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Nana Kobidze
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Affects of the Russo-Ukrainian War in Georgia:

Russian Voices in the Urban Spaces of Thilisi

ABSTRACT

The paper investigates the ongoing transformation of the urban spaces in Thilisi, Georgia, after the
Russian full-scale invasion of Ukraine starting from February 2022. More specifically, the authors
focus on the increasingly frequent sounds of the Russian language in different public spaces of the
capital city, triggering various unsettling emotions and anxiety among locals. By building on the
affect theory, the paper explains how and why specific uncanny feelings emerge among Georgians
while encountering Russian-speaking newcomers after 2022. Based on interviews and digital
ethnography, the article connects individual affective responses to the larger historical and
geopolitical events through the categories of voice, memory and language.

Keywords: Affect; voice; memory; Russian language; Russo-Ukraine war; Russian imperialism;
Thilisi; Georgia.

Introduction
In late May 2023, as the pleasant weather graced Thilisi, and the streets became increasingly crowded,
| arranged to meet a friend at the iconic Saakadze monument in the heart of the city2. As time passed
and evening descended, | decided to take a moment to enjoy a cup of coffee at a nearby café. It was
during this peaceful interlude that I couldn't help but notice how, after the Russian full-scale invasion
of Ukraine, the presence of the Russian language and its distinct acoustics had become an integral part
of Thilisi's ambience. The sound of the Russian language could be heard everywhere in Thbilisi, whether
in shops, cafes, parks, or on the bustling streets.

That afternoon, I chose to sit outside the café, and the place was relatively empty. Within moments,

! Corresponding author: Zakharia Pourtskhvanidze, pourtskhvanidze@em.uni-frankfurt.de
2 Writing the vignette in first person was a joint decision made by both authors to ensure conveying subjective feelings and
experiences told in the stories. The ethnographic material has been collected and theoretically examined by Tea
Kamushadze, while Nana Kobidze contributed with further theoretical and conceptual analysis.
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a group of young men, aged between 20 and 30, entered the open-air section of the café, engaged in
animated conversations in Russian, and took their seats. More of their friends soon joined them, filling
up two tables. They seemed joyous, chatting away and capturing the moment in photographs. I could
only catch fragments of their Russian chatter, which triggered a familiar yet complex mix of emotions
within me. Whenever | hear this language being spoken, I instinctively search for the signs of the
Ukrainian flag in my surroundings to soothe the unease stirred by these conversations. Especially after
2022, the flag of Ukraine became the symbol of anti-imperialist resistance against Putin’s Russia for
me and many others who have lived through the effects of Russian imperialism in the region. | search
for the flag of Ukraine as it ensures for me that despite speaking the language associated with Russian
imperialism, the person is against Putin and the war.

Before long, my friend Eliso (46) arrived, and our discussion shifted to the entry of Russians into
Georgia and the latest global news. She mentioned that one of the young men in the group was one of
our students, studying Russian philology. She greeted him warmly when she entered. We lingered for
about 15-20 minutes, and as we were preparing to leave, the group of young men began singing in
Russian. This further intensified my conflicting emotions, prompting me to hastily leave the scene.
Out of the blue, my friend walked up to their table, came to a halt, and spoke in Russian:

"You know, | want to say that your singing is not bad at all, and | also appreciate Russian
songs. However, | have a question for you: Can you imagine what it feels like for me to hear
you sing in Russian here and today? Do you realize how your song resonates in a country that
was bombed by your nation, leading to over 300,000 people becoming IDPs? Moreover, there's
an ongoing war in Ukraine, with children dying?"

| couldn't resist and moved a little further away, my nerves on edge as | anxiously awaited the
unfolding of the situation. My curiosity about their reactions was intense, but my feelings of
embarrassment, confusion, and despair kept me from staying put. | retreated, pondering what response
they might offer. From a distance, it seemed that Eliso’s intervention had not led to a heated argument.
When she eventually joined me, I couldn't help but ask why she had approached them and what
transpired during their conversation. She replied, "This was not planned, I'm not sure why I did it, it
was as if some unseen force compelled me."”

She continued, "I believe they understood what | was trying to convey; they were attentive.
However, a Georgian young man among them expressed that they didn't want to engage in politics.
The others mentioned that they were Belarusians and had hoped that singing in Russian would not be
a contentious issue.” Eliso added that while that might happen eventually, for now, the wounds were

still fresh, and their Russian song felt like salt on an open wound.
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As we walked out onto the street, my gaze fell upon the proudly displayed Ukrainian flag, and the
surge of emotion it stirred within me after the Russo-Ukrainian war rushed back.

Soon after the war began, more than 120,000 citizens of the Russian Federation fled to the
Georgian border; they settled mainly in two cities, Thilisi and Batumi. Some of the local population
perceived them more as economic migrants, who left Russia not because of anti-Putin sentiment, but
to escape sanctions (Muhlfried, 2023). The various waves of migrants also had an impact on the local
economy, including on the prices of products and the housing sector. The images of thousands of
Russians queuing to cross the border in cars or on foot flashed across TV screens across Europe. The
paper discusses how this sudden influx of Russians to Georgia’s capital city has shaped the urban
landscape and what reaction did it gave fuel to, while both the physical environment and the people
living within it also serve as reflections of the evolving narrative of the war. In the immediate aftermath
of the war's commencement, a strong sense of solidarity with Ukraine was evident as Thilisi adorned
itself with blue and yellow flags, mirroring the prevailing mood. However, this physical display was
soon juxtaposed by the presence of Russian-speaking individuals emerging in the city. Their arrival
created a noticeable tension within the urban environment. “Russians Go Home!”, “RUZZKI Not
Welcome!”, “We Don’t Speak Russian!”, “No Russian is Welcome, Good or Bad!”, “Putin is Killing
People in Ukraine While Russians Eat Khachapuri in Georgia”, “Russia is a Terrorist State!”,
“Moscow Will Burn!” — are just a few examples of the street markings appearing in Thilisi after
February 2022. The use of the Russian language in Thilisi, on one hand, could lead to potential friction,
while on the other hand, it rekindled connections for those whose use of the language had been severely

limited since the dissolution of the Soviet Union, particularly in the wake of the August 2008 war.

