with contemporary literary currents—moving beyond
Gothic and epistolary modes toward an ironic realism that bridges the Enlightenment and
Romantic sensibilities.
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Key thematic findings include:

e Austen’s novels contest the idea that marriage alone defines a woman’s worth, reflecting a
nascent feminist critique.

e The economic reality of women’s dependency is stark: characters who fail to marry face
social invisibility, highlighting the limited opportunities for Regency women.

o Her treatment of empire and slavery reveals her world’s complicity with colonialism:
Mansfield Park’s Caribbean backdrop supports the English estate yet goes unquestioned in
the narrative.

e Austen’s ideological balance between reason and feeling aligns with Enlightenment
thought, as her heroines demonstrate rationality and moral agency equal to men’s.

o Stylistically, Austen’s use of free indirect style and irony creates psychological realism,
making her novels appealing to readers across centuries.

These results are robust and align with existing scholarship: for example, Butler (1975) famously
situates Austen’s work amid the “War of Ideas” of the 1790s, while Johnson (1990) highlights
Austen’s political engagement through domestic narratives. Our findings support and extend these
interpretations by showing concretely how Austen embeds social critique within her plots, and
how those critiques resonate with modern readers and critics.

Discussion

The analyses above confirm that Jane Austen’s literary output is deeply rooted in the Georgian and
Regency context, yet frequently transcends it. Austen’s detailed depiction of social rituals and
domestic life provides historians and readers with a vivid picture of her world, but her ironic tone
and narrative choices also reveal latent criticism. For instance, Austen repeatedly undermines rigid
class assumptions: characters who breach etiquette (like Lydia Bennet eloping) serve as cautionary
tales about social order, while characters who succeed on merit (like Elizabeth Bennet) embody
more enlightened ideals. This nuance reflects Butler’s argument that Austen’s early training amidst
revolutionary fervor and Tory reaction gave her novels “contentious” undercurrents. Indeed, like
Wordsworth and Coleridge, Austen witnessed the political turbulence of the 1790s, and this
background informs her skepticism toward unthinking adherence to status.

Our reading also affirms that Austen’s portrayal of gender roles was subtly radical for her time. As
Tripathy (2020) argues, Austen’s heroines embody Enlightenment feminism by demonstrating
rational capability and moral autonomy. For example, in Emma, the title character boldly
orchestrates others’ affairs and asserts her own marital choice, actions Butler notes would have
been “unthinkable” for a typical young woman. Similarly, Elizabeth Bennet rejects Mr. Collins
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and initially refuses Mr. Darcy’s later proposal because he lacks understanding of her feelings —
highlighting that emotional compatibility, not just social advantage, must guide marriage. These
character decisions challenge patriarchal expectations, aligning with Kirkham’s (1983) view that
Austen’s fiction advances proto-feminist ideas. However, Austen tempers these critiques by
ultimately rewarding convention through happy endings, reflecting her complex stance: she
sympathizes with women’s desires for independence, yet ultimately operates within the genteel
novel tradition.

The literary environment also plays a role in how we interpret Austen’s critique. The late 18th
century saw the rise of the novel form, with innovations by Richardson, Fielding, Smollett, and
Burney. Austen inherited an audience attuned to moral allegory and social commentary in fiction.
Northanger Abbey famously parodies the Gothic novels then popular, and Austen’s modest defense
of novels in that text underscores her belief in their moral and witty value. By blending humor
with social observation, Austen helped establish the “novel of manners.” Our analysis concurs with
literary historians who describe Austen as the paradigm-maker for this genre: her acute
psychological insight (in part through free indirect style) distinguishes her from predecessors. As
Grant and Kruger (2021) observe, Austen’s narratives engage readers deeply, producing
psychological transformations in characters that resonate with human universals. The enduring
popularity of her work — seen in countless translations and adaptations — supports the claim that
Austen’s artistry transcends the limitations of her own era.

Importantly, this study situates Austen at the intersection of Georgian/Regency culture and later
scholarly and popular reception. Critics like Said (1993) and Hall (2017) extend Austen’s
significance by analyzing her overlooked contexts, such as colonialism and economics. Our
findings support their approaches: acknowledging these dimensions enriches understanding of
Austen’s world. For example, considering Mansfield Park with Said’s perspective reveals that
Austen’s work participated, however subtly, in the imperial narrative of Britain’s global
dominance. Likewise, Hall’s focus on “women’s value” highlights how Austen dramatizes
emerging capitalist values and consumerism (e.g. characters discuss annuities, pensions and
dowries) alongside romantic plots.

In terms of modern influence, our results underscore that Austen remains a focal point of literary
scholarship and cultural creativity. The quotations from Butler and Grant et al. above point to
Austen’s persistent relevance. Contemporary critics and academics continuously reinterpret her
work in new frameworks. For instance, feminist scholars examine how Austen anticipated later
women’s rights debates, while postcolonial critics use Austen as a lens to critique empire (e.g.
analyzing characters’ attitudes toward slavery). The Jane Austen Renaissance in literary studies
has yielded numerous books and essays (e.g. Kirkham 1983; Johnson 1990; Barchas 2012) that
recontextualize her writing. Additionally, popular adaptations attest to her lasting cultural
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footprint. Filmmakers and novelists repeatedly draw on Austen: Helen Fielding famously used
Pride and Prejudice as a template for Bridget Jones s Diary, and more recently novels like Soniah
Kamal’s Transcultural Pride and Prejudice explicitly recast Austen’s story in non-Western settings
(examined by scholars such as Harner 2021). These examples illustrate how Austen’s narratives of
personal agency and social navigation still resonate, and are continually reimagined to explore
issues like immigration, postcolonial identity, and modern feminism.

The discussion above demonstrates that Austen’s novels operated within the conventions of
Georgian society while gently challenging them. This duality is precisely why different critics have
“recruited her to modern aims”, as Butler notes, even if Austen herself seldom overtly broke social
taboos. Austen presents a nuanced conservatism: she rarely advocates revolutionary change, yet
through irony and characterization she reveals the limitations of her society’s norms. For example,
characters who embody extreme conservatism (e.g. Lady Catherine de Bourgh) are usually
mocked, whereas those who embrace empathy and growth are rewarded. In doing so, Austen both
comforts and unsettles her readers of the 19th century and beyond.

By bridging the 18th- and 19th-century novel traditions, Austen’s artful prose also laid groundwork
for literary realism. Her emphasis on individual conscience and moral self-improvement engages
Enlightenment ethics of reason, even as her delicate irony anticipates Romantic sensitivity. In
scholarship, this has prompted diverse interpretations: as Tripathy (2020) and Kirkham (1983) see
feminist impulses, Said (1993) highlights imperial subtext, and Hall (2017) stresses economic
subtext. Our analysis incorporates these views, showing that Austen’s critique of Regency life
encompasses all these strands. She critiques patriarchy and class inequality, yet affirms personal
morality and genuine affection.

In conclusion, this comprehensive examination confirms Jane Austen’s role as a writer both of her
time and ahead of it. Her novels faithfully reflect the social fabric of late Georgian England — from
strict class hierarchies to Anglican piety — yet consistently expose their absurdities and injustices
through humor and moral insight. As scholarship demonstrates, Austen’s subtle challenge to
patriarchal and materialist values resonates with Enlightenment and early feminist ideals.
Furthermore, her stylistic mastery ensures her work’s timeless appeal: critics frequently remark
that Austen’s acute “knowledge of the human heart” makes her novels compelling to modern
audiences. The persistence of Austen in academic discourse and popular culture — in everything
from critical anthologies to film adaptations — testifies to her enduring influence. Ultimately, Jane
Austen serves as a vital bridge between Georgian intellectual culture and contemporary
sensibilities: her writing encapsulates the issues of her era while continuing to inspire and provoke
dialogue today.
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Abstract

This article analyzes Jane Austen’s portrayal of class structures in Emma, exploring how social
hierarchy, gentility, and economic status shape the characters’ interactions and moral
development. Through close reading and contextual analysis, the study argues that Austen
critiques class consciousness not through radical opposition but via ironic observation and
personal growth, particularly in the character arc of Emma Woodhouse. The article highlights
Austen’s subtle balance between reinforcing social norms and advocating for ethical
responsibility among the privileged, revealing a rich engagement with class-based values in
Regency England.

Keywords
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Introduction

Jane Austen’s Emma (1815) provides a nuanced examination of the class structure of early 19th-
century England through the lens of Highbury, a fictional village populated by characters from
diverse social backgrounds. Austen, writing within the genteel world she knew, uses realism to
depict “social reality within her own time and class (the gentry and professional classes of southern
England in the early 19th century)”. In Emma, questions of social rank, gentility, and “propriety”
are not merely background details but drive character interactions and the plot itself. The novel’s
heroine, Emma Woodhouse, is a wealthy gentlewoman, “handsome, clever, and rich,” who
believes she knows “to a 77 everyone’s proper place in society. Emma’s attitudes and
misjudgments, as well as her growth in understanding, form Austen’s nuanced commentary on the
class structure of her day. Austen’s approach to class in Emma is characterized by subtle satire and
social observation: she gently critiques the rigid hierarchies and snobberies of her society while
stopping short of outright social revolt. This balanced perspective has led to critical debate. Earlier
critics like Marilyn Butler viewed Austen as a conservative realist aligned with the anti-Jacobin
sentiment of her era, whereas others (e.g., Claudia Johnson) have argued that Austen’s fiction is
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implicitly subversive of established social hierarchies. Through Emma, Austen engages with class
issues not through overt polemic but through the everyday interactions and moral development of
her characters. Notably, Emma was recognized even by contemporaries for its attention to ordinary
life; one early review famously “classed it among a new kind of novel which ‘draws characters
and incidents... from the current of ordinary life’”
social relations.

, underscoring Austen’s realistic portrayal of

This article examines how Jane Austen approaches class structures in Emma through literary
analysis of the novel’s characters, events, and narrative techniques. We focus on how Austen
depicts the class hierarchy of Highbury, the interplay between economic status and social rank,
and the moral implications of class-based attitudes. Avoiding anachronistic modern critical
theories, we analyze Emma in light of its contemporary context and Austen’s nuanced style. We
aim to show that Austen’s treatment of class is neither a wholesale endorsement of the status quo
nor a radical critique, but rather a complex exploration of social constraints and personal values.
The analysis is structured in an IMRAD format: the Introduction outlines the context and critical
background; the Methods explain our analytical approach; the Results detail the findings from our
close reading and synthesis of scholarly insights; and the Discussion interprets these findings,
considering what they reveal about Austen’s perspective on class and why it remains significant.
By drawing on a range of openly accessible scholarly sources and Austen’s text itself, we provide
a comprehensive view suitable for an academic understanding of Emma’s engagement with class
structures.

Methods

Our study employs a qualitative literary analysis method, centered on close reading of Austen’s
Emma alongside historical-contextual research and critical scholarship on the novel. We began by
situating Emma in the social context of the Regency period (early 19th-century England), when
society was stratified into distinct classes (landed gentry, emerging merchant class, yeoman
farmers, the laboring poor, etc.) governed by strict norms of conduct. Understanding these
historical class distinctions is crucial, as Austen assumes her readers’ familiarity with them and
builds her plot around subtle class cues (such as modes of address, manners, and economic details).
We consulted open-access academic sources that discuss Austen’s social context and class
dynamics—for example, Kathryn Sutherland’s commentary on Austen’s social realism and studies
of the period’s class definitions. These sources helped clarify contemporary notions of rank,
gentility, and the way wealth and birth defined one’s “sphere” in society.

In analyzing the text, we focused on key characters and episodes in Emma that illuminate class
structures. Specifically, we examined: (1) Highbury’s class hierarchy — the relative positions of
families like the Woodhouses and Knightleys (old gentry) versus newcomers like the Coles
(wealthy tradesmen) or the Bateses (impoverished genteel); (2) Emma Woodhouse’s attitudes —
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her preconceived notions of who is an appropriate friend or match for whom, especially her
interventions in Harriet Smith’s love life and her treatment of Miss Bates; (3) Cross-class
interactions — such as Emma’s conflict with Mrs. Elton (a clergyman’s nouveau-riche wife) and
the contrast between characters of different ranks; and (4) Resolutions — the marriages and social
outcomes at the novel’s end, which either reinforce or subtly adjust class boundaries. By tracing
these narrative threads, we identify Austen’s implicit commentary on class values.

Our method involved iterative close reading: identifying relevant passages in the novel and then
interpreting them with the aid of critical insights. For example, we analyzed the pivotal
conversation in which Mr. Knightley rebukes Emma for persuading Harriet to reject a proposal
from a farmer, Mr. Martin, on the grounds of social inferiority. We aligned such textual evidence
with scholarly interpretations. Paul Delany’s framework, distinguishing economic class from
social status, for instance, provided a lens to understand why Emma objects to Harriet marrying a
financially secure man but of lower social station. Likewise, Mary-Elizabeth Fowkes Tobin’s
concept of “impoverished gentlewomen” informed our examination of Miss Bates and Jane
Fairfax as examples of genteel women left without fortune or prospects in a class-conscious
society. We also drew upon literary analyses that avoid overt ideological bias (per the study’s
focus) but still provide insight, such as Frances Koziar’s discussion of manners and mobility in
Austen’s novels, and Ala Eddin Sadeq’s findings on how Emma portrays class superiority and
social climbing.

All sources were openly accessible (e.g., journal articles in open repositories, society websites,
public domain texts) and are cited in APA 7th edition format. We have preserved direct citations
from these works to maintain scholarly rigor. Our analytical approach is interpretive and
contextual: we interpret Austen’s literary techniques (irony, free indirect discourse,
characterization) in showing class attitudes, and we contextualize those findings with historical
norms and critical commentary. This combined methodology—textual analysis supported by
contextual research—allows us to comprehensively assess Jane Austen’s approach to class
structures in Emma, as would be expected in a scholarly literary analysis by a university lecturer.

Results
Class Hierarchy and Social Order in Emma

Austen paints the village of Highbury as a tightly knit society where everyone’s rank is understood,
and social interactions are governed by that hierarchy. At the apex of Highbury’s class structure
are the landed gentry: Emma Woodhouse and her family at Hartfield, and Mr. Knightley of
Donwell Abbey. Their status rests on traditional bases — lineage, land, and longstanding local
prominence. As Elizabeth Hawksley observes, Emma’s world “on the surface...is a socially stable
society with the Woodhouses...and Mr. Knightley at the apex. Their wealth and status has been
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established for many generations — that socially damning word ‘trade’ is no part of
their...inheritance”. Below them are the likes of Mr. Weston, a man of good character who had to
“engage in trade” in his past to restore his fortune but has since rejoined the ranks of the gentlemen.
The novel subtly notes that Mr. Weston’s foray into commerce is politely forgotten now that he
owns land and has married a former governess, Miss Taylor (now Mrs. Weston). We also meet Mr.
Elton, the vicar, who as a clergyman is considered a gentleman by profession and is “always
welcome at Hartfield”; his status, however, is lower than the Woodhouses’, and his later behavior
shows a keen consciousness of class (aspiring to marry higher, then settling for a rich bride of
ostensibly lower breeding).

Austen populates Highbury with characters from various rungs of the social ladder, carefully
delineating their positions. The “upper-middle” gentry (like Emma and Knightley) occupy the top;
the “second tier” includes people like the Eltons and Westons who are respectable but slightly
below the old families; further down are individuals such as Harriet Smith, of uncertain parentage,
and the Bates family (Miss Bates and her elderly mother), who, though born into the genteel class
(Miss Bates is the daughter of the former vicar), now live in genteel poverty on the margins of
Highbury society. Emma explicitly maps out this hierarchy. For instance, the narrator notes that
“the Woodhouses were first in consequence there. All looked up to them.” Conversely, the Bateses,
while treated with courtesy, have no significant influence; their status is precarious because they
lack wealth. Mrs. and Miss Bates represent what Tobin calls the “impoverished gentlewoman” —
women of gentle birth who have little money and thus occupy a painful social position (“She
cannot work, she cannot beg” in the patriarchal society). Austen portrays the “quiet desperation”
of their lives: Miss Bates is endlessly grateful for small favors and invitations, and her incessant
chatter is both a comic device and a pathetic reflection of her social insecurity. According to one
analysis, Emma features a “surprisingly large number” of such impoverished gentlewomen,
underlining how even in a comfortable village setting, class and gender conspire to leave some
individuals vulnerable. These women depend on the charity and goodwill of their higher-class
neighbors — a dependence Austen illustrates, for example, when Mrs. Elton officiously plans to
“help” Jane Fairfax by finding her a governess position, a gesture that underscores Jane’s lack of
social power.

The social order in Emma is not merely background; it actively shapes events and relationships.
Highbury’s class conventions dictate, for example, who can socialize with whom and under what
terms. The novel shows that “the rich and ‘well-bred’ control the social situations, issuing and
initiating invitations and friendships,” while “those of low social standing depend upon the charity
and initiative of those in the higher class”. Emma, as the leading lady of the village, feels it is her
prerogative to visit or not visit families like the Coles, wealthy tradespeople who have recently
gained money. In a telling episode, the Coles hold a dinner party and, aware of their new money
status, initially do not presume to invite the higher-ranked Emma. Emma internally debates
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whether she would accept if invited; she is relieved (and a little piqued) when an invitation does
arrive, and ultimately she attends, deciding it would be worse to be left out when all her peers go.
This scene gently satirizes Emma’s snobbery while also indicating that class barriers in Highbury,
though real, are beginning to show tiny cracks under the pressure of merit and wealth (the Coles
are “worthy people” in Emma’s begrudging estimation, and their hospitality wins her over). Still,
Austen shows that violations of the expected order can offend: for instance, Emma is scandalized
when the vulgar Mrs. Elton, a parvenu from Bristol, takes the liberty of calling Mr. Knightley
“Knightley” without a proper prefix — a breach of etiquette across class lines. Such moments
illustrate how deeply ingrained class consciousness is in social behavior.

Emma Woodhouse’s Class Consciousness and Misguided Social Engineering

Emma Woodhouse herself embodies Austen’s complex approach to class structure. At twenty-one,
Emma has “been mistress of the house” at Hartfield from a young age and, as the narrator archly
notes, enjoys “the power of having rather too much her way”. Secure in her social position, Emma
believes she can manage the lives of those around her, especially in matters of marriage. However,
her well-intentioned meddling is warped by her class prejudices. From the start, Emma is described
as “a little too well” convinced of her judgment, and nowhere is this more evident than in her
treatment of her friend Harriet Smith. Harriet is a sweet-tempered young woman of uncertain
parentage (she is termed “the natural daughter of somebody” in polite terms), whom Emma
befriends and takes under her wing. Seeing Harriet’s pliability and lower social situation, Emma
decides to improve Harriet by steering her away from those Emma deems beneath her and aiming
her toward a “gentleman” match. This mentorship is condescending in itself; Emma never
considers Harriet her equal, but rather a protégée or even a doll to practice her matchmaking
ambitions on.

Emma’s class consciousness is starkly revealed in the episode of Mr. Martin’s proposal. Robert
Martin is a respectable, educated young farmer — industrious and kind, but a yeoman class, which
in Emma’s eyes is far below her sphere. When Mr. Martin courts Harriet, Emma swiftly intervenes.
Mr. Martin’s proposal in a letter is quite well-written and sincere (even Emma has to admit it “is a
better written letter than I expected”); Harriet is inclined to accept, touched by his affection. Yet
Emma, in subtle but manipulative ways, dissuades Harriet from esteeming Mr. Martin. She implies
it would be degrading for Harriet, now Emma s friend, to “sink” into marriage with a farmer. Later,
when Mr. Knightley confronts Emma on this interference, a crucial dialogue ensues that lays bare
the novel’s central class tension. Knightley reproaches Emma for having “no business” to separate
two young people who were well-suited. Emma, affronted, defends herself by elevating Harriet’s
social standing: “Mr. Martin is nothing more than a farmer...a good match for Harriet? How could
you think it? ...Harriet's claims should be considered. Mr. Martin may be the richest of the two,
but he is undoubtedly her inferior in rank... The sphere in which she moves is much above his. —
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1t would be a degradation.”. Here Emma explicitly voices the classist assumption that governs her
actions: even though Harriet’s origins are murky and her fortune modest, Emma perceives Harriet
as elevated by association (Harriet has been educated at a boarding school and now socializes with
Emma, a gentleman’s daughter). In Emma’s view, Harriet now moves in a “sphere” above that of
a farmer; for Harriet to marry Robert Martin would be a step down, a disgrace to the higher status
Emma believes she has conferred upon her friend.

Mr. Knightley’s response is a sharp reality check and reflects Austen’s more pragmatic take on
class. He exclaims, “A degradation for illegitimacy and ignorance to marry a respectable,
intelligent gentleman-farmer!”. With this retort, Knightley punctures Emma’s pretensions: Harriet,
he reminds her, is socially below Mr. Martin by birth and education — Harriet is likely an
illegitimate child with no family name, and she has received a very “indifferent education”.
Knightley points out that those who raised Harriet (probably her unknown father or guardian)
never intended her for high society; she was left at Mrs. Goddard’s school to grow up among
tradesmen’s daughters. “She desired nothing better herself. Till you chose to turn her into a friend,
she had no sense of superiority to her own class... She was as happy as possible with the Martins.
...If she now imagines herself above them, it is you who have given her that idea.”. Knightley’s
words highlight two significant points in Austen’s approach: first, the folly of ignoring practical
social truths (Harriet’s situation did not objectively change just because Emma took notice of her),
and second, Austen’s implicit criticism of those in the upper class (like Emma) who irresponsibly
meddle in the lives of their social inferiors out of pride or fanciful notions. Emma’s attempt to
socially re-engineer Harriet is shown to be not only arrogant but cruelly misguided — it raises
Harriet’s expectations only to subject her to humiliation later (as Mr. Elton will rudely reject the
thought of courting Harriet, and Harriet will suffer greatly). Here, Austen uses Emma’s mistakes
to satirize class snobbery: Emma, though kind at heart, has absorbed the values of her class to the
point of “snobbishness”, displaying what one critic calls an “unease about class” that makes her
“unforgiving about people wanting to climb above their ‘proper’place”.

Notably, while Austen gently chides Emma’s class prejudice, she does so with comedic irony rather
than harsh condemnation. The narrative allows Emma to learn and grow. The painful outcome of
the Elton fiasco (Emma’s attempt to match Harriet with Mr. Elton backfires when Elton, a social
climber himself, presumptuously seeks to marry Emma and, spurned, marries a nouveau-riche
woman instead) is a lesson for Emma. Mr. Elton’s behavior — he considers Harriet far beneath him
(“a distasteful alliance” once he realizes Emma never intended to marry him) — mirrors Emma’s
class disdain, but in a more vulgar way. Austen thus holds up a mirror to Emma: the snobbery she
exhibited in undervaluing Robert Martin is reflected in Mr. Elton’s snub of Harriet. This parallel
is strengthened by the character of Mrs. Elton (formerly Augusta Hawkins), who arrives as Mr.
Elton’s wife. Mrs. Elton is depicted as grossly vulgar and pretentious — she constantly brags of her
relations and wealth, liberally bestows nicknames and presumptuous advice, and tries to position
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herself as Queen of Highbury society. Because Mrs. Elton is “new money” and lacks true gentility
of manners, Emma (and the reader) find her laughable and offensive. Yet Austen implies that
Emma and Mrs. Elton share a key flaw: both treat people as social capital. Mrs. Elton patronizes
Jane Fairfax in an ostentatious show of charity, and Emma had patronized Harriet in a similarly
self-satisfied way. The crucial difference, as Emma and others perceive, is breeding: Emma’s
manners are superior, her condescension more subtle, whereas Mrs. Elton’s crassness makes her
an easy target of ridicule. Austen thus uses Mrs. Elton as a foil to underline the novel’s theme that
true gentility is a matter of conduct and kindness, not just class status. Emma’s irritation that Mrs.
Elton calls Jane “my friend” and Knightley “Knightley” reveals that Emma does know what polite
respect entails, even if she needed a rebuke to exercise it fully.

Cross-Class Relationships and Responsibilities

Throughout Emma, Austen examines how people of different classes relate to each other, and she
often critiques the moral responsibilities (or failures) of the upper classes toward those below. Mr.
Knightley emerges as a figure of an ideal gentleman who responsibly bridges class differences. He
is frequently shown performing acts of kindness and respect across social boundaries. For example,
at the Crown Inn ball, when Mr. Elton pointedly refuses to dance with Harriet (leaving her publicly
embarrassed), Mr. Knightley gallantly steps in to ask Harriet to dance, rescuing her from disgrace.
This gesture is minor but telling — Knightley understands the social pain Harriet felt and uses his
high status to restore her dignity in the group. Similarly, Knightley visits his tenants, gives advice
to farmers like Robert Martin, and shows genuine concern for the welfare of the Bateses. In
contrast, Emma initially avoids or neglects those duties: she means to be charitable (she
occasionally sends food to poor families and visits the Bateses with gifts), but she does so more
out of a sense of propriety than sincere fellowship, at least until her turning point in the novel.

The pivotal Box Hill scene dramatizes the responsibilities of class in a moral sense. In this scene,
Emma, Knightley, the Eltons, the Westons, Jane Fairfax, Frank Churchill, and Harriet are gathered
for an outing. The social mix is volatile: tensions and secrets abound, and Emma, feeling witty and
mischievous, ends up insulting Miss Bates. Miss Bates, the kindly spinster of reduced means, is an
easy target—she chatters incessantly, repeating trivialities. When prompted to play a word game
of conceits, Emma lightly tells Miss Bates that with her talent for tedious talk she will have no
trouble coming up with three dull things to say, or rather, she’d “only have to say three things” to
meet the requirement. This cruel joke, spoken publicly, wounds and humiliates Miss Bates, who
immediately apprehends it and stammers an apology for “being so dull.” The significance of this
moment is profound: Emma, a social superior, has abused her privilege by being callous to
someone vulnerable. Mr. Knightley later takes Emma aside and scolds her in perhaps the most
famous reprimand in Austen’s works: “It was badly done, indeed! ... Were she a woman of fortune,
I would not quarrel with you... But poor Miss Bates, with her narrow income! ...Her situation
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should secure your compassion. To laugh at her, humble her... was cruel” (Ch. 43). Knightley’s
words echo Austen’s own moral voice. He emphasizes that with social privilege comes the duty of
kindness: “How could you be so unfeeling to a woman of her character, age, and situation?”
Austen thus makes clear that noblesse oblige (the obligation of the privileged to be generous and
respectful) is a core principle she endorses. Emma’s lapse is portrayed as a serious moral failure
precisely because Miss Bates’s class and age ought to have elicited protection, not scorn, from
someone like Emma.

This incident catalyzes Emma’s moral awakening. Deeply chastened, Emma visits the Bateses the
next day to atone, demonstrating personal growth in humility and empathy. Austen uses this
reconciliation to illustrate that class distinctions can be mediated by personal virtue. Emma’s
sincere remorse and kindness toward Miss Bates restore a proper social and ethical balance. In
effect, Emma learns to exercise the true graciousness that her station demands, aligning her
behavior with Knightley’s standards. As one scholar notes, by the end, Emma suggests that the real
markers of being a “lady” or “gentleman” are not birth or wealth alone, but behavior — “refinement
in manners, delicacy of sentiment, and propriety in conduct”. These qualities, Austen implies, are
“not the monopoly of...those...with distinguished social positions”. In Emma, characters of lower
rank like Harriet or even the Martins can have excellent natural qualities and feelings, while high-
ranking figures can lack grace (e.g., Lady Catherine de Bourgh in Pride and Prejudice is all
arrogance without true gentility, a point Austen generalizes in her oeuvre).

Social mobility (or its limits) is another aspect Austen threads through the novel. The time when
Emma was written (1814-1815) followed the upheavals of the late 18th century and was on the
cusp of the Industrial Revolution’s social changes. While Emma stays focused on a rural gentry
setting, it subtly acknowledges that the class system was not entirely static. The presence of the
Coles as upwardly mobile former tradespeople, and of Mrs. Elton with her merchant-class
background, indicates that wealth from business was forcing its way into gentry circles. Indeed,
“during the Industrial Revolution, the meaning of the word ‘gentleman’ expanded to include
merchants, clergy, army officers, and others”, and Austen is aware of this shift. Mr. Weston’s life
story (an army officer who married into the aristocracy, then did business, then bought an estate)
exemplifies the blurred lines of class in her era. Frances Koziar observes that in the late Romantic
period, increasing social mobility intensified class consciousness, as the established gentry grew
more defensive of their status: “this social mobility only increased the snobbishness of the middle
and upper classes and the outcry against lower-class people coming into money and having the
audacity to move upward”. In Emma, we see that “outcry” or resentment is embodied in Emma’s
initial scorn for the Coles’ pretensions and in Miss Churchill’s family disinheriting her for marrying
Mr. Weston. Yet Austen does not depict any violent class conflict or overt social protest in
Highbury — the tensions are expressed in drawing-room slights and private conversations rather
than public drama. The novel suggests that while upward mobility is possible (money can buy a
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certain entry, as with the Coles or Mrs. Elton), social acceptance lags. True integration into the
gentry requires gentility of conduct and time. The Coles, for instance, gain respect gradually by
good manners and generosity. Mrs. Elton, lacking genuine refinement, remains a figure of ridicule
despite her money. Austen’s approach here is realistic and moderate: she neither glorifies the old
aristocracy nor champions a classless society, but she does point out that character and behavior
are the ultimate measures of worth.

Resolutions: Class Boundaries Affirmed or Adjusted?

By the conclusion of Emma, the immediate plot conflicts are happily resolved, but the resolutions
themselves carry implications about class structure. Notably, all the marriages that occur (or are
imminent) are socially appropriate, suggesting an affirmation of the existing class boundaries.
Emma Woodhouse marries Mr. George Knightley — this is a union of true equals in rank and
understanding, uniting the two principal families of Highbury. There is no breach of class here;
rather, it consolidates the traditional gentry leadership (Donwell Abbey and Hartfield join, with
Knightley effectively protecting the Woodhouses while taking Emma as his wife). Harriet Smith,
after much emotional turmoil, finally marries Robert Martin, the farmer she loved all along. In
narrative terms, this is a satisfying romance, but in social terms, it is Harriet returning to a match
within her proper class. The novel hints that Harriet’s parentage, revealed at the end, was not gentry
after all but the daughter of a tradesman; thus, her marriage to a solid farmer is completely in line
with her actual status. Austen presents this as Harriet’s genuine happiness — there is no sense of
tragedy in Harriet not “marrying up”, but rather a sense of rightness. Critics like Mary Poovey
have argued that Emma’s ending “draws the boundaries of class” firmly by ensuring that each
character “knows their level” and stays within it (with Harriet’s brief venture outside her sphere
ultimately reined in). Indeed, the “general cry” in Highbury is that Harriet has made an extremely
good match for her, and now even Emma concedes Robert Martin’s worth. In this respect, Austen
seems to reinforce the idea that cross-class marriages (especially where one party is significantly
higher in rank) are ill-advised or untenable. Mr. Elton’s ill-fated attempt to pursue Emma (above
him) and Frank Churchill’s secret engagement to Jane Fairfax (which is a fairly equal match in
birth, though Jane is an orphan with little fortune) both caused turmoil until resolved within
acceptable bounds.

However, while Austen’s plot ties up with class boundaries intact, her narrative throughout the
novel has eroded any moral justification for snobbery or arrogance based on those boundaries.
Emma’s climactic personal growth is marked by her shedding of class conceit and embracing
humility and respect for others. When she agrees to marry Mr. Knightley, one of her chief worries
is actually about her father and the logistics of not leaving him (since Mr. Woodhouse cannot bear
change), not about any class issue. Knightley gallantly offers to move into Hartfield rather than
take Emma away to Donwell, an extraordinary concession that shows how personal love and
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kindness trump societal convention in their relationship. This arrangement subtly upends the usual
patriarchal order (where a wife moves to the husband’s estate) in favor of accommodating the
needs of the vulnerable (Mr. Woodhouse). It is Austen’s gentle way of showing flexibility and
generosity within the rigid class system. Additionally, Knightley’s decision to forego some of his
prerogative as a landed gentleman (by living at Hartfield, which is of lower status than Donwell
Abbey) to marry Emma on terms that care for her father illustrates Austen’s ideal of enlightened
gentry behavior — prioritizing family duty and compassion over pride of place.

In the case of Frank Churchill and Jane Fairfax, their marriage is an example of class parity
eventually rewarding virtue (and ending deceit). Frank, though raised by aristocratic relatives and
somewhat spoiled, is the son of Mr. Weston (a gentleman by character, if not wealthy originally).
Jane, the orphaned niece of Miss Bates, has no money but is the daughter of an army officer (i.e.
a gentleman). Their match, once revealed, is acceptable in class terms (though Frank’s guardians
initially disapproved due to Jane’s lack of fortune). Importantly, throughout the novel, Jane
Fairfax’s situation casts a sharp light on the hardships faced by a well-educated but portionless
gentlewoman — she is on the brink of having to become a governess, a degrading employment for
someone of her breeding, described by Jane as entering into a form of slavery. Austen evokes
considerable sympathy for Jane’s plight, thereby criticizing a society that gives intelligent women
of good birth no respectable option to earn a living. The conclusion spares Jane that fate by
allowing her to marry Frank. It’s a conventional happy ending, but with a satirical twist: Frank’s
Aunt Churchill, who had been the obstacle due to class snobbery, conveniently dies, removing the
class prejudice in their way. Thus, love can triumph, but only after the most resistant bastion of
class pride (the aristocratic aunt) is removed. Austen’s narrative, here and elsewhere, implies that
while she respects social order, she has little esteem for those who use rank to behave selfishly or
cruelly. Characters like Mrs. Churchill (Frank’s aunt, who never appears onstage but is blamed for
his secrecy and stress) and Mrs. Elton are tacitly condemned. In contrast, characters who combine
gentle birth with generosity — Knightley, the Westons — or those who lack high rank but have
intrinsic merit — the Martins, Jane Fairfax — are portrayed with great favor.

The “moral” of Emma about class can be interpreted in two complementary ways. On one hand,
Austen suggests that maintaining one s proper sphere leads to social harmony. Marrying within
one’s class and fulfilling the duties of one’s station (as Emma and Knightley will do together)
ensures stability. There is a conservative comfort in seeing Harriet settled with Robert Martin on
his farm — a solid, if unglamorous, prospect that promises contentment appropriate to their station.
On the other hand, Austen advances a progressive social message on an individual level: high-born
persons must earn their privilege through good character and cannot assume moral superiority
simply from social rank. Emma’s journey is one of shedding the illusion that her class status
inherently makes her a good judge of others or gives her license to manage their lives. By the end,
Emma’s improved character — her empathy and self-awareness — justifies her “happy ending” as

This is an open access article under the

Creative Commons Attribution 4.0 Journal of Azerbaijan Language and Education Studies
A International License ISSN 3078-6177



135 Journal of Azerbaijan Language and Education Studies
Vol. 2 No. 3 (2025) Tertius

much as her birth does. In Emma, virtue and sensitivity are Austen’s true class markers: Mr.
Knightley and even the admirable Mrs. Weston treat everyone with consideration regardless of
rank, whereas those lacking these qualities (Emma at first, Mrs. Elton persistently) create discord.
As G. Kitson Clark noted about Austen’s works, the takeaway is that qualities like kindness,
respect, and propriety ‘“‘were not the monopoly of...those to whom the world conceded
distinguished social positions.” Austen thus subtly democratizes virtue even as she leaves the class
structure itself largely in place. In the world of Emma, a farmer can be more of a gentleman (in
conduct) than a clergyman with a good income — a point proved by Robert Martin versus Mr. Elton.

Discussion

The analysis of class structures in Emma reveals Jane Austen’s approach as one of nuanced social
realism balanced by comedic irony. Austen does not propose revolutionary changes to the class
system of her time; instead, she scrutinizes and gently critiques the attitudes of those within that
system. Through characters like Emma Woodhouse, Austen shows how class consciousness can
breed vanity, misperception, and even cruelty — flaws that Austen then corrects through the novel’s
moral arc. Emma’s growth from a “snobbish” young lady into a more self-aware and
compassionate figure suggests Austen’s belief in the possibility of personal enlightenment within
the existing social framework. The novel ultimately endorses values of humility, kindness, and
responsibility as the proper ethos of the upper class. Mr. Knightley’s role — guiding Emma and
embodying the ideal gentleman who uses his privilege benevolently — serves as Austen’s model
for how those at the top of the social ladder ought to behave. In essence, Austen’s approach to class
is didactic yet subtle: Emma entertains with its satirical portrayal of matchmaking and village
gossip, even as it imparts lessons about the ethical use of social influence.

One of the striking findings in our analysis is Austen’s distinction between economic class and
social status, and how both factors interplay in Highbury’s society. Paul Delany’s insight that
Austen differentiates the “axes” of wealth and status is borne out in Emma. The character dynamics
often hinge on status considerations overruling pure economics. For instance, Emma’s objection
to Harriet marrying Robert Martin had nothing to do with Robert’s money (he is financially stable,
even improving as a farmer) but everything to do with his social rank — or lack of “gentility.” This
demonstrates Austen’s keen awareness of the twofold nature of class: material conditions (income,
property) and social esteem (family background, lifestyle). Austen shows that in her world, status
honor (to use a Weberian term referenced by Delany) — the prestige associated with traditional
gentle birth or occupation — imposed “restrictions on social intercourse” and especially on marriage
across class lines. The Harriet—-Martin subplot exemplifies this: no one denies Robert Martin’s
respectability or worth as an individual, but Emma (and even Harriet, once influenced) perceives
a marriage status gap that societal norms would “cry out” against. In the end, when Harriet’s
parentage is revealed to be solidly middle-class (a tradesman’s daughter), even Emma concedes
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the match is fitting. Austen thus resolves the tension by aligning status with affectionate merit,
implying that marriages will be happiest when they do not flout deeply ingrained class expectations
— a conclusion that could be read as conservative. Indeed, as one study put it, in Austen’s society,
“marriage and love relationships are motivated by social class”, and it was a cultural given that
“the upper class [is] not [expected] to have a love relationship with the lower class”. Emma’s plot
follows this rule, as each romantic pairing comes together within the appropriate social tier.

However, Austen’s treatment is far from a blunt endorsement of class prejudice. On the contrary,
Emma is replete with ironies that undercut class arrogance. Mr. Elton, who fancies himself a fine
gentleman as a vicar, is lampooned as laughably self-important and mercenary; his snobbish
refusal to dance with Harriet is condemned by the narrative and countered by Knightley’s gracious
example. Mrs. Elton, who tries to ape the manners of the elite, is ridiculed for her pretensions —
yet through her, Austen perhaps wryly suggests that much of “proper” society’s behavior is
performance anyway. The difference is that Mrs. Elton performs it poorly. By highlighting her faux
pas (like presuming intimacy too soon, boasting of wealth, or treating Jane Fairfax as a project),
Austen draws attention to the unwritten rules that govern class interactions. The reader learns these
rules alongside the characters. For instance, we see that it is acceptable for a man like Knightley
to befriend his farmer tenants (paternalism is allowed downward), but it is outrageous for a parvenu
like Mrs. Elton to claim equal footing with long-established gentry. Such nuances show Austen’s
almost anthropological observation of her class system. She does not overtly question why a person
like Jane Fairfax must suffer for lack of money, but she makes us feel the injustice of it — our
sympathy for Jane and Miss Bates is a tacit critique of a system that values women by their wealth
and connections. Beth Fowkes Tobin’s Marxian reading of Emma even characterizes the novel as
exposing class power dynamics: Emma portrays how “impoverished gentlewomen” are
marginalized and how the “capacity for unkindness” can manifest in those holding power (as at
Box Hill). Our results align with Tobin’s observation that Austen shines a light on those quiet
sufferings. The Box Hill incident, in particular, serves as a microcosm of class insensitivity being
checked by moral conscience.

In discussing Austen’s perspective, it’s important to note her artistic strategy: Austen employs free
indirect discourse and irony in a way that often blurs with Emma’s biased point of view, thereby
inviting readers to critique Emma’s thoughts. For much of the novel, readers with modern
sensibilities likely find Emma’s class assumptions objectionable — and that is by Austen’s design.
By crafting a heroine who is flawed yet redeemable, Austen can gently chastise the class attitudes
Emma represents while still keeping us on Emma’s side. This narrative technique results in a
layered approach: Austen does not humiliate Emma (as a more harsh moralist might) but allows
Emma to humiliate herself and learn. The reader, privy to Emma’s internal errors and subsequent
regret, comes to understand Austen’s message: good sense and kindness must override vanity and
class conceit. The comedic aspects — Emma’s matchmaking disasters, mistaken confidences, and
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the ultimate irony that Harriet, whom Emma thought too low for Mr. Martin, turns out to be too
low even for Mr. Elton’s vanity — all reinforce a social lesson. Emma’s snobbery is self-defeating,
and she ends up championing the very match she once scorned (Harriet with Martin) because
experience has taught her the value of authentic affection and respectability over superficial
gentility.