Literature Review

Colonial Past of the Language

The dominance of Russia and the Russian language in Georgia and the Caucasus has a long history
(Blauvelt, 2013). In the 17th and 18th centuries, the Georgian people — predominantly adhering to the
Orthodox Christian Church and simultaneously caught between the Iranian and Ottoman empires,
viewed Orthodox Christian Russia as a savior and a reliable ally. For Georgian kings, however,
alliances with Russia ultimately led to the abolition of their kingdoms and the transformation of
Georgia into Russian governorates. Within the Russian Empire, a colonial Russification policy was
implemented, which mandated that all public affairs had to be conducted in the Russian language. In
the 19th century, court proceedings were conducted entirely in Russian (Janelidze, 2005; Guruli &

Vachnadze, 2001). Access to education, including higher education, was predominantly available in
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Russian, and Georgian aristocrats traveled to Saint Petersburg to receive a university education.

From the mid-19th century, the so-called "Tergdaleulebi™ (a group of Georgian intellectuals
educated in Russia) became actively involved in the formation of a unified Georgian national identity,
primarily by promoting the Georgian language and establishing a periodic press. This movement also
prompted the creation of the Georgian theater in 1850. The Georgian language was a fundamental
aspect of Ilia Chavchavadze’s? vision of the Georgian nation. During Georgia’s independence years
(1918-1921), the establishment of the first Georgian university continued this effort, requiring the
adaptation of scientific terminology into Georgian. Georgians educated abroad took this task seriously
and regarded it as a crucial component of the national idea.

Following the Sovietization of Georgia in 1921, the process of Russification intensified further.
During the Soviet period, the influence of the Russian language grew so much that linguistic
interactions took on a bilingual character. It is worth noting that in the first decade of the Soviet Union's
existence, the policy of Korenizatsiia (“indigenization”) promoted the standardization of the national
language in the Soviet republics. Nevertheless, in Soviet Georgia, the Russian language always
coexisted alongside the Georgian language. Russian vocabulary penetrated almost every sphere of life,
especially politics and professional fields (Tsibakhashvili, 2000). In the late Soviet era, in 1978, a
significant student movement opposed Moscow’s decision to remove the Georgian language from the
constitution as the state language. This event led to the establishment of April 14™ as the Day of the
Georgian Language in Georgia.

After the dissolution of the Soviet Union, the significance of the Russian language declined but
remained an important means of communication, particularly among ethnic minorities in Georgia and
the peoples of the Caucasus. A 2012 study (ACT Research, 2012) found that Russian remained the
most widely spoken foreign language in Georgia, with 96% of the population possessing some level
of proficiency in it (BBC, 2012). However, following the 2008 Russia-Georgia war, efforts to remove
the Russian language from public spaces became more pronounced. Since 2011, Russian is no longer
a mandatory subject in Georgian schools. Additionally, national television channels no longer
broadcast films dubbed into Russian (Tskhadaia, 2018). It is important to see these trends in the age
bracket as well, as Russian language proficiency is significantly declining among younger generations.
According to the CRRC 2024 study, 41% of Georgian citizens aged 55+ and 32% of citizens aged 18-
34 have an intermediate level of Russian. It is clear that knowledge of Russian has been replaced by

English among the younger generation, as according to the same data, only 2% of citizens aged 55+

2 1lia Chavchavadze was a Georgian writer and one of the founders of “Tergdaleulebi” movement.
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have a high level of English, while this number increases to 27% among citizens aged 18-34.
Thus, the Russian language in Georgia is largely associated with Russian imperialism and the
legacy of the Soviet regime, where its dominance was imposed at the expense of the country’s

sovereignty and the suppression of the local language.

Sound, Affect and Embodied Knowledge

Anthropologists have traditionally focused on studying cultures considered as the "other" and those in
distant locations. However, with the shifting dynamics of our globalized world, the focal points and
subjects of anthropological research are evolving. The myth of “objective truth”, grounded in
imperialist projects, has been long debunked by feminist, Marxist and postcolonial thinkers (Said,
1978; Spivak, 1988; Haraway, 1988). Since knowledge and reality is socially constructed and thus —
situational, the only way to study it is through changing the research focus to the situated, or embodied
knowledges (Haraway, 1988; Harding, 1993). In other words, to understand the affective triggers
experienced by local Georgians towards the sounds of the Russian language in Thilisi, we need to
study the embodied knowledge which prompted these affective reactions.

Being the most immovable organ of the human head, the ear is considered to be somewhat passive,
which only takes but does not give. It is an organ that cannot turn away or close itself (Simmel, 1907).
In his analysis “Sociology of Sense Impression,” Georg Simmel (1907) talks about the conceptual
differences between vision and hearing: a person can close their eyes or look away, but one cannot
fully control what they hear. Consequently, ears lead to a completely different type of social
knowledge. Other than that, hearing is supra-individual since whatever happens in a room must be
heard by everyone who is present there. This type of sensory knowledge produced by shared lived
experiences of colonialism can become “sound souvenirs” associated with traumatic events and can
only be known intimately (Birdsall, 2009). Birdsall proposes to study the role of the sound within
individual and collective context of remembering (ibid: 169). In this regard, involuntary remembering
of traumatic experiences can lead to reoccurring emptions and moods to the similar sensory triggers in
the present day. Accordingly, reoccurring encounters with the Russian language can act as a sensory
reminder for people who have lived through traumatic events of Russia’s imperialist policies and wars
(e.g. in the South Caucasus and Ukraine), reactivate their sensory memory and lead to unsettling
affective responses. This type of sensory, or in other terms — embodied knowledge, is subjective and
situated in its nature, which, as argued earlier, does not lessen its factuality or truth.

When contemplating the impact of Russian migrants on Tbilisi’s urban landscape in the aftermath

of the Russia-Ukraine war, the concept of affect emerges as an analytical tool. The theory of affect
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provides a lens through which we can understand the current conjuncture that has been largely formed
by the Russian full-scale invasion of Ukraine in 2022 and continues to influence our immediate
surroundings, compelling us to respond. Affect encompasses a wide range of reactions, emotions and
sensations stemming from the war, including the recollection of our own experiences and re-activation
of collective memory of Russian imperialist wars in Georgia, the fate of our Ukrainian allies, and the
influx of Russian migrants. This conjuncture of various geopolitical events and individual affects
cannot be comprehended and described solely through language; they permeate every corner of the
city, evoking a range of unsettling emotions among individuals as affective responses. Consequently,
these affective responses manifest themselves as various actions and reactions, becoming subjects of
scrutiny and judgment.

Anthropologists have long argued that emotions are the mirror of the social (Briggs, 1970; Levy,
1975; Lutz, 1988) and that “...emotions too, are cultural artefacts in man” (Geertz, 1973, 81).
According to Sara Ahmed (2014), who has examined different emotional states (including grief, shame
and fear), affective responses are the result of specific emotional encounters as well as initial
prerequisite and dispositions. For instance, a national grief as a phenomenon would not be possible
without the pre-existence of nation itself as an emotional matter. The influx of new Russian-speaking
migrants within the urban spaces of Thilisi gives rise to affect through the instinctual encounters
between people, sounds and the built environment. This meeting point activates diverse experiences
and emotions among the local population, which are expressed in diverse ways and shaped both by the
individual and the surrounding milieu.

In the realm of social sciences and humanities, the concept of affect has become a complex and
multifaceted category. As Melissa Gregg and Gregory Seigworth (2010) suggest, affect is not a
singular, concrete thing; rather, it is a process, a continuum. At its core, affect can be described as a
force of encounter that insists beyond emotion and “can serve to drive us toward movement, toward
thought and extension” (Gregg & Seigworth 2010:1). Gregg and Seigworth identifies three integral
layers within affect: first, the act of contact, touch, or collision that engenders specific feelings and
alters our perception of the world; second, the existence of a continuous line of variation and continuity
that encapsulates our experiences; and third, the contextual backdrop, which implies diverse potentials
for development. According to the authors, the body has the capacity to affect and to be affected;
moreover, affect and cognition are never fully separable and therefore, affect is inherently embodied
(ibid: 2-3). As we delve into the affective reactions of the residents of Thilisi to the sounds of the
Russian language, it will become apparent how auditory memory from the past, which is by itself —

embodied, give rise to present-day distressing affects.
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Methodology

Recognizing that an anthropologist's identity and role persist both in the field and at home, we
embarked on observing these changing processes even before the onset of the war. The observation
initially focused on the virtual realm, particularly as tensions escalated with Moscow's threats and the
evacuation of the American diplomatic corps from Kiev. It was through this rhetoric, online
discussions, profile picture frames, and hashtags within social networks that the prevailing theme of
Ukraine became evident. Consequently, various methods were utilized, including digital ethnography,
visual fixation techniques, and interviews. Notably, Thilisi is not just our field of study; it is our
hometown, where we were raised and educated, and where we have been employed. This made the
selection of storytellers a complex process. The Russian language and interactions with Russian
migrants have become integral aspects of our daily lives. To narrow down our research focus, we have
selected individuals closely connected with the Russian language, who teach Georgian through various
methods and in diverse forms, as our primary narrators. The interviews have been conducted between
2023 and 2024. It should also be acknowledged that the Russian language has been a constant factor
in our life since our earliest memories, influencing our perspective either positively or negatively. This
subjective relationship with the language, coupled with its significance, led us to adopt a framework
rooted in the theory of affect. Within this framework, perception and its emotional underpinnings

assume a pivotal role.

Discussion

Affect and Language

Sofia's (40) journey into learning the Georgian language began in the 6th grade, upon her return to her
native Abkhazia from Russia after the war in 1993. Born in Abkhazia, Sofia's family had temporarily
relocated to Russia when she was only 4-5 years old due to business reasons. However, because of the
war, they couldn't return for nine years. Within her family, they spoke Megrelian®, while Russian was
used outside the home.

At that time, the need for using the Georgian language didn't arise. Nevertheless, Sofia's protest
towards the Russian language emerged in her early childhood. She would often question her family
about why they lived in Russia, believing that Russians had taken away their home in Abkhazia,
followed by war-induced forced displacement in 1992-93. These questions from her youth remained

unanswered.

3 Megrelian is part of the Kartvelian language family spoken in Western Georgia, predominantly in Samegrelo region.
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Sofia's family and relatives envisioned a brighter future for her in Russia. A close relative residing
there saw the life opportunities available for a child, so they were taken aback when Sofia expressed
her desire to learn Georgian. Sofia recalls teaching herself the Georgian alphabet while still in Russia.
Upon returning to their native home in Gali, she resolved to master the Georgian language completely.
In the sixth grade, she had to memorize all subjects because she had no knowledge of Georgian.