Moreover, Austen hints at a broader social commentary: while Emma ends in harmony, with each
character settled where they “belong,” there is an undercurrent of critique about the limited roles
and prospects for those not born to wealth. Jane Fairfax’s resigned despair at the thought of being
a governess or Harriet’s vulnerability as an unprotected girl point to systemic issues. Austen’s
solution in the novel is ultimately personal and local — virtuous and open-hearted individuals like
Knightley and Emma (after her reformation) will look after the less fortunate in their community.
This reflects Austen’s context and perhaps her belief in incremental social improvement rather than
radical change. Knightley’s landlord-tenant model, shown as benevolent, and Emma’s new
humility in caring for her neighbors, suggest that a reformed gentry can mitigate the cruelties of
class. In a way, Austen advocates a kind of enlightened paternalism: those with power (land,
money, status) should exercise it with compassion and justice. If they do, people like Miss Bates
or Harriet can be content within the status quo. If they do not (as when Emma momentarily lapses,
or when others like Mrs. Elton meddle officiously), class differences become a source of pain and
discord.

Our research, by avoiding the imposition of later theoretical frameworks (Marxist, feminist, etc.),
has tried to let Austen’s voice and the immediate 19th-century context speak. Interestingly, even
without explicitly invoking modern theory, Emma can be seen as addressing many concerns later
raised by those theories: the novel deals with economic power and dependency (Marxist themes)
in how wealth dictates options for women like Jane; it deals with gender and social constraints
(proto-feminist themes) in how Emma’s sphere of influence is limited to matchmaking since real
power is held by men and inheritance laws; it even touches on meritocracy vs. aristocracy, a key
issue in social and political thought. Austen’s genius is that she bakes these themes into the fabric
of'a charming story. Emma’s enduring interest for scholars and readers alike lies in this rich subtext
beneath the sparkling surface.

In summary, Austen’s approach to class structures in Emma is characterized by realism, satire, and
ethical reflection. She presents the class system as a given backdrop — her characters do not
question its existence — but she deftly examines behavior within that system. Social mobility is
acknowledged but shown to be fraught and often checked by prejudice. Class pride is portrayed as
folly when it blinds one to others’ merits or one’s duties. The outcomes of the novel affirm social
norms outwardly, yet Austen invites readers to celebrate the triumph of personal virtue over
snobbish values. The implication is that if society is to have strict classes, then those at the top
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must behave in a way that justifies their position — through generosity, integrity, and respect for
the human dignity of those “below” them. Otherwise, as Mr. Knightley warns Emma, they are
cruel and unfeeling, which is both morally wrong and, in Austen’s comedic justice, liable to be
corrected through personal comeuppance.

Limitations and Further Research

It should be noted that Emma (and Austen’s novels in general) focuses almost exclusively on the
gentry and their immediate associates; the novel does not depict the lives of the truly poor or
working classes (servants and laborers appear only in passing). Thus, Austen’s critique of class is
internally focused on the manners of her class rather than a systemic analysis of class oppression.
This limitation leaves room for further research into how Austen’s work was received by
contemporary readers in various classes — for instance, did the emerging middle class read her as
validating their values against the old aristocracy? Additionally, comparing Emma’s approach to
class with that in Austen’s other works (like Pride and Prejudice or Persuasion, which handle
different social contexts and mobility outcomes) could yield a broader understanding of her social
vision. Another fruitful avenue is to examine film and television adaptations of Emma to see how
they emphasize or soften class issues for modern audiences, thereby revealing our contemporary
preoccupations versus Austen’s. Despite these limitations, Emma remains a seminal case study in
how literature can reflect and subtly challenge the class structures of its time. Austen’s
sophisticated handling of class — never preachy, often comedic, yet fundamentally concerned with
questions of worth, equality, and justice — continues to resonate, inviting readers and scholars to
discern the enduring humanity beneath the manners of a bygone era.
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Dilin ligat torkibinds idiomlarin yeri
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Naxgrvan Dovlot Universiteti

Xiilasa
Maqalo bir dilin liigat alternativ sisteminds idiomlarin rolu vo shomiyystindon bohs edir. Bu

todgiqat isindo miiallif idiomlarin 6yradilmoesindo multimodal yanasmalar, idiomlarin gender vo
sosial siniflori, idiomlarin regional doyiskonliyi vo dialektoloji aspektlori, nitqds vo adobiyyatda
idiomlar, dil dyronmonin bir hissosi kimi idiomlarin shamiyyati, idiomlarin nozari vo praktiki
miigayisosi kimi masoaloloro toxunmus vo niimunslor osasinda aydinliq gotirmisdir. Burada
gostarilir ki, idiomlar yalniz dilin semantik sistemina deyil, hom do dilin sosial, madeni va
psixoloji gatlarina tosir edon miirokkab liigot vahidloridir. Miisllif qeyd edir ki, belo ifadolor
miisyyan bir dilds tislub imkanlarini genislondirir, madoni kimliyin yaradilmasina komak edir
vo sOhboti daha canli, emosional vo tosviri edir. Maqalods homg¢inin idiomlarin ligot
sistemindoki shomiyyati, madoniyyati oks etdirmasi, tadris prosesindaki biliklarin ¢atinliklori vo
torciimodaki yeri hagqinda {imumi molumat verilir. idiomlarm miixtolif dillordeki funksiyalar1
nazari vo praktiki olaraq miiqayiss edilir.

Acar sozlor
idiom, liigat torkibi, dil oyranma, kommunikasiya, madaniyyat, metodologiya.

Giris

[fadolor dil strukturlarmin ayrilmaz bir hissesini toskil edir, burada onlar maonaya tosir edir vo onu
zonginlosdirir. Onlar hom ononovi, hom do ononalilogsmisdir vo dil bacariginin, dilin ligot-
grammatikasinin va dil dyronmonin miihiim komponenti kimi faaliyyat gdstorir. Ifadolor tokco
sozlorin bir-biri ilo birlogsmosindon ibarat deyil, hom do dil bacariglarinin inkisafinda asas rol
oynayan madaniyyat dasiyicilart kimi gabul edilir.

Dil spiral inkisatinda vo danisanlarin dili istifads etmosi zamani az sayida leksik maddslor xiisusi
yer tutur. Belo liigot vahidlorindon biri do idiomatik ifadalordir. Idiomlar climlalors banzayir, lakin
onlarin monast dasidiglart sozlorin birlosdirilmis monalarinin ekvivalenti deyildir. Noticodo
ifadolor dillorin 6yronilmasi vo tadrisi masalalorinds (Fernando, 1996, s. 30) homiso maraga sobab
olur.
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[fadolorin ifads funksiyasina alave olaraq, onlar milli tarixin, moadaniyyatin, diinyagdriisiiniin vo
dayarlorin semantik kodlarin1 da dasiyirlar. Onlar modoniyyatlorarast kommunikasiyani manea
torado bilor, lakin onu asanlagdira da bilor (Kovecses, 2002, s. 87). Hesabat bu terminlorin dil
Oyronanlors tasirini, torciimodo potensial problemloari vo sosial diskursdaki yerini arasdirir. Bir ¢ox
idiomatik ifadslor metaforik vo kultural monalar1 dasiyir ki, bu xiisusiyyatlorine gors, onlar dilin
strukturunda vo linsiyyat prosesindo asas yer tutur (Fernando, 1996).

Movzunun aktualligi: Ingilis dili on ¢ox istifado olunan beynolxalq dilo ¢evrilmisdir. Forqli
Olkolordon gondorilon niimayondslorin  metakommunikasiyasinda idiomatik problemlorin
analizindo, idiomun monasmin anlasilmasi {igiin mongoyinin arasdirilmasinda, ifadoni daha
maraqli vo monali etmok {igiin todris strategiyalarinin hazirlayib toqdim olunmasinda bozi
iistiinliiklor vardir.

Milli dili daha derindon basa diismayin baslica yollarindan biri onlarin idiomatik ifadslori ilo tanig
olmaqdir. Idiomlar tokco sz birlosmalori deyil, hom do dilin saxladigi madoni, emosional va
simvolik monalardan istifads noqtsloridir.

Onlarin meydana golmoasi vo yayilmasi, danisiq dilinin zonginlogmosi ilo six baglidir.
Maodoniyyatlorarast {insiyystin tomolindo iso dil ilo modoniyyst arasindaki ayrilmaz olaqoni
aragdiran todqigatlar dayanir. Moalumdur ki, bir xalqin diislinco torzi, diinyagdriisii vo milli
xarakteri on ¢ox onlarin deyimlorinds 6z oksini tapir. Hor hansi bir xalqin bir ne¢o idiomunu
oyronmokla, tokco o dili daha yaxs1 anlamaq deyil, hom do homin xalqn modeniyyatini va
psixologiyasint dork etmok miimkiindiirBu baximdan idiomlar no qoder ¢ox tadqiq olunarsa,
onlarin shamiyyeti vo monalarinin monimsonilmasi bir o qader aydin olar.

Tadgigatin obyekti vo predmeti. Todqiqat isinin obyektini ingilis dilindaki idiomlar, predmetini
iso idiomlarin dilin liigat torkibindoki vo ayri-ayri dil dasiyicilarinda shamiyyatinin todqiginden
yaranan masalalorin sistemli sokildo timumilogdirilmasidir.

Tadqiqat isinin maqsad va vazifalari. Idiomlarm mahiyyatini tapmagq, onlarin todris prosesinda
istifado imkanlarini 1izo ¢ixarmaq, insanlarin diisiinco vo hayat torzi ilo olagosini miioyyon etmok
vo elmi texnoloji vasitalorin komayi ilo idiomlarin daha asan va doqiq monimsanilmasi tadqigatin
osas maqsad vo vazifalorindondir.

Tadqiqat isinin metodu. Elmi todqiqat igindo tosviri, molumat toplama vo semantik tohlil
metodlarindan istifado edilmisdir. Burada ingilis dilindoki idiomlarin oks olundugu liigotlordon do
istifado edilmisdir.
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Tadqiqatin elmi yeniliyi. Idiomlarin tadrisinde multimodal yanasmalarin arasdirilmasi vo onlarin
istifados yollari, homginin idiomlart mobil totbiglor vo interaktiv oyunlar vasitasilo dil dyrononlors
monimsatmak iisullar1 todqiqat isinin elmi yeniliyi hesab oluna bilor.

Idiomlarin 6yradilmasindo multimodal yanasma

Multimodal Oyronmo, miiasir pedaqoji tocriibolordo idiomlarin 6yrodilmosinin osaslarina
cevrilmisdir. Tolobolor, videolar, audio, sokillor vo real hoyatda toqdim edilon idiomlar
yaddaslarinda daha uzun miiddot saxlaya bilirlor.

Bir serialda vo ya YouTube kanalinda dialoglar vasitasilo dyronilon macazi ifadslor nlimunasindo,
Oyronan insanlar onlart semantik vo emosional enerjiys sahib olan climlalorlo olagelondirirlor
(Paivio, 1991).

Bu, ingilis dilinin ikinci dil kimi éyrodilmasinda giiclii bir texnikadir. Multimodal formatlardan
istifado edorok, dyrononlor idiomlarin monasi ilo bagli zoruri biliklori daha tez vo effektiv sokildo
yadda saxlayirlar (Boers et al., 2008, s. 225). Homg¢inin, multimodal materiallar dorslori aktiv vo
maraql1 edir vo tolobolorin motivasiyasini artirir.

Bozi timumi idiomlar bazan digar sézlor va ifadslarls leksikalizo edilir. Bu, miisyyan ndv slagolori
basa diismoyi ¢otinlogdire bilor, lakin bu clir olagolor semantik soboko yaratmaq modeli ilo
asanligla basa diisiilo bilor.

Moasolon, “break the ice” idiomu “make small talk” vo “start a conversation” nifadalarinin
ovazlayicisi ola bilar. Belo alagalor tolobolors komak edir ki, onlar hamin ifadslorin monalarim
basa diigsiinlor (Nation, 2001, s. 145).

Assosiativ 0yronmo yaddas miiddotini artirir. Belo ki, idiomlart mévzu vo ya real voziyyato osason
toskil etmak, Gyrononlars onlart giindalik s6hbatlords tatbiq etmayo kdmak edir. Bu, xiisusila dil
Oyronmads gqabaqcil soviyyads olanlar iigiin faydalidir.

Ifadolorin Istifadesinda Texnoloji Metod: Malumat texnologiyalarinin inkisafi sayasinds idiomatik
ifadolor indi daha miiasir vo slverisli sokildo dyradilir. Quizlet, Memrise, Anki vo s bu kimi oyun
osasl totbiglordon istifado edorok bu sahodo mosq edilo bilor. Belo totbiglor vasitasilo ifadslorin
Oyranilmasi onlar1 uzunmiiddetli yaddaslarda saxlamaga komok edir (Godwin-Jones, 2011, p.12).

Quizlet tatbiqi: Quizlet totbiqi, flagkartlar vasitasilo dyronmok imkan1 veran bir tohsil totbiqidir.
[fadalor vo onlarin tariflori niimuno kontekstlori ilo birlikdo flaskartlara cevrilocokdir. Totbigdo
hamginin testi, yazma va yadda saxlama rejimlori var, hamg¢inin oyunlar soklinds daha ¢ox tadris
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materiallart mévcuddur. Talabolor dorslordo bu totbigden istifado edorok asagidaki iistiinliiklori
oldo edo bilorlor. Bu, vizual vo yaddas yoniimlii bir totbiqdir vo ¢ox faydalidir, ¢iinki tolobalor
burada 6z flaskartlarin1 yarada vo daha sonra onlar1 paylasa bilorlor. Onlar hor bir ifado {i¢iin
toriflor, toloffiizlor vo niimuno climlalor olava edo bilorlor. Bir-birlorinin sorhlorini oxudugdan
sonra sOzlori yazmadan avval ifadolorin no mona vers bilocayina dair timumi fikirlors malik olurlar
vo moasqlarlo ifadalori 6yronmok asanlasir.

Memrise tatbiqi: Memrise tatbiqi ifadoni asanliqla dyronmoyin yollarindan biridir. Bu totbiq
danisiq vo video asasinda dil 6yronmok ii¢ilin yaradilmisdir. Burada, yerli ifadolor real hoyat video
vo audio niimunslorls toqdim olunur. Har biri kontekstds toqdim olunur vo sonra tokrarlanma iigiin
mosq edilir. Bu totbiqin miisbot cohatlori olaraq, tolobolorin dinlomo vo danisma bacarigini
giiclondirdiyini qeyd etmok olar. Oyronanlor ifadolorin real kontekstdo neco vo no zaman istifado
edildiyini miisahido edorok goriirlor. Gamifikasiya sistemino asaslanan bu totbiq tolobalari alavo
bir motivasiya ilo tomin edir.

Arasdirmamizda toxundugumuz 3lava bir vasitd Anki proqramudir: Bu totbiq, aralikhi
tokrarlama strategiyasindan istifado edon bir flagkart programidir. Bu, beynolxalq olaraq "Araliqh
Tokrarlama Sistemi" olaraq taninir. Totbiq ifadolor tiglin hazirlanmis flaskartlardan ibaratdir. Yoni,
ifado kartin 6n torofindo goriiniir vo onun torifi vo bir niimunasi arxa torafindadir. Bu alst haqqinda
osas mogam, uzunmiiddatli yaddas tiglin hoqgigoton tosirli olmasidir. Sistem tolobolorin hansi
ifadslords giiclii olduqglarin1 vo hansilarini yenidon nazardon kec¢irmalori lazim oldugunu qeyds
alir. Onlar 6z flagkartlarini yiikloya bilor vo ya artiq yiliklonmis va paylasilmis olanlar istifads edo
bilorlor.

Interaktiv oyunlarla idiomlar1 6yronmok oyloncalidir. Bu faaliyyatlor dyronanlora ciimlolords
deyimlori basa diismok vo istifado etmokdo komok edir. Noticodo, yuxarida gostorilon
totbiglor/oyunlar tolobolors deyimlori dyronmokdon zdvq almaga vo oyunlari dostokloyorok
kontekstds deyimlorin dyronilmasini artirir, beloliklo onlara deyimlori 6yronmays imkan veran
yaddagalan isaralor togdim edir vo multimodal 6yronma vasitasils forqli yronma tislublarina daxil
olmalarin1 tomin edir. Homginin, Al vo ML texnologiyalarindan istifado edorak, istifadagilor
oyrandiklori deyimlori real dialoq simulyasiyalarinda totbiq ede bilorlor. Bu ciir yanagma dil
oyrananlor {igiin daha ¢ox interaktiv tacriiba plpatformasi yaradir. Galocokdo Al fordilogdirilmis
Oyranma sistemlari ilo deyim tolimi boylik ohomiyyat kasb eds bilor.

Idiomlarin gender vo sosial siniflori

Soslingvistik arasdirmalar gostormigdir ki, miixtalif cinslorin va ya sosial siniflorin tomsilgilori
deyimlori miixtolif doracads va forqli sokilds istifads edirlor. "Man up" vo "take it like a man"kimi
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ifadolor kisilorin danigiginda patriarxal doyorlori tomsil edon sort vo giiclii isarolori gostors bilor
(Lakoff, 1975).

Qadinlarin damisiginda qarsilasdigimiz yiiksok soviyyali ifadolor daha ¢ox empati vo emosional
olage gostarmaya meyillidir - "heart-to-heart", "walk in someone's shoes" vo s. Amma bu yoxlama
dilinda cins stereotipinin davamliligini oks etdirir vo daha otrafli aragdirilmasini tolob edir (Tannen,
1990, s. 103).

Gender il slagali idiomlarin niimunalaring va onlarin monalarina diqqat yetirak:

Dressed to kill: Bu idiom kimdoss romantik maraq yaratmaq magsadi ils ¢ox cazibadar va dobli
geyinmok monasini ifado edir. Belo ki, bu ifado gadinlarin cazibadarligini vo digget ¢okmo
qabiliyyatini vurgulamagq ti¢iin istifads olunur. Masalon: "My friend arrived at the party dressed to
kill.

A woman's touch: Bir igd vo ya mokana qadin zarifliyi vo diggetinin alave olunmasi monasini
bildirir. Bu idiom qadinlarin qaygikes yanasmasini ifade etmok maogsadilo istifado olunur.
Mosalon: "The house turned out much cozier after a woman’s touch."

Trophy wife: Bu ifads yasl vo varli bir kisinin gonc va cazibadar bir qadinla evlonmasi monasini
ifads edir vo comiyyatds qadinlara garsi olan miinasibati oks etdirorkon istifade olunur. Masslon:
"He’s only interested in finding a trophy wife."

Sosial siniflorls bagh idiomlar1 asagidaki kimi tahlil etmak olar:

Blue blood: 1lkin olaraq zadogan va ya aristokratik tobaqoya sahib olmaq monasini ifado edon bu
idiomdan yliksok sosial sinifo monsub soxslori tosvir etmok {iciin istifads olunur. Masalon: "She
comes from a family of blue blood."

Keeping up with the Joneses: Bu idiom qonsular vo ya tanis insanlarla eyni soviyyade yasamaq
ticiin sosial yariga girmok monasini bildirir. Masolon: "They bought a new car to keep up with the
Joneses."

Toffee-nosed: Bu idiom 6ziinli digorlorindon iistiin hesab edon, tokabbiirlii soxsin keyfiyyatini
bildirir va sosial siniflor arasindaki forqlori ifads edir. Masalon: "He’s so toffee-nosed, and always
praises himself."

Idiomlarin regional doyiskanliyi vo dialektoloji aspektlori
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Ancaq idiomlarda oldugu kimi, bir dilin biitiin dialektlorindos ifadslorin istifadesindo miintozomlik
hor zaman gézlonilon deyil, xiisusilo do Ingilis dilinda. Ingilis dili diinyada yayildigca, miixtalif
idiomlarin formalasmasi vo istifadosi yollar1 da meydana goalmisdir.

Eyni monani ifade edon vo miixtalif leksik va sintaktik strukturlardan istifads edilo bilon ifadslor
Amerika, Boyiik Britaniya, Avstraliya vo ya Kanada kimi ingilisdilli diger 6lkslords do istifado
edilo bilor. Masalon, "kick the bucket" termini (6lmok) {imumiyyatlo Amerika Ingilis dilindo
istifads olunur, halbuki "pop one's clogs" eyni anlama malikdir, lakin Boytik Britaniyada daha ¢ox
istifado olunur. Bu ciir xiisusi regional forqliliklorin nozors alinmasi lazimdir. Bir yerds sads olan
bir ifado, basqa yerdo ¢ox forqli vo anlasilmaz goriine bilor. David Crystal qeyd edir ki, idiomlar
bir dilin cografi baximdan an mohdud elementloridir, buna goro onlarin istifadssini doqiq basa
diismok vo totbiq etmok ii¢iin leksik vo sosial-modani faktorlarla miiqayise olunmalidir (Crystal,
2003, soh. 29). Bu da dil torciimagilor vo dyronanlor iiglin daha ¢otin ola bilar. Bels ki, onlar hom
miizakirs olunan idiomun diizglin monasini vo qrammatik xiisusiyyaotlorini basa diismaya, hom do
onu regional gaydaya uygun formada istifado etmoyo calisacaqlar.

Belaliklo, deyimlorin Oyradilmasi vo torclimosindo aydin olur ki, yalmiz deyimlorin
monimsanilmasi tolob olunmur, hom do toklif edildiyi kimi, modoniyystlorarast pragmatik
bacarigin inkisafi osas sortlordon biridir.

II Fasil. Nitqdos va adabiyyatda idiomlar

Idiomlar ligotdo hazir ifadolor kimi faaliyyat gdstorir vo ¢ox vaxt frazeoloji elementlorin dzlori
ifado edo bilmoayocoyi monalar ortaya ¢ixarir. Masalon, "dilini dislomok" ifadesi yalniz fiziki
harakati deyil, hom do susmaq monasini tosvir edir. Dil emosional vo madoni kontekstlori idiomlar
vasitasi ilo qazanir (Glucksberg, 2001).

Idiomlar yalniz giindalik damisigda deyil, hom do odobiyyatin badii-estetik layinda miihiim yer
tutur. Odobiyyatda idiomlardan istifads, fikrin daha tosirli, emosional vo obrazli sokilds
catdirilmasina imkan verir. Homginin, yazigilar vo sairlor idiomlara miiraciot etmoklo hom xalq
dilina yaxin olur, hom ds universal madani onanalari oks etdiron ifadslori asarlorine daxil edirlor
(Fernando, 1996, p. 30).

Idiomlarin semantik manasi onlarin birbasa ifads etdiyi mona sistemindon farqlonarak, kontekstdo
sorh olunur. Masalon, “gdza kiil iiflirmok™ ifadasi s6zbasdz anlamda deyil, aldatmaq monasinda
istifado olunur. Belo ifadslor danisiq zamani dinlayici vo ya oxucunun fikrinds slava konnotativ
maonalarin yaranmasina sobob olur. Belsliklo, idiomlar ham do dilin madeni yaddasin1 va tarixi
inkisafini oks etdirir.
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Odobiyyatda iso idiomlar obrazlarin xarakterizasiyasinda, konfliktlorin togdiminds vo emosional
gorginliyin artirllmasinda xiisusi rol oynayir. Masalon, Calil Mammadquluzadonin badii dilinda
idiomlardan istifadonin osas moqsadi xalqin diisiinco torzini vo sosial ironiyant gostormokdir.
Beloliklo, idiomlar hom funksional, hom do estetik yiik dasiyan leksik vahidlor kimi ¢ixis edirlor.

Colil Mommadquluzadonin badii dilindo idiomlar xalq dili ilo yazig1 iislubunun qovusdugu
morkazi vasitolordon biridir. Onun osorlorinde idiomlar xalq diislinco torzini oks etdirmok,
miioyyon ictimai qilisurlart satira ilo gdstormok vo personajlara realist dil vermok {igiin istifado
olunur. Asagida idiomlarin istifade olundugu konkret nlimunalor toqdim olunur:

“Pogct qutusu” hekayosindon niimuna: “O adamlar ki, pogt qutusunu goriib gozlorini boraldirdilor,
sanki noso haram sey gormiisdiilor.” Burada “gdziinii boraltmok™ idiomu heyrotlo baxmaq,
toacciiblonmok monasint bildirir. Xalq dilindo ¢ox islonon bu ifads sadslovh kondlilorin sohor
madoniyyating va yeniliklora miinasibatini gosterir.

“Oliilor” pyesindon niimuna: “©hmoad aganin gozlori doymur ki doymur, haram gatigim da halal
kimi yeyir.” Burada “Goziiniin doymamas1” idiomu acgdz ve horis olmaq monalarinda istifads
olunur. Satira vasitasilo ©hmod aganin ikitizliiliiyl vo acgozliiyli tonqid olunur. Yazici xalq danisiq
dilindon gotiiriilmiis bu ifads ilo personajin manfi obrazini daha canli edir.

“Danabas kondinin ohvalatlari’”’ndan niimuna: “Kisi elo danisirdr ki, guya gdydondiismo xobor
gatirir.” Burada “gdydondiismo xobar” geyri-real, inanilmaz va ya gozlonilmaz bir xobor monasin
bildirir vo moigat hoyatinin absurdlugunu vo fordlorin real olmayan diisiincolorlo yasadiginm
gdstormak {igiin istifado olunur.

“Usta Zeynal” hekayasindon niimuna: “Onun dili qilincdan iti idi.” “Dili qilincdan iti olmaq”
ifadasi ¢ox hazircavab vo koskin danismaq monasininda istifads olunur. Usta Zeynalin hom satirik,
ham do s6zlo insanlar sarsida bilen gliciinii gostorir.

Burada belo noticoyo golmok olar ki, Calil Mammoadquluzads idiomlardan istifade edorok
personajlar1 daha real gdstormis, xalq dilini qorumus, vo ictimai problemlori (mévhumat,
savadsizliq, ikiiizliiliik vo s.) satira yolu ilo ifsa etmisdir. Bu idiomlar hom badii-estetik, hom do
funksional ytiklidiir.

Ingilis odobiyyati da kifayst qodor idiomlar ilo doludur. Burada idiomlardan obrazlarmn
xarakterizasiyasi, emosional tosirin artirilmasi vo modoni kontekstin c¢atdirilmasi iiglin genis
sokilda istifado olunur. Asagida bozi moshur idiomlar, onlarin monalar1 vo istifado olundugu adobi
osarlara diqgat yetirak:
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Gorkamli yazigt Uilyam Sekspirin The Taming of the Shrew osorinds ilk dofs olaraq istifade
olunan “break the ice” idiomu gorginliyi azaltmaq vo ya tanimadigin insanlarla {insiyyato baglamaq
monasini ifado edir. Burada, sosial miinasiboatlordoki ilk maneolori agsmaq mogsadilo istifado
olunur.

Bu yazigimin novbati “The Merchant of Venice” asarindo istifado olunan “all that glitters is not
gold” ifadasi hor parlayan sey qizil deyil; yoni, zahiri goriiniis aldatici ola bilor monasinda istifado
olunur.

Digor yazigi Mark Twain “The Adventures of Tom Sawyer” asarinde “a stitch in time saves nine”
ifadosini islotmisdir. Bu ifadoni istifado etmokdo yazigin mogsadi vaxtinda todbir gérmoyin
ohomiyyatini vurgulamaqdir. Belo ki, problemi vaxtinda holl etmoasok daha bdyiik problemlarlo
qarsilasa bilorik.

George Orwell “Animal Farm” osorinds “kick the bucket” ifadasini istifade etmisdir. Bu ifadenin
monasi 6liim demokdir va bu asards bir xarakterin 6liimiinii tasvir etmak ti¢iin istifado olunur.

Stephen King iso “The Dead Zone” osaorindo sirlori agmaq vo ya gizli molumati tosadiifon ifsa
etmok monasini bildiran “let the cat out of the bag” idiomunu stifado etmisdir.

Yazig1 Ernest Hemingway ¢atin bir voziyyoti qobul etmoyin zoruriliyini vurgulamaq ti¢clin “A
Farewell to Arms” asarinds “bite the bullet” idiomunu vurgulamigdir. Burada gostarilir ki, agrili
v ya ¢atin bir voziyyati qobul etmok vo ya ona d6zmok on yaxsi vasitadir.

Homginin yazi¢1 Carlz Dikkens do 6z asarlorinds idiomlardan genis istifads etmisdir. Onun “David
Kopperfild” romaninda at sixes and sevens, seventh heaven, a second-hand idiomlarindan
moharatla istifado olunmusdur (Sorcan 104).

Dil dyronmonin bir hissasi kimi idiomlarin shomiyyati. Ardicilligi olmayan s6z formalar ilo
qarsilasdigda, ikinci dil dyronanlor {iciin idiomlar1 dork etmok ¢otin ola bilar, ¢iinki onlar nadir
hallarda tocrid olunmus sokildo anlasilir. Lakin, idiomlarin todrisi tolobalorin leksikonunu
zonginlosdirir vo onlarin dilini daha tobii hala gotirir. Bundan slava, idiomlarin macazi monalari
matni daha maraqli vo yadda saxlanila bilon edir. ©gar tolabalor real nitq niimunalorini anlaya
bilirlerss, dilin vo onun praktiki istifadesinde 6zlerine inam qazanirlar.

Idiomlarla bagli foaliyyatlor tolobonin yaradiciligini artirir. Onlarin monimsonilmosino imkan
veran bozi foaliyyatlor konteksto osaslanan tapsiriglari, dramatik sohnoaciklor vo situasiya asaslh
oyunlar1 shato edir. Bundan slavs, vizual (masalon, film kliplori) vo ya audio klipler (musiqi
parcalar1 vo ya ylingiil icki mahnilar1) kimi diger materiallar idiomlar1 dyronmak {igiin bdyiik bir
manba taskil edir. Bu ciir yanagmalar talabalori dil yronmok va istifade etmokdo daha motivasiyali
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edir. Bundan olava, modoniyyatlo baglh mosalolora do digget yetirilir. idiomlar vasitasilo hodof
dilin madoni kontekstdo baxis torzi vo dayarlari ilo alage qura bilarsiniz. Bu, tokca dilgilik deyil,
hom do sosial alaqgeni togviq edir.

Idiomlarin nazari va praktiki miiqayisasi

Idiomlarin miixtolif dillordoki funksiyalarina asason nazari vo praktiki miiqayisasini asagida kimi
gostormok olar. Nozori miiqayisoys osason idiomlar1 asagidaki funksiyalara ayirmaq olar:

Semantik Funksiya

Azarbaycan dilinds idiomlar ¢ox vaxt dorin, dolayli monalar1 ifads etdiyi (masolon, dili-agzi
baglanmaq — susmaq, damismamaq) halda, Ingilis dilinds idiomlar ¢ox vaxt metaforik mona
dasiyir (spill the beans — sirri agmaq). Fransiz dilinds isd idiomlar poetik vo estetik cohotdon
zongindir (avoir le cafard — 6ziinii pis hiss etmak, shvali pozulmaq).

2. Struktural Funksiya

Biitiin dillords idiomlar sabit bir struktur taskil edir vo doyismazlik xiisusiyyati dastyir. Idiomlar
s0zbos0z torclimado mona vermir, bu xiisusiyyot universal xiisusiyyatdir.

3. Pragmatik Funksiya

Kontekstual mona — idiomlar {insiyyato emosional rong qgatir, ironiyan1 vo ya yumoru ifados edir.
Moadoni kod — Idiomlar danisanin mansub oldugu modani miihiti oks etdirir (mosalon, tiirk dilinda
esekten diismiis karpuza donmek — pis voziyyato diismak).

Praktik miiqayiso

Funksiya Azarbaycan dili Ingilis dili Fransiz dili

Bali (avoir le cafard —

Boli (mos: burnu gy Boli (fly off the handle) kadorlonmok, péter un

Emosional ifada

dironmak) cdble — asabilosmak)
Tokabbiirlii vo 6ziinii
Mbnasi boyonmok Qofil asablosmok Qofil asoblogmok
Mbodoani Tarixi vo pop madaniyyatla Tarixi v sosial siniflerlo,
. . . Madaeni dayarlari oks etdirir Vo pop vy giindslik hayatla six
identifikasiya olagali baglidir

Orta — ifadslor ¢oxdur,
Torciimo ¢atinliyi  Yiiksok — kontekst tolab edir ~ Orta — genis senadlogms var lakin sanadlasma va
niimunslor boldur
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Notica

Arasdirma gostordi ki, idiomlar yalniz dilin semantik sistemina deyil, ham do dilin sosial, madoni
vo psixoloji qatlarina tosir edon miirokkob liigot vahidloridir. Bununla yanasi geyd olundu ki,
idiomatik ifadolor dilin liigotindoki linsiyyat vasitolorindon daha ¢oxdur, vo onlarin sosial-moadoni
va psixoloji funksiyalari da movcuddur. Onlar dili semantik olaraq zonginlosdirmokdon basqa,
hom do modoni vo emosional olaraq genislondirir. Onlar nitqe daha ¢ox tosir, dinamik xarakter vo
dorinlik qatir. Lakin idiomlarin todrisi vo torciimasi do bazi ¢otinliklor yaradir ki, bu sahado
sistemli metodlara tolobat oldugunu gostorir. Bu ifadolori 0yrotmok, kontekstual vo modoni
incaliklorla birlikdo golon metodologiyalar totbiq etmoyi nozordo tutmalidir. Arasdirmalarimizda
buraxilan bosluglar1 golocok arasdirmalarla doldura bilorik ki, bu da diger dillorlo miigayiso,
kontekstual tohlillor, torciima texnologiyalarinin arasdirilmasi vo praktik todris metodlarina digqgot
yetirilmosini vurgulaya bilor.
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Abstract
This article explores how culturally shaped “speech culture” influences deliberative

communication in multicultural contexts, with a focus on how participants negotiate local norms
to foster understanding. Drawing on intercultural communication theory and discourse analysis,
the study examines deliberative interactions across diverse cultural settings. Qualitative case
analyses — including student forums and parliamentary debates — reveal that deliberation is not
a culturally neutral process but one deeply shaped by local communication norms. Participants
often reference both universal deliberative principles and culturally specific ways of speaking,
using metadiscourse (talk about talk) to bridge differences. Key theoretical frameworks (Speech
Codes Theory, Politeness Theory, and Face-Negotiation Theory) illuminate how communicative
codes, politeness strategies, and face concerns vary across cultures and affect deliberation.
Findings indicate that when individuals are mindful of divergent norms and actively negotiate
them, they can integrate local speech practices into deliberative dialogue, enhancing mutual
respect and clarity. The article discusses implications for language education — advocating the
teaching of intercultural pragmatics — and for practitioners facilitating multicultural dialogue. It
concludes that embracing speech culture differences as an asset, rather than a barrier, can lead
to more inclusive deliberation and suggests avenues for future research on intercultural
deliberative competence.

Key words
Speech culture; deliberative communication, intercultural communication, local norms, speech codes;
politeness, intercultural competence

Introduction

In an increasingly multicultural world, practices of deliberation — group discussion aimed at mutual
understanding or decision-making — do not occur in a vacuum. They are carried out through
language and communication patterns that are culturally inflected. As Ryfe observed, deliberation
is always “shaped by culture and society,” manifesting varying linguistic patterns and social
norms, and people must “learn to deliberate by doing it ” with others who are skilled in that cultural

"'Valiyev, E. PhD in Philology, Associate Professor, Nakhchivan State University. Email:
elburusveliyev79@gmail.com. ORCID: https://orcid.org/0009-0002-1462-305X

This is an open access article under the

Creative Commons Attribution 4.0 Journal of Azerbaijan Language and Education Studies
A International License ISSN 3078-6177


https://doi.org/10.69760/jales.2025002022
https://orcid.org/0009-0002-1462-305X
https://orcid.org/0009-0002-1462-305X

152 Journal of Azerbaijan Language and Education Studies
Vol. 2 No. 3 (2025) Tertius

practice. In other words, deliberative communication is an evolving cultural practice that entails
learning and negotiating particular cultural norms. Traditional deliberative democracy theory often
assumes a style of rational, orderly discourse that aspires to universal standards of reason and
civility. However, critics have noted that this idealized style may unwittingly privilege certain
cultural communication modes over others, potentially excluding voices that don’t conform to the
expected norm. For example, deliberation formats that demand systematic, methodical turn-taking
and prioritize logical argument can sideline participants from cultures where storytelling, indirect
hints, or passionate emotional appeals are the norm. Such tensions raise important questions: How
do people from diverse speech cultures engage in deliberation together? What strategies
enable them to negotiate differences in local norms of speaking to achieve mutual
understanding?

This article examines speech culture and deliberative practices in multicultural contexts, focusing
on how local communicative norms are negotiated during deliberation. Speech culture refers to the
distinctive ways of speaking — including language choice, discourse style, norms of politeness, and
argumentation patterns — that characterize a community. In multicultural deliberative settings,
participants bring different speech cultures to the table. These differences can manifest in various
ways: direct vs. indirect communication styles, preferences for high-context (implicit) vs. low-
context (explicit) messaging, varying tolerances for interrupting or silence, and different
conventions for showing respect or disagreement. Such contrasts can lead to misunderstandings or
discomfort if unchecked. Yet, as recent studies suggest, participants are not passive captives of
their cultural norms; they actively negotiate and adapt to facilitate communication. By explicitly
acknowledging and blending local norms with deliberative principles, groups can turn cultural
differences into resources rather than roadblocks.

To explore these dynamics, the article integrates insights from several theoretical frameworks:
Speech Codes Theory, which examines culturally distinctive communication codes; Politeness
Theory, which illuminates how people manage face and courtesy across cultures; and
Intercultural Communication theories such as Face-Negotiation Theory, which explains how
culture impacts conflict and facework. After a review of relevant literature and theories, we outline
a qualitative research design for studying multicultural deliberation, including discourse analysis
of real-world cases. We then discuss how discourse data can be analyzed to reveal patterns of norm
negotiation. Finally, we consider the implications of our findings for language educators,
communication practitioners, and diverse societies striving for inclusive dialogue. By
understanding how speech culture interfaces with deliberative practice, we can better teach and
facilitate communication that bridges cultural divides.

Literature Review
Cultural Codes and Communication Norms
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Communication is culturally patterned: each culture develops its own “speech code” — a set of
distinctive norms, meanings, and rules for communicative conduct. Philipsen’s Speech Codes
Theory posits that wherever there is a distinct culture, there is a distinct speech code guiding how
people interact and what they consider appropriate or effective speech. These codes encompass
expectations about sow to speak (e.g. formality, directness, use of anecdotes or proverbs), when
and fo whom to speak, and even why one speaks (the underlying values, such as harmony or
individual expression). Importantly, multiple speech codes can exist within one community, and
individuals may navigate between them. For instance, a person might switch between a regional
dialect with local norms and a more

3

‘universal” style of communication in formal settings,
demonstrating code-switching competence.

One fundamental aspect of speech culture is politeness norms. Brown and Levinson’s Politeness
Theory (1987) introduced the idea that in any culture, communication involves managing “face”
— a person’s self-esteem or social self-image — through polite behavior. Politeness strategies help
speakers redress face threats, for example by softening requests or showing deference, to avoid
humiliating or angering others. Brown and Levinson identified positive politeness (strategies to
show camaraderie, respect, or approval, satisfying the hearer’s desire for appreciation) and
negative politeness (strategies to minimize imposition, satisfying the hearer’s desire for
autonomy). While they argued these face concerns are universal, many scholars have challenged
the universal applicability of specific politeness strategies across cultures. What counts as polite
or impolite can differ markedly. For example, in some East Asian contexts, indirectness and
humility are signs of courtesy, whereas in many Western contexts a degree of directness and eye
contact is expected as honest and respectful. Such differences mean that in multicultural
interactions, participants must learn one another’s politeness code. Misunderstandings in
deliberation often stem from these contrasts — what seems appropriately frank in one culture might
appear aggressive in another, while what is meant as respectful reserve could be read as unengaged
or evasive by someone from a more direct culture.

Beyond politeness, numerous studies in cross-cultural pragmatics document variations in speech
acts (like how people perform disagreement, apologies, or suggestions) and interactional norms
(such as turn-taking, pausing, or interrupting). For instance, some cultures value “straight talk” —
a speech style that is direct and unvarnished — while others value harmonious talk — which might
involve beating around the bush or using intermediaries to avoid open conflict. These cultural
speaking rules have been systematically studied since at least the 1960s. Researchers have found
that communication styles (high-context vs. low-context, individualist vs. collectivist orientations,
etc.) can influence deliberative exchanges. High-context communicators, who rely on implicit
understanding and context cues, might find low-context speakers overly explicit or even
condescending, and vice versa the low-context speakers might find their high-context counterparts
frustratingly vague. Power distance (how hierarchy is handled in communication) also plays a role:
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in a culture with strong respect for elders or authorities, participants may be reluctant to challenge
or even openly disagree with a senior person during a discussion — a dynamic that can affect the
egalitarian ideal of deliberation.