Every day, she walked 8 kilometers to and from school, with the school and her home separated
by a de facto border, patrolled by Russian peacekeepers and Abkhaz border guards. Crossing this
border daily served as additional motivation for Sofia to learn Georgian and feel like a true Georgian
citizen. Once, during a routine document check by the Abkhazian border guard, he inquired about her
last name, which happened to match a murder suspect of one of the Abkhazian leaders. The guard
asked why she was there in Russian. 14-year-old Sofia responded boldly, saying, "This is my land;
what are you doing here?" The border guard was so angered by her response that he aimed his gun at
her, but thankfully, other Abkhazian border guards saved the young girl.

Sofia was determined to master the Georgian language and even wished to pursue higher education
in Georgia. Despite her family's skepticism, especially her grandmother's, who believed she would not
be accepted, and arrangements would be made for her to attend a university in Russia, Sofia surprised
everyone by gaining admission to a Georgian university, albeit falling a bit short of a scholarship.
Unfortunately, she couldn't study English philology due to her limited knowledge of the language, so
she opted for Russian philology while also studying the fundamentals of the Georgian language. She
graduated from the university with honors.

Later, she had the opportunity to teach the Georgian language through a special state project. For
a year, she commuted daily to Marneuli —a municipality in southern Georgia predominantly populated
by ethnic Azerbaijanis, teaching Georgian to Georgian citizens in an Azerbaijani school. This
experience revealed to her that language teaching and human relationships were her true calling.

Since then, she has taught both Georgian and Russian in various universities and established a
language center in Thilisi for five years, where she has helped numerous Georgian and foreign
individuals learn the language of their choice through various formats. Her language center is situated
in one of the most densely populated central neighborhoods and her schedule is filled with teaching
and organizing the language learning process.

When asked about the changes following the Russia-Ukraine war, Sofia explained that she had
made a principled decision to cease teaching the Russian language, despite high demand. She now
teaches Georgian to anyone interested, including Russians. Alongside language instruction, she

emphasizes to them that if they intend to stay in Georgia, learning Georgian is essential, as no one here
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is obligated to serve them in their language. She incorporates topics such as Georgia's Independence
Day and Georgian Language Day into her lessons to help her students grasp the local context.

Sofia's Russian-speaking students often tell her that they're frequently not given the opportunity
to speak Georgian. When they initiate conversations in Georgian, Georgians respond in Russian. Sofia
is unfazed by this and offers several possible explanations, such as Georgians struggling to imagine a
Georgian-speaking Russian or simply showing sympathy and avoiding offense, even though she
asserts that speaking Russian is a choice rather than an obligation.

Regarding the biggest challenge in teaching the Georgian language to a Russian-speaking
audience, Sofia doesn't hesitate in her response. She cites the psychological state of her audience, many
of whom are stressed, depressed, angry, or upset. In such circumstances, teaching becomes
challenging. To protect both herself and her students, Sofia adopts an inclusive approach. When asked
about her students' backgrounds or nationalities, she doesn't inquire. When discussing conversational
vocabulary, she is careful and employs methods such as random selection of cards to determine who
is from where and where they are headed, allowing for a more comfortable and inclusive learning
experience.

Sofiais remarkably fluent in three languages and she shared her thoughts regarding her perspective
on these languages:

"When | speak in Megrelian, it takes me back to my home and village in Abkhazia. When |
speak Georgian, | feel like a true Georgian and take immense pride in it. But when | speak
Russian, it triggers a deep-seated internal protest that has been with me since childhood. |
remember telling myself that language shouldn't matter and that | should know it, at the very
least because I've had to provide adequate responses to both Russians and Abkhazians on
numerous occasions."

Prior to the full-scale invasion of Ukraine in 2022, only 10% of her time was dedicated to
teaching Georgian. However, since then, she has shifted her focus entirely to teaching Georgian and
has chosen not to teach Russian. She has also faced criticism for teaching Russians but refrains from
engaging in debates on the matter. She believes that she is dedicated to her work in teaching Georgian
and does not compromise her principles.

Sofia's friend, Nia (36), has been teaching Georgian for 12 years. Initially, she focused on teaching
Armenian and Azerbaijani-speaking students as part of a special state program. She is actively
involved in the creation of teaching resources for the Georgian language and has amassed significant
experience in this field. Nia approaches her work with creativity and views it from a business

perspective. Over the past few years, the number of her students has steadily increased, and at the time
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of our meeting, she had more than 30 Russian-speaking students.

Nia is confident when teaching Georgian and places considerable emphasis on the mood and
emotional factors in the learning process. Most of her classes are conducted online, which saves time
for both instructors and students.

Nia recalled her first Russian-speaking student, and she mentioned that it was a Russian man she
heard about while teaching a mixed group remotely during the Covid-19 pandemic. Subsequently, she
taught a group consisting of Russians and Ukrainians together before the outbreak of the war. One
woman in this group, who had relocated to Batumi, shared that she had made the decision to leave
Russia and move to Georgia because she no longer wanted to live there. She had made significant
efforts to persuade her children to move with her, but it had been a struggle.

As this group progressed in their language learning journey, the full-scale invasion of Ukraine in
2022 began. Nia recalls that during a lesson, the Ukrainian students couldn't contain their emotions
and broke down in tears. Some of them had their parents in bunkers, while others were struggling to
obtain information about their loved ones. Although a lady from Russia tried to apologize on her part
and calm down the Ukrainians, the atmosphere within the group remained tense. Due to these
circumstances, Nia, in agreement with the administration, suspended teaching the Georgian language
for a few weeks.

At the outset of the Russia-Ukraine war, Nia held a strongly negative attitude towards Russia and
openly expressed it on her social media platforms. During the meetings with the Russian-speaking
individuals, who reached out to her for in-person language instruction, she greeted them wearing a hair
bow in the colors of the Ukrainian flag, and would often begin the conversation by acknowledging,
"Our country is occupied by your country.” This approach led to some students not responding at all.
She acknowledges that these were rather blunt ways of conveying her stance.