Deliberative Practices and Culture

Deliberative democracy advocates have traditionally emphasized universal norms of rational-
critical debate (inspired by Habermas’s ideal of the “public sphere”), expecting participants to
provide reasons, seek common ground, and remain civil. In practice, however, deliberation always
takes place in specific cultural contexts that modulate these ideals. Empirical research on
culture’s effects on deliberation has been sparse but growing, and it yields nuanced insights.
One of the first systematic studies, by Pedrini (2015), examined linguistic cultural groups in the
Swiss Parliament to see if different speech cultures (German-speaking vs. French-speaking Swiss,
for example) displayed different deliberative behaviors. Pedrini contrasted a “holistic” view
(culture as a fixed attribute influencing behavior) with a “contextual” view (people adapt their
communication to context). Interestingly, the findings revealed that linguistic groups did not
differ dramatically in deliberative quality, defying simplistic “holistic” expectations. In Swiss
legislative debates, representatives from different language regions showed similarly high levels
of deliberative behavior, suggesting that the institutional context of parliament encouraged a
shared deliberative norm across cultures. This supports the idea that speech culture is highly
context-driven: people can code-switch into a deliberative mode when the setting calls for it.
However, Pedrini did find that group composition mattered — committees with a higher
proportion of minority-language (e.g. French or Italian) speakers saw differences in certain
indicators like higher expressions of respect, more references to the common good, and more
clarifying questions. In other words, diversity in the room influenced the discourse, possibly
because participants adjusted to ensure inclusion or because minorities brought in alternative
communication norms that subtly shifted the deliberative style.

While some studies show convergence of deliberative norms, other research highlights the
challenges of intercultural deliberation. Manosevitch, Friedman, and Sprain (2024) conducted
deliberative forums in Israel — a society often described as having a confrontational or
“challenging” speech culture — to see how participants dealt with tensions between local speech
norms and deliberative ideals. Their qualitative analysis found that participants explicitly
addressed the cultural communication challenges via metadiscourse. For example, Israeli
participants would remark on their own tendency to interrupt or speak passionately, effectively
bringing local norms into the open. By doing so, they could then negotiate the tension between
deliberative principles (like turn-taking, listening, and reasoning) and their familiar speech
practices. Remarkably, participants in these forums creatively integrated local speech norms with
deliberation, rather than simply suppressing their cultural style. They might agree on ground rules
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(e.g. “We all want a lively discussion, but let’s not all talk at once”) that acknowledge cultural
habits but channel them constructively. This finding contributes to a growing recognition that
effective multicultural deliberation doesn’t mean everyone adopts one style; rather, it
involves mutual adaptation and the creation of a hybrid communication style. The role of
facilitators or educators can be crucial here — guiding meta-communication about communication
itself, which Manosevitch et al. term metadiscourse, to help groups reflect on and adjust their
interaction.

Another illustrative case comes from the domain of international education. Ou and Gu (2020)
studied interactions among local and international students at a transnational university in China,
a setting they describe as a translocal space for communication. In this context, students from
different linguistic and cultural backgrounds engage daily, negotiating which language to use
(Chinese, English, or a mix) and #ow to communicate appropriately. Ou and Gu found that these
multilingual students acted as “scale-makers,” meaning they navigated between local norms and
global (or institutional) norms, effectively reshaping the interactional context through their
choices. The translocal space was open to plural norms and shifting power relations, requiring
students to be adaptable. The study’s findings highlighted that the students developed more open
and flexible attitudes toward language use and showed awareness of power issues tied to
language and norms. They employed interactive strategies to negotiate linguistic differences and
achieve successful communication. For example, in group project discussions, a student might
initially defer to what they think is the host country’s norm (e.g. being more reserved), but over
time both local and international students adjust — locals might encourage the others to speak up,
and the internationals might introduce new discussion formats learned from their own cultures.
The result can be a new micro-culture of communication in that group, combining elements from
everyone. This case underscores that norm negotiation is an active, creative process, and when
participants are willing to adapt and learn, a diverse group can construct its own norms that
everyone finds acceptable.

Gaps and Emerging Perspectives

Although these studies provide valuable insights, there remain gaps in our understanding. One gap
is that many deliberation studies still overlook cultural variables — assuming a one-size-fits-all
model of “good communication.” There have been calls for more research on how deliberative
principles play out in non-Western cultural contexts and in cross-cultural groups. For instance,
how might deliberation function in a community meeting in rural India, or in an online global
forum with participants from five continents? Anecdotal evidence and small studies suggest that
cultural style differences (such as attitudes toward conflict or silence) can significantly shape the
deliberative process, but systematic comparative research is scant.
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Another gap is translating these insights into practice for education and facilitation. If negotiation
of norms is key, what training or interventions help? Some scholars have suggested developing
“intercultural deliberative competence”, combining skills in perspective-taking, cultural self-
awareness, and adaptive communication. This resonates with broader intercultural communication
competence frameworks, but needs refinement in the context of group deliberation specifically.

Finally, most current research has focused either on formal political deliberation (like parliaments,
citizen juries) or educational settings. There is room to explore organizational and workplace
deliberations (e.g. multicultural teams solving problems) and community dialogues (such as
between migrant and host communities). Each context might reveal unique strategies of norm
negotiation.

In summary, literature to date indicates that speech culture profoundly influences deliberative
practices, but not in a deterministic way. Participants can and do adapt; context and composition
matter; and making communication norms an explicit topic (metadiscourse) appears to be a
powerful tool for bridging differences. The following sections will delve into theoretical
frameworks that explain these phenomena, outline a research approach to studying them, and
discuss how the findings can inform teaching and practice.

Theoretical Framework
To analyze speech culture and deliberation, we draw on several complementary theories:

e Speech Codes Theory (Philipsen) — explains how communication within any culture is
governed by historically developed codes of speech.

o Politeness Theory (Brown & Levinson) — explains universal aspects of face and
politeness, and by extension, how these play out differently across cultures.

e Intercultural Communication Theory — a broad area, here including Face-Negotiation
Theory (Ting-Toomey) and related concepts, which explain how people manage identity
and conflict across cultures.

e Intercultural Competence Frameworks — which inform our understanding of how
people learn to navigate cultural differences.

Speech Codes Theory

Originally formulated by Gerry Philipsen, Speech Codes Theory posits that each culture has its
own distinctive communication system, or “speech code,” which includes its premises, norms, and
symbolic meanings about communication. A speech code tells members what communication is
and how to do it within their community. For example, in one culture, being an effective speaker
might mean never showing doubt and speaking in a loud, assertive voice, whereas in another
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culture it might mean being eloquent, measured, and deferential. These differences are not random
but rooted in each culture’s social structure and values.

Philipsen identified six general propositions of speech codes. Two are especially relevant here:
(1) Wherever there is a distinctive culture, there is a distinctive speech code; and (2) In any given
speech community, multiple speech codes are accessible. The first implies that in multicultural
settings, participants are bringing different codes to the interaction. The second reminds us that
individuals are not monolithic; a person may know how to operate under different codes (for
instance, a bilingual immigrant might adhere to one set of norms at home and another at school or
work). Speech Codes Theory encourages researchers to ethnographically observe
communication practices to discover the underlying rules and meanings. In our context, it
suggests looking at how deliberators from different cultures signal respect, agreement, or dissent,
and what assumptions they hold about what good communication looks like. Are they drawing on
a “Nacirema” code (the term Philipsen used for mainstream American communication style
emphasizing individual expression) or perhaps a “Teamsterville” code (his term for a local
Chicago community style that valued communal identity and masculine authority)? Or are they
developing a new hybrid code for their group?

By applying Speech Codes Theory, we can better interpret conflicts or misalignments in
deliberation as clashes of underlying codes. For example, interruptions might be frequent in one
participant’s speech culture as a sign of engagement, but seen as rude in another’s code which
values speaking only after the other finishes. Speech Codes Theory would prompt us to see both
behaviors as internally logical within their codes, rather than labeling one “good” and the other
“bad.” It also underscores that metacommunication — talking about the way we talk — is part of
the speech code. Indeed, Philipsen notes that shared speech codes enable people to coordinate
metacommunication, meaning they can discuss and negotiate how they will speak. This directly
ties to the concept of norm negotiation in deliberation: groups essentially may form their own
speech code as they decide on discussion guidelines, combining elements from members’ native
codes.

Politeness Theory

Politeness Theory, developed by Penelope Brown and Stephen Levinson, provides a lens for
understanding face management in conversation. “Face” refers to a person’s public self-image or
social worth that they want to maintain; politeness strategies are ways of protecting one’s own or
others’ face during interactions. This theory identifies two types of face needs: positive face — the
desire to be liked, accepted, and appreciated; and negative face — the desire not to be imposed
upon, to have freedom of action. Every communicative act has the potential to threaten face (a
Face Threatening Act, or FTA). For instance, disagreeing with someone could threaten the other’s
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positive face (if they feel unappreciated or attacked) or even their negative face (if they feel
pressured to change their view).

Brown and Levinson catalogued a range of politeness strategies:

e Positive politeness: e.g. giving compliments, expressing agreement first before a
counterpoint, using in-group language or jokes, all to affirm the relationship and show
friendliness.

e Negative politeness: e.g. using hedges (“I’'m not sure, but...”), apologizing before
disagreeing (“I’m sorry to say this, however...”), or being conventionally indirect (“Could
it be that...?”), all to avoid coercion and give the other person an “out.”

o Off-record (indirect) strategies: hinting at something rather than saying it directly, so that
no direct face threat is made.

e Bald on record: being direct without politeness redress (sometimes necessary in urgency
or when the risk is minimal, but often seen as blunt).

Politeness Theory originally presented these as near-universal options, predicting that the choice
of strategy depends on the social distance between speaker and hearer, the relative power of the
hearer over the speaker, and the ranking of imposition of the act in that culture. However, the
theory’s cross-cultural applicability has been debated. What counts as a large imposition or a
respectful form of address varies. Some cultures might prioritize positive politeness (e.g. Latin
American cultures where warmth and showing personal regard is key), while others prioritize
negative politeness (e.g. many East Asian cultures where not intruding on others is a sign of
respect). Additionally, entire strategies like off-record hints are used differently: a Japanese
meeting might leave a request unsaid because it’s understood through context (high-context
communication), whereas a German meeting might consider that inefficient or evasive.

In deliberative practices, politeness is crucial because deliberation often involves disagreeing,
critiquing ideas, or persuading — all of which can threaten face. The way participants cushion their
disagreements or assert their points can make the difference between a constructive discussion and
a hurtful argument. Politeness Theory helps analyze transcripts of deliberation by pinpointing, for
example, if a participant from Culture A consistently uses negative politeness (lots of “perhaps, if
you don’t mind me suggesting”) and how that is received by someone from Culture B who maybe
uses more positive politeness or none at all. It also sheds light on misinterpretations: one person’s
polite indirectness could be seen by another as withholding or equivocation, while one person’s
frankness could be seen as insulting rather than efficient. Understanding these differences in
politeness orientations can guide participants to negotiate a shared norm (e.g. “In our group, it’s
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okay to disagree openly, but we will all preface critiques with an acknowledgement of the point,”
combining directness with positive politeness).

Intercultural Communication and Face-Negotiation Theory

Beyond politeness at the level of utterances, broader Intercultural Communication Theory
examines how cultural values and worldviews impact communication. Stella Ting-Toomey’s Face-
Negotiation Theory is particularly relevant when deliberation involves conflict or sensitive issues.
Ting-Toomey starts from the premise that the concept of face (rooted in Goffman’s work and in
politeness theory) is universal, but the ways people across cultures handle face threats and
facework differ. Face-Negotiation Theory was conceived to explain how people from different
cultures manage disagreements or “lose face” situations, such as conflicts in meetings or
negotiations. It suggests that individualistic, low-context cultures (often Western) tend to favor
self-face concern and direct communication — people are more concerned with maintaining their
own face (e.g. by standing their ground to appear strong) and handle conflict with more explicit
debate. In contrast, collectivistic, high-context cultures (often East Asian and others) place more
emphasis on other-face or mutual-face concern and indirect communication — people may sacrifice
their own position to save the other’s face or the harmony of the group, handling conflict through
avoidance or subtle mediation. This is a generalization, but it aligns with observed patterns like
Americans or Israelis being relatively more confrontational in meetings, whereas Japanese or
Mexicans might avoid open confrontation to preserve relational harmony.

Face-Negotiation Theory outlines several conflict styles connected to culture: dominating
(asserting one’s position), avoiding, obliging (yielding), compromising, and integrating (problem-
solving cooperatively). It posits that culture influences which of these styles people default to
because of underlying face concerns and norms about conflict. Crucially, Ting-Toomey also
emphasizes that culture-specific norms (like the Japanese concept of enryo, or restraint, versus
the European notion of frankness) shape how facework is enacted.

The theory has developed to introduce the idea of facework competence, which Ting-Toomey
defines as effectively managing your own and others’ face through knowledge, mindfulness, and
communication skills. Knowledge means understanding cultural differences in norms; mindfulness
means being aware in the moment of these differences and checking your interpretations; skills are
the ability to adapt behavior (for example, adjusting your tone or phrasing to be respectful in the
other’s eyes). To be competent in intercultural deliberation, then, one must cultivate mindfulness
— “seeing the unfamiliar behavior from a fresh context” and creatively adapting, rather than
assuming one’s own style is the only or best way. Face-Negotiation Theory directly informs how
facilitators or group members might approach norm negotiation: if a heated disagreement arises,
participants can use preventive facework (setting ground rules beforehand to protect face, like
agreeing not to interrupt in a way that embarrasses someone) and restorative facework (making
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an effort to mend face if someone felt insulted, e.g. a quick apology or humor to ease tension). The
theory reminds us that what constitutes a face threat can vary — e.g., openly disagreeing with an
elder might be a huge face threat in one culture but normal in another — so groups need to establish
their own norms around face. Some might decide, “It’s okay to critique ideas here because we’re
all equals in this discussion,” explicitly lowering the face-sensitivity to disagreement, whereas
others might adopt “Let’s phrase disagreements carefully and use a moderator to avoid direct
confrontation,” maintaining more face-saving.

Integrating the Frameworks

Together, these theories offer a robust toolkit for understanding and researching speech culture in
deliberation. Speech Codes Theory gives a macro understanding that each culture’s
communication is a system of norms (we might think of each participant carrying an implicit
“cultural user’s manual” for conversation). Politeness Theory zooms into the microlevel of
utterances and immediate face concerns in interaction. Face-Negotiation Theory bridges micro
and macro, showing how deeper cultural values (individualism/collectivism, etc.) play out in how
conflicts and disagreements are managed through communication. All emphasize that
communication is normative and learned, not just individual personality.

In applying them to negotiating local norms, we assume: (1) People have the capacity to reflect on
their communication norms (metadiscourse) and alter them; (2) Deliberation, as a somewhat
structured communication form, might impose certain preferred norms (like turn-taking,
rationality) that could clash or align with local norms; and (3) Successful intercultural deliberation
likely requires creating a common code or set of “intercultural discourse norms” for that setting,
through a process of negotiation and adaptation.

For example, suppose an intercultural committee is deliberating on a community issue. Using these
frameworks, one might analyze the process as follows: Identify each member’s speech code
tendencies (does someone use a narrative style vs. statistical reasoning? Does someone avoid
saying “no” directly?), observe politeness strategies (does a member hedge a lot and another speak
bluntly?), watch for face-threat incidents (maybe a clash when one interrupts another), and note
any moments of metacommunication (like “I think we’re all speaking at once, maybe we should
take turns”). Those moments of metadiscourse are golden, as Speech Codes Theory suggests — it’s
where the group can explicitly negotiate: maybe they agree, “Alright, let’s follow a talking stick
protocol since some of us feel talked over.” In that negotiation, they are effectively blending norms
(perhaps introducing a norm from a culture where orderly turns are valued, at the suggestion of a
member who needs it). Over time, the group might develop its own interaction style that members
find acceptable, even if it’s different from what any single individual is used to at home.
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In summary, these theoretical frameworks underscore that negotiating local norms in deliberation
is not just a matter of etiquette; it is deeply tied to cultural codes and values. They also imply that
building intercultural communicative competence — the ability to understand and bridge different
communication styles — is central to improving deliberative practices in diverse societies.
Language educators and communication trainers can draw on these theories to prepare individuals
for such engagement, a point we return to in the Discussion.

Methodology

To investigate speech culture and deliberative practices empirically, a qualitative or mixed-
methods research design is appropriate, given the nuanced, context-dependent nature of
communication norms. This section outlines a possible research design that could be used in a
study on this topic. The design combines qualitative discourse analysis with supportive
quantitative measures (if needed) in a case study comparative approach.

Research Design Overview

We propose a comparative case study of deliberative interactions in multicultural contexts. Each
case could be a different setting — for example: Case A: Student-led deliberative forums in a
multicultural university (similar to Manosevitch et al.’s Israeli student forums or Ou & Gu’s
transnational classrooms); Case B: Community dialogues between culturally diverse residents
(e.g. a town hall in an immigrant-rich neighborhood); Case C: An organizational decision-making
meeting in an international team. By selecting varied cases, we can see how norm negotiation
occurs across different levels (educational, civic, workplace) and cultural mixes.

Participant Selection

Sampling of participants will depend on the case contexts. A purposive sampling strategy is
suitable, aiming for participants who represent a mix of cultural backgrounds and who are engaged
in a deliberative process. For instance, in a university forum case, we might recruit students from
different linguistic/cultural groups (say, domestic students and international students) who are
taking part in a structured dialogue program. In a community case, we might work with an existing
dialogue initiative that brings together longtime locals and newcomers. Participant diversity is
key — we want a mix that makes cultural norms salient (differences in communication style should
be noticeable enough to observe negotiation). We would also ensure inclusion of participants of
different genders, ages, etc., as these factors intersect with culture in communication. The sample
size can be relatively small for deep qualitative work: perhaps 20-30 participants per case,
organized into a few deliberation sessions that we can observe/record.

Ethically, participants should be fully informed that the research is about communication in
deliberation, and given that cultural identity can be sensitive, we’d take care to frame the study in
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a way that doesn’t prime them to feel judged (e.g. emphasizing we are studying how people bridge
differences in communication, not evaluating anyone’s skill). Informed consent must be obtained,
assuring confidentiality and the right to withdraw.

Data Collection Methods

We will employ multiple data collection methods to capture both the process of deliberation (the
actual communication that occurs) and participants’ reflections on it.

1. Observation and Audio-Video Recording: Each deliberative session will be observed by
researchers and recorded (audio and video, if possible) for detailed analysis. Video is useful
to catch nonverbal cues which are part of communication norms (eye contact, gestures,
seating arrangements indicating hierarchy, etc.). The presence of researchers should be as
unobtrusive as possible. Ideally, we’d use existing deliberative events (like a scheduled
meeting or forum) so as not to artificially create behavior — though we might also organize
a deliberative workshop as part of the research to ensure we get relevant data.

2. Discourse Transcripts: The recordings will be transcribed verbatim. Transcription will
include not just words, but also notable pauses, overlaps, laughter, and other conversational
features. Given the intercultural aspect, transcription might involve multiple languages or
accented speech; we will translate segments as needed with the help of multilingual
research assistants to ensure accuracy (for example, if a participant occasionally uses a
phrase in their native language, translate that in a footnote).

3. Interviews or Focus Groups: After the deliberation sessions, we will conduct semi-
structured interviews with participants to get their perspectives on the communication
dynamics. In these interviews, we can ask questions like: “How comfortable did you feel
in the discussion?” “Did you notice any differences in communication style among
participants? How did you handle those?” “Were there moments you felt misunderstood or
had to adjust how you express yourself?”” These reflections can reveal conscious norm
negotiations and also any unspoken tensions. An alternative or addition is a focus group
that includes a mix of participants discussing the session afterwards — which itself can
sometimes prompt a meta-discussion about norms, yielding data.

4. Supplementary Surveys or Questionnaires: To complement qualitative data, we might
use a short survey to quantify aspects like participants’ cultural orientations (using
established scales for things like directness vs. indirectness preference, or independent vs.
interdependent self-construal) and their evaluation of the deliberation quality (e.g. a scale
of perceived inclusiveness or satisfaction with the discussion). For example, a
questionnaire could include statements like “I felt that I could express myself in this
discussion without violating communication etiquette” or “I felt others communicated
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respectfully according to my cultural expectations,” rated on a Likert scale. While not
definitive, such data can help correlate with observed behaviors (e.g., a participant who
strongly disagrees that they could express themselves might be one who remained mostly
silent due to cultural discomfort, as seen in the video).

5. Document Analysis: If applicable, any written rules or guidelines given to participants
(for instance, a moderator’s instructions like “everyone speak one at a time” or “use ‘I’
statements”’) will be collected. These serve as evidence of attempts to impose or negotiate
norms explicitly. Additionally, if the deliberation produces any written outcomes (group
recommendations, reports), we can examine the language used for traces of norm
accommodation (e.g., wording that reflects compromise or multiple communication
styles).

Data Collection in Practice

For each case, the data collection might look like this: We attend 2—3 deliberative sessions (perhaps
weekly meetings over a month). Each session is ~2 hours, yielding rich interaction data.
Immediately or next day after each session, we interview participants (either one-on-one for ~30
minutes or in small groups) about that specific session while it’s fresh, possibly even playing back
short clips to prompt discussion (“Here, two of you were speaking at the same time — what was
happening from your perspective?”’). This stimulated recall technique can help participants
articulate their internal reasoning in moments of norm negotiation or confusion.

We also maintain field notes during sessions, noting contextual details: how people are seated, any
cultural artifacts (like someone bringing food, which can have norms), emotional tones, etc.
Researchers might note, for example, “Participant X (from culture A) seemed to withdraw after
being interrupted by Y (from culture B); facilitator stepped in to enforce turn-taking — notable
tension resolved with humor.” Such notes complement the recordings.

Ethical Considerations

Ethical conduct in this research is paramount due to cultural sensitivities. Some specific
considerations:

o Consent and Anonymity: All participants will sign informed consent forms detailing the
study’s purpose and procedures. They’ll be assured that their identities will be anonymized
in any publication (using pseudonyms or generic descriptors like “Participant 1”). Given
video recording, we must ensure they are comfortable with that; if not, we can resort to
audio only, or ensure video is securely stored and not shown publicly.

e Avoiding Stereotyping: When dealing with culture, there’s a risk of reinforcing
stereotypes. We will approach each participant as an individual and stress that cultural
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background is one factor among many shaping communication. In analysis and reporting,
we would contextualize any cultural references carefully (e.g., not “All Chinese
participants were indirect” but “in this group, the Chinese participants tended to use more
mitigated speech when disagreeing, possibly reflecting norms common in their
background, but individuals varied”).

e Power Imbalance: In a group with cultural majority and minority, or native speakers vs.
non-native speakers of the discussion language, there are inherent power asymmetries. The
research itself could inadvertently accentuate these (if, say, the moderator or researcher is
seen aligning with one style). We mitigate this by briefing moderators (if any) to be
culturally neutral and encouraging all voices. Also, when interviewing, be sensitive — a
participant from a minority group might be hesitant to criticize the process or majority’s
style openly. We might use indirect questioning (“If you could change something about
how the discussion went, what would it be?”’) to allow expression of discomfort.

o Interpreter/Translation: If language barriers arise, we may use interpreters for
interviews. Those interpreters should be trained in confidentiality. Also, translating
culturally specific terms needs care (we might include original terms in transcripts with
translations to preserve meaning).

o Reflexivity: Researchers will practice reflexivity — being aware of our own cultural biases
in interpreting data. Ideally, the research team itself is multicultural, so we can cross-check
interpretations. For example, a Western researcher might misread a polite silence as lack
of opinion, whereas a co-researcher from that participant’s culture might recognize it as a
polite waiting. Team debriefings will help minimize misinterpretation.

Overall, the methodology prioritizes depth and context. By closely observing real interactions and
then talking to participants, we aim to capture not just what differences occur, but how participants
perceive and navigate them. This aligns with the call for research to look at “what deliberation
actually looks like” on the ground, especially when diverse norms are at play.

Data Analysis

Analyzing discourse data for patterns of speech culture and norm negotiation requires a systematic
yet interpretive approach. We will primarily use qualitative discourse analysis, supplemented by
some coding techniques from thematic analysis and conversation analysis. The goal is to identify
how communication norms manifest and evolve during the deliberative process.

Transcription Review and Coding
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We begin by reviewing the transcripts and field notes holistically to get a sense of the flow of each
deliberation. We note key episodes — for example, points of tension, misunderstanding, explicit
meta-discussion, or noticeable shifts in style.

Next, we develop a coding scheme that captures both a priori categories (derived from theory and
our research questions) and emergent categories (new patterns that arise from the data). Some a
priori codes might include:

e Turn-taking: Who speaks when and how (interruptions, overlaps, long monologues vs.
short exchanges).

o Politeness markers: e.g., hedges, honorifics, apologetic phrases, compliments.

o Disagreement strategies: direct (e.g., “l completely disagree”) vs. indirect (e.g., “Hmm, I
see your point, however...”).

e Storytelling vs. factual argument: noting whenever someone uses a personal anecdote or
a logical/analytical style.

e Metacommunication: any instance of talking about the discussion itself (e.g., “We’re
getting heated, let’s calm down” or “Maybe we should hear from those who haven’t
spoken”).

o Cultural references: explicit mentions of culture (“In my country, we do X”) or language
switches (someone using a phrase from their language then translating it).

o Emotional tone: calm, joking, passionate, etc., especially noting if certain cultural groups
express emotion differently (some research suggests, for example, that some cultures allow
more emotional display in public discussion than others).

We also use Conversation Analysis (CA) techniques for fine-grained insights. CA will look at
sequences of interaction, such as how a particular interruption unfolded: Who yielded? Did
someone use a mitigating phrase after interrupting? Did the topic get dropped or revisited? CA can
reveal implicit norms: e.g., if every time Person A (from X culture) tries to speak, Person B (from
Y culture) overlaps and Person A stops speaking, it indicates a possible power dynamic or
normative difference in perceiving pauses. Over multiple instances, we might see Person A start to
use a hand gesture or raise a finger to signal they want to talk — a nonverbal norm negotiation.

Using software (like NVivo or Atlas.ti), we can code transcript segments with these categories. For
example, a segment where two people disagree might be coded as {Disagreement — direct},
{Interruption — yes}, {Outcome — resolved after meta-comment}. Over dozens of such segments,
patterns emerge: perhaps participants from culture M consistently hedge their criticisms, while
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those from culture N speak plainly; or the group progressively uses more of the local language of
the minority as sessions go on (showing accommodation).

Identifying Patterns of Norm Negotiation

Key to our analysis is identifying where and how norms are being negotiated. We look for
certain telltale signs:

e Metadiscourse Instances: As mentioned, whenever participants talk about the
communication itself, that’s explicit negotiation. We will extract all such instances and
analyze them. For each, we ask: What prompted this meta-comment? (Was there a
misunderstanding or conflict just before?) What norm or behavior is being proposed or
questioned? How do others respond — do they agree, do they enact the suggestion? For
instance, if someone says, “Let’s not interrupt each other,” and others nod and the pattern
changes, we’ve caught a norm negotiation in action. We may cite Manosevitch et al.’s
finding that this kind of metadiscursive framing helped participants integrate deliberative
norms with local norms, and check if our data shows the same.

o Shifts Over Time: We compare early vs. later portions of the deliberation. Often, the first
15 minutes might be awkward with more cross-talk or silence from some, and later it
smooths out. Using a timeline, we can map participation rates, interruption frequency, or
politeness strategies over the course of the session or across sessions. A decrease in
interruptions after a rule is established, or more contributions from a quieter subgroup after
the group acknowledges the need to hear all voices, would be evidence of norm adjustment.

e Outliers and Repairs: We pay attention to moments when something “wrong” according
to one norm happens and how it’s repaired. For example, if Person X openly criticizes
Person Y (a face-threatening act) and it causes visible discomfort, what happens next? Does
someone step in to soften it (“I think what X meant is...”) — a kind of repair that indicates
that level of directness was not fully okay. These repair mechanisms (laughter, apologies,
clarification questions) are gold mines for understanding implicit norms. If a certain
behavior repeatedly requires repair, that suggests it’s outside the emerging norm.

e Thematic Analysis of Interviews: The interview data is analyzed thematically to
supplement what we see in transcripts. We code interview transcripts for themes like
perceived communication differences, feelings of inclusion/exclusion, strategies used, and
cultural identity mentions. If multiple participants mention “I had trouble jumping in
because everyone was talking so fast,” that highlights speech tempo or overlap as an issue.
Or someone might say, “I decided to just listen because in my culture it’s rude to argue
with elders, and there were older folks present,” showing a norm conflict. These self-
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reports can confirm or explain patterns we observe (e.g., why did participant Q hardly
speak? Their interview reveals cultural deference to authority was at play).

Cross-Case Comparison: If we have several cases, we will compare them. Perhaps in the
student forum (Case A), norm negotiation was facilitated by an instructor and went
smoothly, whereas in the community dialogue (Case B), it was more chaotic until
participants gradually figured out a rhythm. We ask, what factors made norm negotiation
easier or harder? Was it the presence of a facilitator, the mix of cultures, the stakes of the
discussion, or language proficiency differences? Triangulating multiple cases increases the
robustness of our conclusions and allows for some generalizability (though each context is
unique).

Quantitative Support: Should we have collected any survey data (e.g., a pre-post measure
of how included participants felt, or counts of speaking turns by subgroups), we will
analyze those statistically in a simple way (descriptive stats or paired t-tests if pre-post).
For example, maybe initially 80% of speaking time was dominated by native speakers of
the majority language, but by the final session it dropped to 60% as others spoke more — a
sign of improved inclusion. Or participants rate “group communication was effective”
higher after sessions, indicating some resolution of initial issues. These numbers won’t be
conclusive alone, but they provide an objective backdrop to the rich qualitative analysis.

Ensuring Trustworthiness

Qualitative analysis can be subjective, so we adopt strategies to ensure credibility:

Investigator Triangulation: Multiple researchers will code and analyze the data, and we’ll
compare interpretations. If one coder sees a remark as an instance of rudeness and another
sees it as normal banter, we discuss and perhaps consult a cultural expert.

Member Checking: We might present preliminary findings to participants (or similar
community members) to get feedback: “Does this description of what happened in the
meeting resonate with you? Did we miss anything about why you all decided to enforce
turn-taking?” This helps correct any misinterpretation and also respects participants’
perspectives.

Thick Description: In reporting, we will provide detailed extracts from transcripts to
illustrate patterns, allowing readers to see the evidence. For instance, we might include a
short dialog snippet showing how a misunderstanding occurred and was resolved, with
context. By connecting those to citations from literature (e.g., showing our observation
reflects what Ou & Gu found about creating new sociolinguistic contexts), we bolster the
analysis.
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e Looking for Negative Cases: We also actively search for cases that challenge our
emerging conclusions. If we think “explicitly talking about norms leads to better
deliberation,” we check if any group talked about norms but still failed, or any group
succeeded without explicit discussion — and then refine our theory (maybe implicit
adaptation can also work if members are highly culturally competent, etc.).

In summary, our analysis will yield a narrative of how each multicultural deliberation unfolded,
with particular focus on the communication moves that signaled differing expectations and how
the group handled them. We will be able to identify recurring challenges (like silence of some
members, or interruptions, or translation issues) and effective practices (like setting ground rules,
turn-taking techniques, using simple language or mixed languages, etc.). We expect to see that
groups often go through a phase of “intercultural communication tension” followed by either
norm negotiation (if successful) or breakdown (if not). By systematically analyzing those
moments, we can draw out principles of negotiating local norms: for example, the importance of
mutual empathy, or the benefit of having a facilitator who is culturally savvy. These principles and
patterns form the basis for the Discussion section, where we interpret what these findings mean
for educators, practitioners, and researchers.

Discussion

The findings of this study have several important implications for practice in language education,
communication training, and the functioning of multicultural societies. Overall, our analysis
reinforces the idea that deliberative communication cannot be divorced from speech culture —
rather than trying to suppress cultural differences in the name of one “ideal” style, successful
groups find ways to leverage and integrate diverse norms. Below, we discuss key insights and
their applications.

Embracing Cultural Diversity in Communication

One clear implication is that diversity of speech cultures should be seen as an asset, not an
obstacle. When participants negotiated norms through metadiscourse and adaptation, the
deliberations often became richer and more inclusive. Instead of one style dominating (which
could marginalize those who communicate differently), the hybrid norms allowed more people to
contribute meaningfully. For example, if one culture’s style encouraged passionate emotional
appeals and another’s favored calm factual discussion, a blended norm might allow storytelling
and personal experience to be shared (satisfying the first group’s style) but then examined through
questions and analysis (satisfying the second). This mix can make the deliberation both engaging
and reasoned, speaking to both heart and mind.

For multicultural societies, this suggests that public deliberation processes (like community
meetings, participatory budgeting forums, jury deliberations, etc.) should explicitly accommodate
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different communication forms. Practitioners designing such forums could take proactive steps:
provide interpretation services (not just language translation but also cultural “translation” —
someone who can explain, for instance, “In this culture, silence can mean agreement, so don’t
mistake quiet for lack of opinion”), establish ground rules collaboratively with participants (so
everyone has input on how they’d like to communicate), and legitimize various forms of
expression (acknowledge that “felling a story” or “showing emotion” are valid ways to make a
point, alongside giving statistics or logical arguments). This aligns with arguments by deliberative
democrats like Iris M. Young, who advocated for including “greeting, rhetoric, and storytelling”
as legitimate communicative acts in democratic discussion, to avoid privileging a narrow
rationalist Western norm. Our findings provide empirical support for that view: other styles did
contribute constructively when allowed into the deliberation.

Implications for Language Educators

For language and communication educators, one takeaway is the importance of teaching
intercultural communicative competence and pragmatic flexibility. In second language instruction,
for instance, it’s not enough to teach grammar and vocabulary; learners also need to understand
the pragmatic norms of the target language culture(s) — and critically, how those might differ from
their own norms. At the same time, given global English as a lingua franca, many interactions
involve non-native speakers from diverse backgrounds communicating with each other. Educators
should prepare students to expect different communication styles and not automatically interpret
through their own cultural lens (e.g., a direct request from a German speaker may seem rude to a
Japanese listener unless they know that directness is culturally normal for the German, and vice
versa, a Japanese speaker’s indirectness might seem evasive unless one recognizes it as politeness).

One concrete application is incorporating deliberative activities in the classroom (like debates,
group problem-solving tasks) and using them as opportunities to highlight cultural communication
differences. Teachers can facilitate reflection sessions: “How did you feel when your classmate
said X? Did anyone interpret that differently? ” — these conversations, much like our study’s meta-
discussions, raise awareness. They also tie into Speech Codes Theory by encouraging students to
articulate their own cultural speech norms and learn those of others. For example, a teacher might
present a scenario: “In Culture A, it’s polite to refuse an offer the first time; in Culture B, it’s polite
to accept graciously immediately. How might that play out if A and B are negotiating or
deliberating something?” Such discussions make students more adept at norm negotiation in real
life.

Moreover, our findings highlight the value of metapragmatic awareness — the ability to talk about
and adjust one’s language use. Language curricula can include activities on politeness strategies
(practicing different ways to disagree or make requests, and discussing how they might be
perceived) and on facework (role-playing conflicts and experimenting with more/less direct
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approaches). Research like Munezane (2021) has called for bridging the language classroom with
intercultural contexts to truly develop competence, and our study underscores that. Language
educators should encourage students not only to adapt to target norms but also to negotiate a
middle ground when communication is intercultural. For instance, international students in an
English-medium university might be taught how to politely interrupt a discussion (since in some
cultures interrupting is taboo but in many Western classrooms it’s expected to jump in).
Simultaneously, domestic students can be taught to slow down and allow pauses. Educators
effectively become facilitators of intercultural dialogue skills — something likely to benefit
students far beyond language use, in all forms of collaboration and deliberation.

Guidance for Communication Practitioners and Facilitators

For those who regularly facilitate meetings, workshops, or dialogues in multicultural settings, the
study’s insights can improve practice. A key recommendation is to adopt what we might call a
“culturally adaptive facilitation style.” This involves:

o Setting Norms Explicitly: At the outset, acknowledge that people may have different
expectations. For example: “Some of us are used to very direct discussions, others more
indirect — today, lets be patient and give space for both styles. If something upsets you or
confuses you, let’s talk about it.” This simple framing legitimizes norm negotiation from
the start and invites participants to be conscious of it. Our research saw that once
participants had the license to discuss the communication itself, they became more
effective at integrating norms.

e Use of Ground Rules and Metadiscourse: Facilitators can introduce ground rules but also
be open to adjusting them as the group desires. It’s even better to co-create them with input
from participants (e.g. ask, “What rules would make everyone feel comfortable
contributing?”). This process often brings cultural differences to light (someone might say,
“I"d like if we don’t raise voices, in my experience that shuts me down” whereas another
might say, “Passion is okay but no personal attacks,” etc.). Periodically, a facilitator can
pause the deliberation to ask “Do we feel like our conversation style is working for
everyone? Anyone find it hard to jump in or follow?” These check-ins echo the
metacommunication that participants themselves did in successful cases.

e Encouraging Equal Participation: One common pattern is that individuals from cultures
emphasizing assertiveness will dominate talk time unless checks are in place. Facilitators
should tactfully balance the floor — by explicitly inviting quieter members to speak (“I’d
love to hear from someone who hasn’t spoken yet”’) without putting them on the spot in a
face-threatening way. Using round-robin speaking turns or smaller breakouts can help
mitigate high-power distance effects (where some might not challenge others in a big
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group). The presence of structured deliberation formats — like using a talking stick, or
giving everyone 2 minutes uninterrupted to state their view — can level the field when
cultural habits differ. Manosevitch et al.’s study noted how structured forums allowed
Israeli students to practice deliberation even though open free-for-all talk was the local
norm; structure gave them a way to overcome cultural habits while still acknowledging
them.

e Conflict Mediation and Face-Saving: If a cross-cultural miscommunication leads to
conflict (e.g., someone feels offended), a skilled practitioner will recognize that and
intervene to repair face. This could involve rephrasing a harsh statement in more neutral
terms, or explicitly pointing out multiple interpretations. For instance, “I think what A is
saying is very direct, which is common in their work culture — A, correct me if ’'m wrong
— they likely don’t mean it personally.” By mediating in this way, the facilitator educates
both sides and prevents escalation. Our analysis of face-negotiation suggests that such
interventions, promoting empathy and understanding of intent, can transform what might
have been a breakdown into a learning moment.

e Recognizing Success and Learning: Practitioners should highlight when the group is
doing well in bridging differences — e.g., “I noticed we’ve gotten better at not interrupting
and we’re hearing more varied ideas now. Great job adapting, everyone.” This positive
reinforcement can consolidate the new norms and encourage continued intercultural
learning within the group.

Building Multicultural Deliberative Capacity

At a societal level, the findings feed into a broader goal: creating a deliberative culture that is
inclusive of multiple cultures. In pluralistic societies, democratic deliberation must adapt to
citizens’ varied communication styles. This could influence the design of public forums, the
training of moderators, even the translation of deliberative materials (ensuring concepts like “agree
to disagree” are conveyed appropriately in other languages where the idea might not be common).
Policymakers and community leaders might invest in dialogue training programs where
participants from different backgrounds deliberately practice norm negotiation. This not only
improves specific meetings but builds trust and intercultural friendship. People begin to see that
someone speaking or arguing differently isn’t “irrational” or “uncooperative” — just operating
from a different playbook.

Our findings also suggest a need to update theoretical models of deliberation. Normative
theories often assume a homogeneous public where one set of deliberative norms prevails. In
reality, as one source put it, deliberation is “shaped by culture and society” and citizens “learn to
deliberate by doing it” with others who have different norms. Incorporating insights from
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communication research, as we have done, leads to a more flexible vision of deliberative
democracy — one that values communicative diversity similarly to how biodiversity is valued in
ecosystems. Different styles can check and balance each other (too much confrontational talk can
be tempered by those who insist on civility; overly deferential silence can be offset by those who
push for clarity and directness).

Finally, for research and future practice, a takeaway is that one-size-fits-all metrics of “good
deliberation” might be inadequate. For example, some deliberation quality measures value “no
interrupting” as a positive indicator. But in some cultures, cooperative overlapping talk is a sign
of engagement, not disrespect. Should we always discourage it? Perhaps not — perhaps we refine
what “good” looks like depending on context, or emphasize meta-deliberation (deliberation about
how to deliberate) as a component of quality.

Challenges and Future Directions

While negotiating norms is beneficial, it’s not without challenges. It requires time and goodwill —
deliberations might initially slow down or feel awkward as people adjust. There may be power
dynamics where one group’s norms still end up dominating (especially if one group has higher
status or confidence in their style). Recognizing these realities, practitioners must be patient and
possibly provide intercultural training or orientations before deep deliberations. In classrooms,
this means building intercultural communication modules; in workplaces, doing workshops on
cultural communication differences; in public forums, having a pre-dialogue session to surface
cultural expectations.