Presently, she no longer adopts such a confrontational demeanor, although she retains the same
internal viewpoint. Direct interactions and unfolding events have expanded and deepened her personal
dilemmas. Nia is well aware that the Russians seeking her instruction are stepping out of their comfort
zones and being compelled to learn Georgian, even though many of them feel that they have no need
for the language and are doing so out of necessity. According to her, being under her tutelage serves
as a form of therapy for some individuals. Particularly during unconventional lessons, they
occasionally bake mchadi (Georgian cornbread) together and raise toasts in Georgian.

Recently, students are no longer asked about their place of origin; it is revealed during the teaching
process. Nia mentions that she discovers their origins through study prompts like "Where am | from?".

Nia fondly recalls several students who, when asked about their origins, named Georgian cities and
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avoided mentioning Russia altogether. She also remembers one student who hailed from Siberia but
spoke about Thilisi's weather instead of describing the climate in his hometown. When Nia inquired
about Siberia, presuming it must be quite cold there, the student replied, "It's not my hometown; I'm
not from there."

Nia's teaching resources prominently feature the Georgian context, placing special emphasis on
Georgian Language Day and the history of its suppression. This narrative often becomes an eye-opener
for her Russian-speaking listeners. Occasionally, she encounters protests from Russian-speaking
students. For example, one student expressed bewilderment at Georgians' attitude toward the Russian
language, considering it foolish. In his view, Russian has produced important literature and culture,
and he couldn't comprehend why he shouldn't be able to watch movies or plays in Russian in Thilisi.
Nia jokingly responded that she would teach him Georgian so well, that watching plays and movies in
Georgian wouldn't be a problem.

As observed by Nia, most of her students have adapted well to life in Thilisi. They have found
everything they need and established their own communities, including cafes, salons, and social
gatherings. One of her students even bought nine apartments in Thilisi. Any slight discomfort they
might encounter in the streets is easily balanced by indulging in Georgian cuisine.

Nia believes that for many of her Russian-speaking students, learning Georgian is more of a
statement, a means of gaining moral superiority over other Russians who do not put any effort into
even learning the local language. Nevertheless, there is a remarkably high demand for learning
Georgian, and if she had the capacity and time, she believes the number of her students could triple.

When asked about the increased use of the Russian language in Thilisi, she cited a specific
example to illustrate her point:

"There was a Russian language class at my son's public school in Thilisi, and initially, no one
signed up. However, after the war, twenty children [local Georgians] enrolled. It seems the
times have changed. In the context of business, my close friend has expressed disbelief in the
potential usefulness of Russian language skills, stating that she would never have imagined it
to be valuable in a million years!"

Nia contemplates that the perception of the Russian language varies within different social circles
in Thilisi. In her view, the influx of Russian migrants has notably reactivated the use of Russian among
ethnic minorities in the city. She vividly recalls that she had never noticed Russian being used within
her Armenian-speaking groups before, and she was taken aback when her students began conversing
in Russian.

In addition to Nia and Sofia, other Georgian language teachers have also shared their experiences,

11



Tea Kamushadze, Nana Kobidze, Affects of the Russo-Ukrainian War in Georgia: # 26-3, 2025
Russian Voices in the Urban Spaces of Thilisi pp. 1-17

who have been instructing various groups and private individuals for years. It's important to note that
the majority of them find teaching Georgian perfectly acceptable, and they disagree with the principled
stance that they might be aiding their adversaries by doing so.

Eliso shared that she has one Russian-speaking student who is of Georgian ethnicity, and she
enthusiastically assists a first-year student raised in Vladikavkaz who, despite having a Georgian
surname, barely speaks Georgian. She doesn't see any issue with teaching an ethnic Russian as long as
she knows their stance regarding Georgia and their perspective on current events.

Similarly, Salome (35) believes that teaching the Georgian language shouldn't be problematic. She
personally refrains from doing so primarily due to time constraints and her limited experience in that
direction. Her experience teaching Georgian to Russian speakers is connected to her cousin, who
arrived in Georgia after the Russia-Ukraine war started and couldn't understand a word of Georgian.
Salome also mentioned that she finds the enthusiasm of Georgians who returned from Russia to learn
their native language particularly heartwarming. She acknowledges that there are differing viewpoints
on these matters within Georgian society. These differences can sometimes become intense in public
discourse, and some individuals express aggression not only towards Russian speakers but also
towards those who show kindness to them.

Salome explained that like others, she gets irritated by the tone of some Russians and their
expectation that Georgians should speak Russian. However, if a confused or disoriented Russian asks
her something on the street, she half-jokingly says that she's afraid to respond in Russian, fearing a
possible overreaction from Georgian society.

Gvantsa (52) specializes in second language teaching and has been involved in both academic
research and practical work in this field for a long time. When talking about her attitude towards
teaching Russian-speaking students, she mentioned that this year she has two such groups, with the
majority hailing from Dagestan. Consequently, this situation doesn't pose a moral dilemma for her.
Depending on her language teaching approach, she minimizes the use of a common language (be it
English or Russian). Regarding the use of Russian in public spaces and her general approach, she
exercises caution since a Russian speaker could be Ukrainian. In such cases, she opts to converse in
Russian. For interactions with Russians, she prefers to use English. Gvantsa is perfectly fluent in
Russian, largely due to her Ukrainian grandmother. She recalled an incident after the Russo-Georgian
war in 2008 when she was on a scientific mission in Europe. Her European colleagues wanted to
converse in Russian with their Georgian counterparts to practice the language. However, she and her
Georgian colleagues held a principled stance against speaking Russian on that occasion.

Following the Russia-Ukraine conflict, Natia (50), recognizing her responsibility as a citizen of
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Georgia, decided to go beyond passive protest against Russian expatriates. When she hears loud
conversations in Russian on the streets, she approaches them and politely requests that they lower their
voices, citing the presence of representatives from Putin’s imperialist state. Natia explains to them that
the ongoing situation is partly their responsibility since their escape doesn’t help the problem. Initially,
when Russians arrived in Thilisi, they reacted to her comments with anger, but now they simply listen
to her. Besides Georgian, Natia is proficient in several languages, including Russian, allowing her to
articulate her perspective fluently.

Natia has been actively involved in a Georgian language training program for over five years,
contributing to integration projects. Having lived in various European countries, she draws from their
experiences in addition to her linguistic skills. Upon returning to Georgia, she, along with friends,
established a crafts workshop that not only serves as a business but also as a creative outlet. This
workshop served as the foundation for a social enterprise for retired women. After the Russia-Ukraine
conflict, Natia employed two Ukrainian women in this enterprise, wholeheartedly supporting
Ukrainians.

Natia firmly believes that teaching Georgian to Russian migrants is not the way forward. She
views their sudden interest in learning the language in Thilisi as a matter of respect for her country,
but given the circumstances, she is uncomfortable with the idea of some Russian migrants staying on
in Georgia. While she is enthusiastic about teaching Georgian to Ukrainians, she holds a different
stance when it comes to Russians.

Lastly, we would like to go back to Eliso's personal journey of learning Russian, how this language
became her second language, and the impact of the Russian-Ukrainian war on her attitude. Eliso has
been teaching the Georgian language to students from Georgia and beyond for over seven years.
Currently pursuing a doctoral program in anthropology, she examines events and processes through
the lens of culture, observing how and why individuals learn a language and the cultural factors
involved in teaching.

Over the years, Eliso frequently incorporated Russian expressions, phrases, and individual words
into her everyday conversations, especially when she wishes to convey stronger emotions. According
to her, this occurs involuntarily and can sometimes be a source of discomfort for her.

Eliso hails from Kutaisi, a city with less ethnic diversity compared to Thilisi. She shared that she
had a Soviet upbringing, beginning her Russian studies in the second grade. The sole language of
instruction at her school was Russian. She fondly remembers her upper-class Russian teacher who
ignited her passion for Pushkin and Russian literature.

Eliso's exposure to Russian extended beyond the classroom — she watched Russian-language
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animations, listened to Russian music, watched movies in their original language, and read Russian
fiction. She revealed that until recently, most of the songs on her playlist were in Russian, featuring
artists like Vysotsky and others. For her, Russian had become a significant tool for expressing her
emotions. She also mentioned that she had never associated Russian with people but rather with art
and culture since childhood, so her perspective remained unchanged after the collapse of the USSR.
Additionally, Russian became the language of scientific literature for her, as many materials were
available in Russian, unlike in Georgian. Consequently, Russian served as a convenient means for her
to access scholarly literature.

She mentioned that following the Russia-Ukraine war, she ceased listening to Russian music and
stopped watching content in the language. The Russian language she encountered in the streets now
irritates her. This irritation isn't directed at specific individuals, although the Russian language itself
triggers strong emotions in her.

When talking about how she feels when she hears Russian spoken on the streets of Thilisi, she
explained:

"It's a terrible feeling when | hear the Russian language. | cannot, under any circumstances,
say that | feel personal hostility towards someone, unless they explicitly show the opposite.
When | hear them speaking, it stirs up a feeling of offense within me. | become bitter, and |
wish not to hear it at all. It's simply unacceptable.” (Eliso 2023).

Eliso had primarily used Russian for academic purposes, as her proficiency in English and German
didn't necessitate her to engage with scientific literature in her field of study. However, she grapples
with the emotions stirred by the speech or actions of a solitary Russian migrant, much like many others
living in Thilisi, all of whom carry personal histories shaped by coexistence with them. She also
recounted an incident that occurred at a prestigious salon in the Vake district, the center of Thilisi.
When she arrived without an appointment and asked for service, she was directed to a Russian-
speaking girl who knew neither Georgian nor English. She spoke to Eliso in Russian, instructing her
to sit down. In response, Eliso spoke in Georgian, to which the girl replied in Russian, expressing her
lack of understanding of Georgian. While Russian and Armenian, alongside Georgian, were not
uncommon in this salon, encountering someone who hadn't bothered to learn even a few basic
Georgian phrases was a different experience for her. Eliso decided she no longer wished to patronize
their services and explained her reasons, though she remained uncertain about the salon staff's reaction.

Such incidents and countless others unfold in the city, where the Russian language has always
been foreign. However, the current global and Georgian context has transformed the way the language

is perceived in Thilisi, giving rise to various reactions and actions. In this context, the role of bodily
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perception and experience is particularly significant, influencing individuals' rational decision-making
regarding how to act, guided by their embodied knowledge and the experiences tied to their language

usage.

Conclusion

The increasing sounds of Russian language in the urban spaces of Thilisi has resulted in mixed and
unsettling emotions among the local Georgians. Emotions such as anger, fear, anxiety, feelings of
injustice and bitterness are deeply rooted in the traumatic experiences of war, exile and colonial
encounters with the Russian language, leading to moral dilemmas and differing reactions. Direct or in-
direct personal encounters with Russian imperialism have been significantly shaped by the sounds of
the language, leaving indelible traces on them. Building on Simmel’s (1997) “Sociology of Sense
Impression”, feminist critic of knowledge production (Haraway, 1988) and the theory of affect (Gregg
& Seigworth 2010), we look at these emotional reactions as the outcome of embodied knowledge
people have from the past experiences.