Future research could explore tools to facilitate norm negotiation — for instance, could technology
help? Maybe a real-time feedback app where participants signal if they feel lost or unheard, which
moderators can monitor. Also, studies might experiment with different sequences: what if you
explicitly teach participants about each other’s communication styles before deliberation? Would
that shortcut the adaptation phase? Or compare homogeneous vs. heterogeneous deliberation
groups to see the creative outcomes of diversity. Our current study lays the groundwork by showing
what happens; the next step is testing interventions to enhance the positives and mitigate the
difficulties.

In essence, the discussion points to a paradigm shift: from seeking a universal deliberative norm
to fostering deliberative dialogue about norms. Groups that can talk about and agree on #ow to
talk are more likely to have productive, respectful deliberations across cultural divides. This meta-
level competence is something that can be taught, learned, and practiced. Language teachers,
communication coaches, facilitators, and diverse communities all have a role in cultivating it. The
outcome we strive for is not eliminating our differences, but rather achieving what one might call
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intercultural communicative synergy — where the combination of styles yields better understanding
and solutions than any single style alone could.

Conclusion

In multicultural settings, deliberation is not just an exchange of ideas — it is also a negotiation of
how to communicate. This research has underscored that speech culture and deliberative
practice are deeply intertwined. Local norms of speaking — from turn-taking rules to politeness
rituals — shape how deliberation unfolds, and when people from different backgrounds come
together, these norms must be actively navigated. Far from being a hindrance, such navigation can
be transformative. We found that when participants recognize cultural communication differences
and address them openly, they can create a shared conversational code that honors multiple ways
of speaking. In effect, they co-author a new micro-culture for their group, one that enables
everyone to contribute.

Key insights from our study include: (1) Deliberative principles (like equality, reason-giving,
listening) can be met through diverse communicative behaviors. For example, storytelling can
provide reasons, passionate speech can coexist with respect — once we expand our view of
acceptable discourse. (2) Norm negotiation — often via metadiscourse — is the linchpin of
success in diverse groups. It is the process through which potential cultural friction turns into
understanding and synergy. (3) Intercultural competence is crucial for deliberation. Skills in
perspective-taking, adjusting one’s communication, and managing face concerns are as important
as skills in logical argument or issue knowledge.

The implications for practice are significant. Educational institutions should integrate intercultural
communication training into curricula to prepare future citizens for productive dialogue in
diversity. Organizations and governments should design deliberative forums with cultural
sensitivity in mind — possibly drawing on trained facilitators who can bridge norms. Rather than
expecting participants to intuitively “behave,” we should provide the tools and environment for
them to learn from each other’s communicative styles. Over time, this can build a more inclusive
public sphere, where people don’t fear being misunderstood or disrespected simply because they
converse differently.

For future research, many avenues remain. Studies could examine norm negotiation in online
deliberations, where cues are fewer and misunderstandings may be amplified. Investigating
cultural norm negotiation in crisis deliberations (e.g., international diplomatic talks, or emergency
community meetings) could yield insights into how urgency impacts the willingness to adapt.
There is also room to quantify the benefits: do decisions made by culturally diverse, norm-
negotiating groups show any differences in creativity, legitimacy, or participant satisfaction
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compared to homogeneous or norm-monopoly groups? Initial evidence and theory would suggest
yes — diversity, when harnessed, can improve outcomes — but more data would solidify the case.

In concluding, we return to the fundamental idea: effective deliberation in multicultural contexts
is a dialogue about dialogue. It requires reflexivity — stepping outside one’s cultural comfort zone
and observing the conversation process itself. This meta-dialogue was once perhaps seen as a
distraction (“stick to the topic!”), but our work shows it is part and parcel of the topic when the
topic is solving problems together across difference. As communities and institutions become ever
more diverse, developing this reflexive, adaptive communicative ethos will be critical. Negotiating
local norms is not a one-time hurdle to clear, but an ongoing practice of democratic life in a plural
world.

By fostering environments where people can say, “Let’s figure out how we should talk to each
other,” we set the stage for deeper understanding and more genuine collaboration. In sum, speech
culture matters in deliberation — and if we consciously negotiate the meeting of cultures in
conversation, we can transform potential Babel into a richer symphony of voices, each heard and
valued on its own terms, yet harmonizing towards common understanding.
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Xarici dilin tadrist zamani tolobolordo
maodaniyyatlorarasi linstyyot kompetensiyasinin

formalasdirilmasinin yollari
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Lonkaran Dévlat Universiteti
Xiilasa
Mogalads xarici dilin tadrisi zamani tolobolordo madoniyyatlorarasi iinsiyyst kompetensiyasinin

formalasdirilmas1 mosalasi aragdirilir. Miisllif qeyd edir ki, globallasma dovriinds talabolorin
yalmiz dil biliklori deyil, hom do forqli madoniyyatlorlo somorali vo tolerant sokilds {insiyyat
qura bilmosi vacibdir. Bu kompetensiyanin formalagmasi tolobonin ana vo xarici dil
modoaniyyatlorini tanimasi, miiqayiss etmasi vo manimsamasi ilo six baghdir.

Tadqgiqatda hom nozori (odabiyyat tohlili, konsepsiyalar), hom do empirik (sorgu, miisahida,
eksperiment) metodlardan istifade olunmusdur. Maqalads madoniyyatloraras: kompetensiyanin
struktur vo mozmunu, onun pedaqoji vo sosial asaslari, formalasdirma morhalalori vo effektiv
metodlari toqdim edilir.

Miiallif xtisusi tadris matnlori, tapsiriqlar vo kommunikativ masgalalor vasitasile talabalords bu
kompetensiyanin morhalali sokilds inkisaf etdirilmasini toklif edir. Maqgala natico olaraq gostorir
ki, modeniyyetloraras1 iinsiyyot bacarigi tolobolorin pesokar vo sosial foaliyyetinde ugur
qazanmas li¢lin asas sortlordon biridir.

Acar sozlor
madoniyyatlorarasi kompetensiya, iinsiyyat kompetensiyasi, kommunikativistika, konsepsiya, miisahida,
moanaviyyat

1. Giris

Azorbaycan qodim tarixa vo zongin anonalors malik bir 6lkadir. Azarbaycan Respublikasinda
elma, tohsilo hor zaman diqqget vo qay1r gostorilmigdir. Orta moktoblords, universitetlords vo
Azorbaycanin digor tohsil miiassisolorindo hoyata kegirilon imumi pedaqoji istigamatin inkisafi
Olkonin elm vo modani hayati ilo six baglidir. Azarbaycan dovlet miistaqilliyini barpa etdikdon
sonra tadrisin bir ¢cox orta va ali maktablords ingilis vo rus dillorinde aparilmasi ¢oxmillatli
Olkomizin ohalisi arasinda 6z mévqgeyini genislondirmisdir.
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Bu giin xarici dilin todrisi metodikasinin garsisina xiisusi toloblor qoyulur vo bu tolablorin ugurla
hayata kegirilmasi onun azarbaycanli talabalors tadrisinds yiiksok samaraliliyini tomin edir. Tohsil
sistemindoki islahatlar tolobolordo miioyyon kompetensiyalarin formalasdirilmasinda zorurilik
yaradir. Unsiyyat kompetensiyas1 foaliyyatin biitiin saholorindo garsiligli miinasibatlor sistemindo
osas imkanlar1 vo bacariglarinin hazirlanma dorocosini gdOstoron ixtisaslasmanin vacib
olamatlorindandir.

2. Xarici Dil Tadrisi vo Kompetensiyalar

Xarici dil {linsiyysti ilo yanagi, tohsilin vacib saholorinden hesab olunan pedaqogikada yeni
tosisatlarin hazirlanmasini nozordo tutan toloblordon biri do modoniyyatlorarasi {insiyyot
kompetensiyasidir (MUK). Bu kompetensiya ali moktob mozunlarina vacib olan miihiim
keyfiyyotlordon biri hesab olunur. Madoniyyatloraras1 {insiyyst kompetensiyasinin osas
moqsadlorindon biri ali maktab tolobalorine professional siiratls foaliyyst gostormak bacarigini,
onlar1 foal hoyata hazirlamaq vo nailiyystlorinin diinya standartlarina uygunlasdirmasinda
miioyyon godor kdmok edilmasindon ibaratdir.

Son illerds “moadaniyyatlorarasi linsiyyat” kommunikativistikanin asas anlayist kimi basa disiiliir.
Kommunikativistika bir elm kimi yarim asr bundan ovval Qarb alimlorinin todqgiqati sayssindo
formalagmaga baglamisdir. Kommunikativistikanin aktual problemlori ilo aragdirmalar aparan
alimlorindon R.T.Kreyq, E.A.Griffin, S.U.Littlcon, Q.P.Bakulev, V.B.Kaskin, A.V.Sokolov,
M.A . Vasilik va bagqalarinin geyd etmok olar.

3. Madoaniyyatlararas1 Unsi yyot Kompetensiyasinin (MUK) DImi Bazasi

Bu giin modeniyyatlorarast kompetensiya dedikde “modoni comiyyotin tiizvlerinin digor
madaniyyatin niimayandaloari ilo qarsiliql alags prosesinds “6zilinlinkii” v “6zgoninki” arasinda
bir-biri ilo miibahisolorin qarsisini almaq iiglin kompensator strategiyasindan istifado etmoklo
anlagma prosesino nail olmaq va yeni kommunikativ birlik yaratmaq” basa diistiliir1.

Bozi alimloro goro, “modoniyyotlorarast kompetensiya” anlayisi basqa modoniyyatin
xiisusiyyetlori haqqinda biliklorin komiyyati vo keyfiyyeti ilo baghdir. Bu da 6z ndvbesindo
madoniyyatlorarasi linsiyyot kompetensiyasinin asasini toskil edir.

Kommunikativlik prinsipi adi gilindslik iinsiyyotds Oyradilon dilin totbiqini hayata kegirir
(Leontyev, 1986). Bunun {i¢iin, madoniyyatlorarasi kompetensiyanin formalagmasi prosesi homin
dilds ona yaxin vo real {insiyyatin modellosdirilmasini nozordo tutur.

Unsiyyot kompetensiyasimin digar bir ndvii miitoxassisin vacib professional keyfiyyati olan xarici
dil kompetensiyasidir (XDK). Bu giin biz Azarbaycanin diinya birliyino inteqrasiyasinin sahidi
olurug.

This is an open access article under the

Creative Commons Attribution 4.0 Journal of Azerbaijan Language and Education Studies
BY  Ne ISSN 3078-6177

International License



178 Journal of Azerbaijan Language and Education Studies
Vol. 2 No. 3 (2025) Tertius

Xarici dilin yiyslonmosino qoyulan toloblor tokco soxsiyyetlorarasi deyil, hom do elmi-texniki
xarakter dasiyir. Bu, birgs programlarin, elmi-texniki layihalorin va s. hoyata kegirilmasi {igiin asas
amillordan biridir.

4. Madaniyyatlorarasi iinsiyyat kompetensiyasinin bir ne¢d maqsadi movcuddur:

1) Oz dil modoniyyatino maxsus olan terminlari, konsepsiyalari, prinsiplori vo normalari tanimag,
oyronmok vo izahimi vermok {igiin tolobonin hazirligi vo imkanlar1 kimi kompetensiyanin
tokmillosdirilmasi,

2) Ali moktab tolobasinin 6z dil madoniyyatino moxsus olan terminlori, konsepsiyalari, prinsiplori
va normalar1 tanimaq, dyronmak vo izahini vermak {i¢iin onun hazirlig1 vo imkanlart kimi xarici
modoni kompetensiyanin yaradilmast;

3) Oz dil madaniyyatine maxsus olan terminlori, konsepsiyalari, prinsiplori vo normalari tanimag,
Ooyronmok vo izahini vermok {igiin tolobonin hazirligi vo imkanlar1 kimi beynslxalq modani
kompetensiyanin inkisafi.

Miiasir comiyyatds talabolordo madoniyyastlorarasi linsiyyat kompetensiyasinin yaradilmasi, digor
dunya xalglarinin modaniyystlorinin = nlimayandolorino miinasibatds tolerantliq asilamagq,
hamginin tolobslordo modoniyyastlorarasi iinsiyyst kompetensiyasinin yaradilmasi probleminin
lazimi soviyyads islonib hazirlanmamasini miioyyon edir.

Talabalore xarici dilin tadrisinde madoniyyatlorarast {insiyyat kompetensiyasinin yaradilmasi
miirokkab vo uzunmiiddatli bir sistemidir.

Xarici dilin monimsonilmoesindo madaniyyatlorarasi tlinsiyyot kompetensiyasinin yaradilmasinin
nazori izahat1 vo praktik metodlarin iglonib hazirlanmasi vacib sortlordondir.

5. Tadqiqatin maqsadindan asih olaraq qarsiya konkret vazifalor qoyulmusdur:

1) Xarici dili Oyronon tolobolorin modoniyyatlorarasi iinsiyyot kompetensiyasinin strukturu vo
mozmununu miisyyanlosdirmak;

2) Madoniyyatlorarast iinsiyystin lingvokulturoloji ilkin sortlorini, azerbaycanli telobolordo
madoniyyatlorarast {linsiyyotin kompetensiyasinin formalagmasiin didaktik vo sosial-modoni
osaslarin1 gostormok;

3) Modoniyyatlorarasi iinsiyyatlo bagli psixoloji aspektlorini yronmok;

4) Elmi pedaqogika sahosindo adobiyyat tohlilinin naticalorini vo madoniyyatlorarasi iinsiyyat
kompetensiyasinin formalagsmasinda todqiq edilon problemin aspektlorini detallasdirmag;

5) Ali moktobdo maodoniyyatlorarast iinsiyyot kompetensiyasinin formalagmasinin togkilati-
metodik vo pedaqoji miiddosalarin1 anlamaq vo hoyata kegirmok;
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6) Xarici dili 6yronan tolobalordo madoniyyatlorarasi linsiyyat kompetensiyasinin formalagsmasinin
prosedurunda tapsiriglarin biitév sistemini toqdim edon modelin somaraliliyini empirik yolla
sinaqdan kegirmak.

Irali siiriilon forziyyonin yoxlanilmasi, todqiqatin qarsisina qoyulan magsoedo nail olmaq vo
miivafiq vozifolori yerina yetirmok tligiin xiisusi todqiqat programi islonib hazirlanmigdir. Bura
asagidaki tohlil metodlar daxildir:

1) Nozari
- aragdirilan movzu tizro yerli vo xarici miialliflorin todqiqat islorinin tohlili;
- ali tohsilin toskili izro normativ sonadlorin dyronilmasi;

- materialin todqiq olunan miivafiq movzusu iizro layihonin, vosaitlorin vo xiisusi dorsliklorin
tohlili;

- tohsilin miixtolif sahslorinde modaniyyatlorarasi iinsiyyst kompetensiyasinin formalasmasinda
yerli, xarici, onanavi va innovasiya islorinin aragdirilmast;

2) Empirik

- sorgu vo diagnostika asasinda metodlar (anketlo is, testlogdirmo, sorgu, ekspert qiymotlondirmasi,
toloba vo miiollimlorls fordi vo qrup miisahibalor);

- tocriibi-eksperimental talim (modaniyyatlorarasi ilinsiyyot kompetensiyasinin yaradilmasina
yonoaldilmis tapsiriglar sistemi lizro azorbaycanl tolobalors xarici dilin todrisi);

- miisahido (tadris prosesinin agiq v gizli monitoringi);

- statistik-riyazi metod (tolobalorde madoniyyatlorarasi linsiyyat kompetensiyasinin formalagmasi
ticiin toklif olunan sistemin somaraliliyini yoxlayan zaman alde edilmis materiallarin komiyyastco
va keyfiyyatco yenidon islonib hazirlanmasi);

- ekspert gqiymatlondirmasi metodu.

- hazirlig-axtarig — Oyronma masalosinin miloyyanlosdirilmasi, elmi nazoriyyonin osaslarinin qisa
xiilasosinin verilmasi, metodik, pedaqoji psixoloji va lingvodidaktik sahalordoki asarlorls birgs is,
oyranilon mosalonin gedisatt haqqinda naticalarin tohlili va tadqiqi, tocriibonin kegirilmasinin iisul
va vasitalorinin yaradilmasi, nagr liglin malumatlarin toplanmast,

- tacriibi-eksperimental — xarici dilin  dyronilmasi prosesinda talabolorin madoniyyatlorarasi
iinsiyyot kompetensiyasinin formalagsmasinda miihitin yaradilmasi, nozoriyyonin ilkin
meyarlarinin avvalcodon baxilmasi, isin eksperimental hissasinin toskili, praktik isin naticalorinin
niimuns tohlili, toplanmis molumatlarin nosri;
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- imumilosdirma — tocriibads alds edilon molumatlarin sorhi, tadqiqatin naticalorinin tosnifati vo
toplanmasi, dissertasiyanin ilkin variantinin hazirlanmasi.

-Nozoriyyosinin asasin1  modoniyyatlorarasi-linsiyyot, modoni saholordoki osorlor, dil vo
modoniyyat arasinda alaqo, nitq aktlar1 haqqinda miilahizaler, xarici dilin 6yronilmosine yanasma
psixologiyasi.

Xarici dil Oyronon tolobolorin madaniyyatlorarasi iinsiyyst kompetensiyasinin doqiq mahiyyati,
eloco do ali moktablordo tohsil alan azorbaycanli tolabolorde modoniyyastloraras: iinsiyyaot
kompetensiyasinin formalasmasi yollar1 kimi dorslikdoki matnlorin vo tapsiriglarin  biitév
sisteminin rolu miioyyanlosdirilmisdir.

Aparilan tadqigatin nazari shomiyyati — madoniyyatlorarasi iinsiyyst kompetensiyasinin mahiyyati
vo osas mogzinin elmi prinsiplorinin agiqlanmasi, se¢imin lingvodidaktik prosedurlarinin vo
materialin qurulmasinin yaxsilasdirilmasi tiglin xiisusi todris motnlori va tapsiriglarin biitov
sistemindon mogsodyonlii  istifado etmoklo  tolobolorde  madoniyyetlorarasit  iinsiyyot
kompetensiyasinin formalasdirilmasi yollarinin sorh olunmasindan ibaratdir.

Moadoaniyyatlorarasi tinsiyyat kompetensiyasinin tolobalar tiglin praktik ohomiyyati agagidakilardir:

- oldo olunan noticolor xarici dili ~ Oyronon tolobolordo modoniyystlorarast iinsiyyst
kompetensiyasinin formalasmasinda istifads edilo bilar;

- miizakirays iroli siiriilon ¢alisma vo tapsiriglar miixtalif saholorin miitoxassislori {igiin dors
vosaitlarinin hazirlanmasinda istifads edils bilar;

- tovsiyo olunan metodik konsepsiya miihazirolordo, xarici dilin todrisi metodikas1 iizra
ixtisaslagdirilmis seminarlarin, xiisusi kurslarin tematikasinin hazirlanmasinda totbiq oluna bilor.

6. Miizakira edilon mévzunun asas miiddsalar: taqdim edilir

1. Ali moktoblordo tolobolorin  hazirlasdirma metodu  modoniyyatlorarast  linsiyyot
kompetensiyasinin totbiqini reallasdirir. Modaniyyatlorarasi iinsiyyst kompetensiyas1 biitiin
problemloari torafdasin dilinde miizakire edorak, on yiiksok soviyyado golocok peso foaliyyatini
hayata kegirmayo imkan vera bilar.

2. Tolobalorin madoniyyatlorarasi iinsiyyat kompetensiyasi basqa madoniyyatin xiisusiyyatlorini
tanimaq qabiliyyatidir, forqlori yaxs1 dork etmok iiclin qasiligli miinasibatlori nazaords tutan
foaliyyotin molumat bazasina daxil etmokdir.

3. Madoniyyatlorarasi tinsiyyat kompetensiyasinin yaradilmasi yollar1 xarici vo dogma dillordoki
tadris isloring aid olub, onlarin iinsiyyst, maariflondirici vo uygunlasma kimi bir sira funksiyalar
yering yetirir.
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4. Toloboalordo madoniyyatlorarasi iinsiyyst kompetensiyasinin yaradilmasi proseduru miintozom,
maqgsadyonlii vo marhalali gokilds kegirilir. Bu tozahiiriin somaraliliyi miioyyan sortlor toplusu ilo
tomin edilir. Tolim tisulu dil, kulturoloji vo sosial-madani bacariqlara asaslanir.