Looking at Russia as an imperialist power, and the Russian language as an instrument of this
imperialist power, many of our interlocutors had a hard time approaching the language as a neutral
phenomenon. After all, many of them learned Russian with a top-down approach through the school
system which still functioned under the shadows of the Soviet regime. This imperialist influence is
vividly reflected in Elisos’ story regarding the availability of academic literature in Russian, instead
of Georgian.

Interestingly, some of our interlocutors had moral dilemmas regarding speaking Russian
themselves. While some preferred not to speak the language at all, others could speak in Russian to
Ukrainians and felt less anxiety regarding it since Ukrainians share common colonial past with
Georgians. Moral dilemmas also occurred in regard to teaching Georgian to Russians: on the one hand,
it could be perceived as an act of respect from the Russians’ side, who have decided to live in Georgia,
or even a decolonial project — Russians speaking Georgian instead of vice versa; on the other hand, it
triggered further national anxiety among Georgians regarding Russian’s resettlement to Georgia,
which could potentially lead to further colonization for them.

Given these points, the affective reactions towards the Russian language have also been largely
influenced by the ongoing full-scale invasion of Ukraine and intensified people’s fears and anxieties
regarding the future of the region. As Gregg and Seigworth (2010) suggests, affect is not a fixed
phenomenon but a process, a continuum, which can change over time and space. As observed during

the interviews, the intense negative affects towards Russians and the Russian language have somewhat
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lessened over time, since local Georgians learned to cohabit with the new social reality. Yet, anxiety
and uncanny feelings still prevail among people. Recently, Eliso shared a nightmare she saw at night:
there was a celebration at a kindergarten in Kazbegi municipality and the children were singing in
Russian language. The deepest fears of the colonial history repeating all over again continues to live

subconsciously and can take different forms.
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Problems of Georgian Aviation Terminology and Ways to Solve Them

ABSTRACT

This paper examines the challenges and prospects of developing standardized Georgian aviation
terminology. It reviews the historical evolution of terminological activity, identifies linguistic,
structural, and methodological issues, and emphasizes the importance of finding precise Georgian

equivalents for English aviation terms.

Keywords: Georgian language, Aviation, standardization, lexicography.

Introduction
Aviation, as a field, began to exist and develop in the 20th century, gradually turning into a large

industry that united many branches and sub-branches. Aviation turned out to be one of the priority
fields, it took Georgia many years to gain real independence in this field. First of all, it needed
specialists who would create a solid educational and scientific base. Indeed, the country educated
professional specialists and even created an educational center, the Georgian Aviation University,
which is the basis of Georgian aviation. This center of aviation education is developing in two
directions - Purely scientific and educational. Naturally, both of these processes require the
improvement of terminology. The state language strategy also implies language standardization. The
normalization of terms and their practical implementation are a necessary condition for all fields, but
the aviation industry pays special attention to this. Interest in these problems arose in the 20th century.
Famous pilots and scientists in the field of aviation actively participated in the creation of terminology.
Specialists in the field of aviation have worked hard and have been able to compile important
terminological dictionaries. These dictionaries are: “Aviation Terminological Dictionary”, compiled
back in 1945 by the Terminological Commission of the Thbilisi Aviation Technical School, edited by
V. Beridze; “Aviation Terminology (Russian-Georgian)”, compiled in 2001 by V. Beriashvili for
official use by order of the Civil Aviation Administration (Beriashvili, 2001); “English-Russian-

Georgian Explanatory Dictionary of Aviation Terminology”, compiled in 2002 by specialists from the
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Arn. Chikobava Institute of Linguistics and the Aviation Educational and Scientific Institute of the
Georgian State Technical University. Particularly important is the financial support of the Shota
Rustaveli National Science Foundation (grant project SL-22-418) The “Illustrated Georgian-English
Dictionary of Aviation Terms”, developed in 2023 by specialists from the Georgian Aviation
University and the Arn. Chikobava Institute of Linguistics, taking into account modern requirements
(Dateshidze & Osadze, 2016)). The thematically arranged material is accompanied by more than 200
illustrations and more than 1,300 terms in Georgian and English. The publication of this type of
dictionary was an important step in the Georgian aviation educational space, as well as in the aviation
industry. lllustrated dictionaries have been published in Georgia in small quantities so far. It should be
noted the importance of this type of dictionaries for the educational process. After all, an illustration
is sometimes equal to an explanation and makes it easier for the user to perceive a subject or event.
But it should also be noted that even the dictionary published in 2023 cannot meet modern
requirements, since it only includes structural parts of the aircraft, engines and electrical equipment
(and that too in an incomplete amount).

Currently, a new dictionary is being developed (again with the financial support of the Shota
Rustaveli National Science Foundation - grant project SL-24-089) - "Georgian-English Illustrated
Dictionary of Civil Airport Management, Operation and Navigation Support", the creation of which
was prompted by the shortcomings in the Georgian terminology of the airport management and
operation subfield.

The primary task facing us is the gradual improvement of Georgian aviation terminology. The
dictionary covers an important subfield of aviation - airports and their operation. The results of the
research will be interesting and noteworthy for both the majority of Georgian society and civil aviation

specialists.