7. Madoaniyyatlararasi iinsiyyat kompetensiyasinin strukturu vo mazmunu

Tadqgiqat¢ilarin  noqteyi-nazorine gors, moadoniyyetlorarasi ilinsiyyot kompetensiyasi anlayisi
taninmis kompetensiya konsepsiyasindan forqlonir vo elmi baximdan kifayot qodor
aragdirilmamigdir. Modaniyyastloraras: iinsiyyat kompetensiyasinin aktual masalslorinin halo do
elmi tadqiqatlarin diqget morkozinde olmadigi bir sira todqiqatcilar torafindon vurgulanir .
“Madaniyyatlorarast kompetensiya” termini madoniyyatlorarasi kompetensiyanin miistoqil elm
bolmosi kimi miioyyan edilmasi prosesindo ilk dofo xarici alimlor torafindon iglodilmisdir2..

“Madoniyyatlorarast kommunikasiya” anlayist sorhlorin miixtslifliyi ilo forqlonir ki, bu da onun
ndvlorinin ayri-ayri tosnifatlarinda 6z tocessiimiinii tapir. Bir sira todqiqatgilarin fikrinco, yalniz
mikro saviyyado belo kommunikasiya novleri mévcuddur:

a) miixtalif etnik qruplar arasinda kommunikasiya;

b) miixtalif nasillorin submodaniyyat dasiyicilart arasinda kommunikasiya;
¢) miixtalif dini, cins vo

digor qruplarin dastyicilart arasinda kommunikasiya .

Miiasir ali moktobin inkisafi monaviyyatca zongin, yiiksok oxlaqi keyfiyyotlora malik, tohsilli vo
yaradici soxsiyyatin formalagmasina, digor xalglara, onlarin diline vo madaniyyatina tolerantliq vo
hormatlo yanasmagin torbiyasine yonoaldilmisdir. O, todrisin yenilonmasi, xiisusils, tohsilin
etnomodoni funksiyalarim1 hoyata kegiron ali moktobdo akademik fonlorin moezmununun
tozolonmasinin zaruri oldugunu dikts edir. Bu giin MK-nin miixtalif talimlori yaranib ki, onlardan
sosial kateqoriyalar nozoriyyesini, qaydalar nozoriyyesini, uygunlagmani, ritorikanm1 va s.
gostormak olar. “Maodoniyyatlorarast kompetensiya” termini xarici elmdo modoniyyatlorarasi
linsiyyotin ayrica, miistoqil elmi bélmo kimi qurulmasit prosesindo yaranmigdir. Hazirda
madaniyyatloraras1 soristonin asas problemloring dair elmi tadqiqatlar miixtalif istigamatlordo
foaliyyot gostorir.

Elmi miiddoa tolobalori odabi dilinin xarakterina, onun inkigafinin miiasir soviyyasine uygun olan
ciddi elmi biliklorle tochiz edir. Bu miiddea ehkam ifadslorinin dyronilmesinin tam olaraq inkar
olunmasini, ali moktab tolabalorinin tadris tocriibasinds lazimi faktiki adebiyyata malik olmayan
elmi anlayislarin minimuma endirilmasini talab edir. Elmilik prinsipinin hoyata kec¢irilmasi todris
prosesindo yalmiz elmi osaslandirilmis dil normalarimin vo qaydalariin, habelo MKK-nin
yaranmasi Uigiin istifads olunan ve dil¢ilikde 6z elmi tosdiqini tapmig hom todris materiallarinda
olan fakt vo hadisalorin toqdimatini nozords tutur. Lakin bu o demok deyil ki, moktoblilor
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modoniyyatlorarasi kommunikasiya kompetensiyasinin iglonib hazirlanmasi ligiin faydali olan elmi
tosdiqini tapan informasiya ilo tam sokildo molumatlandirmalidirlar.

Yuxarida deyilonlori yekunlasdiraraq geyd edo bilorik ki, humanitar elmlor iizro golocok
miitoxassislorin modoniyyatlorarasi linsiyyato hazirliginin formalagmasinin
ganunauygunluqlarinin miioyyonlosdirilmasi zorurati olduqca aydin goriiniir, bu da miiasir sosial
va ictimai hoyatin obyektiv ehtiyaclarina tam uygundur.

8. Natica

Maodoniyyatlorarasi iinsiyyat kompetensiyasinin formalagdirilmasi tolobalorin yalniz dil biliklorini
deyil, hom do sosial-madani diislinco torzini inkisaf etdirmoys xidmot edir. Bu kompetensiya,
tolabalarin forqli madeniyyst niimayondalori ilo anlasma qurmag, tolerant vo empatik miinasibatlor
formalagdirmaq bacarigini giiclondirir.

Tadqiqatin naticalari gostarir ki, bu bacarigin inkisafi ticiin moaqgsadyonlii vo morhalali tolim modeli
totbiq olunmalidir. Bu model ham nozari osaslandirmaya, hom do praktiki tapsiriglar sistemino
soykonmolidir. Darslik matnlori, situativ dialoglar, madoniyyatloraras1 qarsiliqlt faaliyyatlor
tolobalarin real {insiyyat ssenarilorino hazirlasmasina gorait yaradir.

Toklif olunan metodik ¢orgiva gostorir ki, MUK-in formalasdirilmasi tokca dil miiallimlarinin
deyil, eyni zamanda pedaqoji rohbarlorin vo kurikulum tartibat¢ilarinin da digget morkszinds
olmalidir. Belsliklo, ali tohsil miisssisolorinde bu kompetensiyanin sistemli sokildo inkisafi
tolobalorin hom pegokar, hom do soxsi ugurlarma miisbat tasir gostoracokdir.
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Xiilasd
Miiasir qlobal realliglar kontekstindo adabi inteqrasiya vo qarsiligl tasir prosesi siiratlo inkisaf

edir. Forgli 6lkolorin odabiyyatlar1 arasinda ideya vo nozari istigamatlorin dinamik miibadilosi
Azorbaycan odobiyyatina da tesirsiz qalmamisdir. Bu moqgalods asas mogsad Azorbaycan
odabiyyatina xarici tasir mexanizmlarini vo obyektlarini aragsdirmaq, eloco da bu tasirlorin adobi
diisiinconin formalagsmasindaki rolunu tohlil etmokdir. Miiqayisali tohlil vo analitik yanagsma
osasinda aparilan aragdirmalar gostorir ki, Avropa vo Qorb odobiyyatlarinin Azarbaycan
adabiyyatina ilkin tosiri birbasa deyil, asason rus adobiyyatinin vasitagiliyi ilo hoyata kegmisdir.
Bununla belo, 61konin miistoqillik gazanmasindan sonra bu tosir mexanizmi doyismis vo tliglincli
torofin vasitogiliyi olmadan birbasa inteqrasiya prosesi miisahido olunmaga baslamisdir.
Xiisusile, miiasir texnoloji vasitalorin vo informasiya resurslarinin genis slgatanligi sayosindo
Azorbaycan adobiyyatinin diinya adobi mokanina agilmasi vo xarici adabi carayanlarla qarsiliqh
olagosi daha da intensivlogsmisdir. Bu prosesin golocokda Azarbaycan adabiyyatinin janr vo iislub
miixtalifliying, eloco do yeni adobi trendlorin formalasmasina daha boyiik tesir gdstoracayi
ehtimal edilir.

Acar sozlor
adabiyyat, inteqrasiya, Avropa va Qarb adabiyyati, diinya adabiyyatina inteqrasiya

OIsas hissa

Azorbaycan odabiyyatina konar tosirlor vo bu tosirlor vasitosilo odobi diisiinconin doyismasi hor
dovrds olmusdur. Ancaq bu tokco Azorbaycan adabiyyati ligiin kegorli deyil. Biitiin diinyada bu
ciir tosirlor mévcuddur. Tokco yunan adabiyyatinin biitiin Avropaya vo Asiyaya tasiri buna misal
ola bilor (12). Ancaq ilk tosirlor daha ¢ox Qorb yox Sorq xalglarinin odobiyyatinin vasitasilo
olmugdur. Oruz vozni vo bu kimi tosirlor uzun asrlor Azorbaycan adobiyyatinda 6z hegamonlugu
ilo yadda qalmigdir. Odoabiyyatsiinas Vaqif Yusiflinin fikrinco miiasir Azorbaycan odabiyyatinda
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diinyaya acilan ilk gapt mohz M.F.Axundzads olmusdur. O, tmumiyystlo Azorbaycan
adobiyyatinin Qarb adobiyyati ils ilk tanighigin1 XIX asre aid edir. Odabiyyatsiinas yazir: “Diinya
adabiyyat ilo tamishq va alagalor isa asason XIX asrda —Maarif¢ilik asrinda genislonmis va
Azarbaycan adabiyyati ila Diinya adabiyyatimin gaynayib-qovusmanin tomoallori qoyulmusdur.
Burada boyiik adibimiz M.F. Axundzadanin xidmatlorini unutmaq olmaz” (13, s 7.). Axundzadonin
rus dilini bilmasi vo bu dil vasitasi ilo hom rus, hom do Avropa adobi 6rnoklorini monimsomasi
haqgigaton do ilk addim kimi qiymatlondirilo bilor. Bir ¢ox alim do bu fikirdedir (7). Rus
odobiyyatsiinaslarini, xiisuson do Belinski yaradiciligini monimsoyon Axundzado bu sayado
Azorbaycan adabi nazari fikrinin asasint qoydu (1). Ancaq bu proses sovet rusiyasinin qurulmasi
ilo daha da siiratlonir. Bunun bir ¢ox sababi var. i1k olaraq bu nozors alinmalidir ki, bu vaxta qoder
xarici dil bariyeri bunun osas sobaobi idi. Vaqif Yusifli bu haqda yazirdi: “Azarbaycan va Diinya
adabiyyati alaqalarinin XX asrda an yiiksak marhalaya catdig: siibhasizdir. Diinyanin an gérkamli
sanatkarlarinin asarlorinin Azarbaycan dilina tarciima olunmast bu igda giiclii bir stimul idi” (13,
s.7). Umumiyyatlo qonsu isgalgi dovlotin iki osro yaxin hakimiyyoti dovriinde Azerbaycan
adabiyyat1 gorb adobiyyatinin tasirino moaruz qalmisdir. Baxmayaraq ki, bu illar orzinds ¢oxlu qanlt
hadisalor, ziilmlor vo odalatsizliklor olmusdur, ancaq incosonat, adobiyyat vo elm saholorindo
miloyyon iraliloyis goriliirdi.

Miistoqilliyin sldo olunmasi biitiin mohdudiyyastlorin aradan qalxamasi Azarbaycan comiyyasti vo
dovlati, xtlisusan do adabi olagaloari {igiin beynalmillologma prosesini ortaya ¢ixardi.

Ilkin olaraq Avropa adobiyyatinin tosirlori odobiyyatda goriilmoys baslad: ki, XX osrin sonu vo
XXI asrin avvallorinds Azorbaycan adabiyyatinda modernizm vo postmodernizm corayanlariin
ilk 6rnaklori ortaya ¢ixdi. . Bu dovrde yazilmis asarlordon Kamal Abdullanin "Yarimgiq alyazma"
roman1 Azorbaycan odobiyyatinda postmodernizmin xarakterik xiisusiyyotlorini 0ziindo oks
etdiron ilk odobi 6rnoklordondir. Miiallif, eanonavi hekays qurulusunu qiraraq, oxucunu miixtolif
moagam vo zaman kosimlori ilo iiz-iizo qoyur. Bu yanagma, Azorbaycan adobiyyatinda yeni bir
dovriin baslangicini simvollasdirir. Kamal Abdulla postmodernizmin geyri-xatti hekays qurulusu,
intertekstual olagoalor vo motnlorarasiliq kimi {sullarindan istifade edorok, Azorbaycan
adabiyyatini diinya adobi kontekstins inteqrasiya edir.

Bildiyimiz kimi “postmodernizim carayaninin asas magzini matn va onun taqdim etdiyi hiperreal
diinyanin doarki taskil edir. Postmodern moatn digor matnlarin asasinda yaranir, oziindan oncaki
adabi niimunalordan, miflardaon galon arxetipik isaralori, sitatlar oziinda ehtiva edir. Bela demak
miimkiinsa, postmodern matn oziindon avvalki irsin izlorini dasiyan metamatndir va oxucudan
ensiklopedik bilik, genis diinyagériisii talob edir” (2, s. 19). Umumiyyatls bu kimi osarlorin ortaya
cixmast Azorbaycan odobiyyatinin saxolonmasinin vo Qorb odobiyyatina istigamotlonmasinin
gostaricisidir.
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Umumiyyatlo, bu kimi asarlarin ortaya ¢ixmasi Azarbaycan adobiyyatinin diinya odebi mokaninda
Ozlinomaxsus yer tutmasini tomin etmisdir. Modernizm va postmodernizm kimi corayanlarin tosiri
ilo Azorbaycan yazigilar1 yalniz 6z moadoni kdklorini deyil, hom do global adobi tendensiyalari 6z
osarlorindos ugurla birlogsdirmoya baglamigdir. Bu proses, Azorbaycan adobiyyatinin miiasir dovrdo
daha da zonginlogsmosinoe vo miixtolif madoniyyatlorlo dialoq qurmasina sorait yaratmisdir.

Postmodernizmin Azorbaycan odobiyyatina tesiri yalniz Kamal Abdullanin asarlori ilo
mohdudlagmir. Miiasir dovrdo bir ¢ox yazigt bu coroyanin isullarindan istifado edorok 6z
osorlorindo yeni bodii ifado vasitolori yaratmisdir. Masalon, postmodernizmin intertekstual
xilisusiyyotlori, motnlorarasiliq vo qeyri-xotti hekayo qurulusu kimi iisullar, Azorbaycan
odabiyyatinda yeni bir badii dilin formalagmasina kdmok etmisdir. Bu yanagma, adobiyyatin tokca
milli sorhadlor daxilinds deyil, hom do beynolxalq saviyyods taninmasina sorait yaratmisdir.

Rus adabiyyatinin tasiri iso XX asrdon etibaron Azorbaycan adobiyyatinda 6ziinii daha da giicli
sokildo gdstormisdir. Xiisusilo, sovet dovriinds rus adobiyyatinin realizm ononolori Azorbaycan
yazigilari iiglin boylik bir ilham monbayi olmusdur. Anarin "Ag qog, qara qo¢" kimi asarlori, rus
odabiyyatinin psixoloji dorinliyini vo insan tobistinin tohlilini 6ziinds oks etdiron
niimunolordondir. Bu asarlor, Azarbaycan adabiyyatinin diinya adobiyyati ilo qarsiligli slagolorini
daha da giiclondirmisdir.

Miistoqilliyin  dovriinds odabi olagoalorin  beynslxalq soviyyado genislonmasi, Azorbaycan
yazigilarinin diinya adabiyyati ilo daha six olaqolor qurmasina gorait yaratmigdir. Xiisusilo, miiasir
Azorbaycan odobiyyatinda postmodernizmin tosiri ilo yazilan osorlor, odobiyyatsiinaslarin
digqqgatini calb etmisdir. Bu asorlar, tokco adobiyyat sahosinds deyil, hom do modoni vo ictimai
hoyatda da 6z tesirini gostormisdir.

Azorbaycan odobiyyatinin miiasir qlobal kontekstds inkisafi, yalniz xarici tasirlorls deyil, hom do
milli moadani dayarlorin qorunub saxlanilmasi ilo miimkiindiir. Bu baximdan, miiasir Azorbaycan
yazigilar1 0z osorlorinde hom qlobal adobi tendensiyalari, hom do milli madoni irsi ugurla
birlogdirmoys calisirlar. Bu yanagma, Azorbaycan odobiyyatinin diinya odobi mokaninda
0ziinomoxsus yer tutmasini tomin edir.

Azorbaycan odobiyyatinin  diinya odobiyyatina inteqrasiyasit prosesindo badii torclimo,
odobiyyatsiinasliq vo tonqid miihiim rol oynayir. Bu sahado gérkomli alimlorin foaliyyoti xiisusi
ohomiyyat kosb edir.

Mikayil Rofili Azarbaycan adobiyyatinin diinya adobiyyat1 ilo qarsiligh slagealerini todqiq edon
osas alimlordon biridir. Onun "Fiizuli sonati" vo "Azarbaycan klassik adabiyyat1" kimi asarlori
Azarbaycan odobiyyatinin klassik irsinin diinya kontekstindo dyronilmasine tohfo vermisdir.
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Oli Sultanli antik vo miiasir diinya adabiyyatinin Azarbaycan adabiyyatina tosirini aragdirmisdir.
Onun miisllifliyi vo redaktorlugu ils hazirlanan "Antik adabiyyati tarixi" vo "Miintoxabat" asarlori
diinya odobiyyatinin sistemli Oyronilmosine sorait yaratmisdir (3), (4).

Mommad Arif diinya odabiyyatinin Azarbaycan odobiyyatina tosirini analiz etmisdir. Onun
"Miiasir Azarbaycan adobiyyati" adl1 asori Azorbaycan adobiyyatinin inkisaf marhalolorini vo onun
diinya adobiyyati ilo alagolorini todqiq etmisdir.

Mommod Cofor odobiyyat nozoriyyosi vo dilinya odobiyyati olagolori sahosindo miihiim
arasdirmalar aparmisdir. Onun "XIX asr rus adabiyyati tarixi" adli tigcildliyi diinya adabiyyatinin
Oyranilmasino shomiyyatli tohfalor vermisdir (9).

Okbor Agayev diinya odabiyyatinin miixtolif istiqamatlorini arasdirmis vo Azarbaycan adabiyyati
ilo alagolondirmisdir.

Diinya odobiyyatinin sistemli tobligi mogsadilo fundamental nogrlor hazirlanmisdir. Bunlara Ponah
Xolilovun "SSRI xalqlar1 adebiyyat1" ikicildliyi (10), Seyfulla Osodullayev vo digar alimlorin “Rus
sovet odobiyyati tarixi” (11), Ismay1l Sixlinin "Xarici dlkolor odobiyyat1" (6) asari daxildir. Miiasir
dovrdo iso Omirxan Xolilovun "Diinya adobiyyat1" dors vasaiti bu sahado miihiim ohomiyyast kosb
edir.

Badii torciimo Azorbaycan odobiyyatinin diinya miqyasinda taninmasina xidmot edon osas
vasitolordon biridir. Diinya odobiyyatinin klassik vo miiasir nlimunalorinin Azorbaycan dilina
cevrilmoasi, yerli oxucularin qlobal adobi proseslorlo yaxindan tanis olmasina imkan yaradir. Eyni
zamanda, Azorbaycan odobiyyatinin xarici dilloro torciimo edilmasi onun beynolxalq alomdo
yayilmasini tomin edir.

Odabiyyatsiinaslarin vo tonqidgilorin foaliyyatlori Azarbaycan adebiyyatinin diinya adabiyyati ilo
olagolorinin darinlogmosine xidmat edir. Onlarin todqiqatlar1 ve tonqidi yanagmalar1 Azorbaycan
odobiyyatinin beynalxalq soviyyado 6ziinomoxsus yerini miioyyanlosdirir. Xiisusilo, Mikayil Rofili
vo Oli Sultanlinin adobiyyat tarixi ilo bagli asorlori, Azorbaycan adobiyyatinin inkisafini sistemli
sokilda tohlil edorak bu sahodo elmi irs yaratmisdir.

Notica

Azarbaycan adabiyyatinin inkisafinda xarici tosirlor hor zaman miihiim rol oynamisdir. Bu tesirlar,
adabiyyatin zonginlogmasing vo diinya adobiyyati ilo qarsiliqlt slagslerin giiclonmasina sorait
yaratmisdir. Miiasir dovrdo do bu tasirlor davam edir vo Azorbaycan odobiyyatinin diinya odobi
mokaninda 6z yerini méhkomlondirmasina kémak edir. Modernizm va postmodernizm kimi
coroyanlarin tosiri ilo Azorbaycan adobiyyati yeni bir badii dil vo ifado vasitolori gazanmigdir. Bu
proses, odaebiyyatin tokco milli sorhadlor daxilinde deyil, hom do beynolxalq soviyyado
taninmasina sorait yaratmisdir. Bu tasirlorin asas faktorlari badii torciimaler, diinya adabiyyatinin
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tadqiq olunmasi vo bu sahado odabiyyatlarin ortaya ¢ixasi, texnikanin inkisafi sahosinde bir ¢ox
mohdudiyyatin aradan qalxamsidir.
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