Literature Review

The development of Georgian aviation terminology has a long-standing history that began in the early
and mid-20th century, coinciding with the establishment and expansion of aviation as a scientific and
industrial field. The earliest structured efforts to systematize aviation-related terminology were carried
out by the Thilisi Aviation Technical School, whose 1945 Aviation Terminological Dictionary
represented one of the first attempts to provide Georgian equivalents for technical aviation concepts.
This foundational work laid the basis for future terminological research by demonstrating both the
need for a consistent aviation lexicon and the challenges associated with integrating foreign-derived

terminology into the Georgian linguistic system. Subsequent publications, such as Russian-Georgian
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and English-Russian-Georgian aviation dictionaries prepared in the late 20th and early 21st centuries,
expanded the terminological corpus and responded to the rapid technological growth occurring
globally. These works introduced more standardized equivalents and revealed gaps in existing
terminology, especially in newly emerging aviation subfields.

A significant contribution to the literature came from projects funded by the Shota Rustaveli
National Science Foundation, which enabled the creation of illustrated dictionaries addressing aircraft
structures, engines, electrical systems, and airport operations. These resources improved accessibility
and educational efficiency, particularly for aviation students and industry practitioners. Scholars
consistently highlight the importance of maintaining a balance between adopting international
standards, especially ICAO, EUROCONTROL, and EASA terminology and preserving the linguistic
integrity of Georgian (Dictionary of Aeronautical Terms, 2020). This balance remains a central theme
in terminological studies.

Despite notable achievements, existing literature also reveals persistent challenges: overlapping
Georgian equivalents for distinct English terms, insufficient differentiation of operational concepts,
and the inconsistent handling of abbreviations and nomenclatural terms. Previous research calls for
continuous interdisciplinary collaboration, emphasizing that aviation terminology cannot be refined
by linguists alone but requires the expertise of aviation engineers, instructors, and operational
specialists. Overall, the literature demonstrates both the progress made and the need for ongoing,

coordinated research to support the modernization of Georgian aviation terminology.

Methodology
This study employs a multidisciplinary methodological framework combining linguistic analysis,
comparative terminology research, and expert evaluation. The primary methodological approach is
comparative terminological analysis, which involves examining existing Georgian aviation terms and
evaluating their correspondence with English-language equivalents widely used in international
aviation organizations, including ICAO, EUROCONTROL, and EASA. This approach allows
researchers to identify gaps, ambiguities, and inconsistencies within Georgian terminology and to
assess whether Georgian equivalents adequately reflect technical distinctions present in English
terminology (Georgian Aviation University, 2023).

The research process began with a systematic review of Georgian aviation dictionaries published
from the mid-20th century to the present. Both dictionary content and lexicographic methodology were
analyzed to determine how earlier terminologists handled complex aviation concepts and what

strategies were applied in forming Georgian equivalents. These analyses highlighted patterns of
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transliteration, direct borrowing, semantic extension, and the adaptation of foreign technical
abbreviations.

In the second stage, researchers conducted semantic and morphological analysis of key aviation
terms related to take-off, landing, airport operations, navigation systems, and aerodrome structures.
By evaluating each term’s internal structure, meaning, and usage context, the team assessed
compatibility with Georgian word-formation rules. Particular attention was given to cases where a
single Georgian term represented multiple distinct English concepts, resulting in ambiguity (ICAO,
2016, Kikvidze, 2022).

The final stage of the methodology involved expert collaboration. Aviation specialists including
engineers, pilots, air navigation experts, and airport operations professionals participated in
consultations to verify technical accuracy. Linguists from the Arn. Chikobava Institute of Linguistics
provided linguistic validation, ensuring conformity with Georgian lexical norms. Through this
collaborative and iterative method, the research produced terminology recommendations grounded in

both technical accuracy and linguistic appropriateness.

Research Results

The analysis identified several categories of problems within Georgian aviation terminology, revealing
both structural and semantic gaps that hinder effective communication in educational, professional,
and operational aviation contexts. One of the most prominent issues concerns take-off and landing
terminology. The study demonstrated that Georgian often uses a single term for multiple stages of
takeoff, failing to differentiate between the ground-acceleration phase (take-off run) and the airborne
climb phase. English distinguishes clearly between “takeoff” and “climb” whereas Georgian
equivalents tend to merge these processes, creating ambiguity in both training materials and
operational documentation.

Aircraft take-off process (See Figure 1) (NAU, 2013).

Similarly, terminology related to landing procedures showed inconsistencies. English aviation
terminology includes a variety of terms such as “bumpy landing”, “hard landing” and “rough landing”
each describing a different operational scenario. In contrast, Georgian often provides only a
generalized equivalent that does not convey the specific cause or nature of the landing anomaly. This
lack of differentiation can create misunderstandings during training or incident documentation.
Critical problems were also identified in airport terminology. The terms “terminal”, “airport”,
“aerodrome” and “air terminal” are frequently used interchangeably in Georgian, despite referring to

distinct infrastructural and functional concepts in international aviation standards. Such inconsistencies
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can hinder proper interpretation of regulatory documents, technical manuals, and operational
procedures (Tepnadze et al. 2023).

Additionally, nomenclatural terms and abbreviations such as control cylinder labels, directional
notations, and radio communication codes show variation in translation practices. Some terms are
directly borrowed from English, others are partially translated, and some appear in mixed forms. This
inconsistency complicates technical instruction and reduces standardization. Overall, the results
demonstrate the urgent need for systematic standardization supported by updated dictionaries and
institutional collaboration.

Discussion

The research findings emphasize the critical necessity for a comprehensive and systematic revision of
Georgian aviation terminology. As aviation continues to integrate globally, English has become the
dominant language of communication, regulation, and technical documentation. This has exerted
strong influence on Georgian aviation terminology, resulting in extensive borrowing and hybrid forms.
While borrowing is not inherently problematic, the lack of standardization and the absence of clear
Georgian equivalents in many instances have created gaps in understanding among students, trainees,
and even experienced aviation personnel.

A major topic of discussion is the need to align Georgian terminology with international aviation
standards while protecting the linguistic integrity of the Georgian language. Georgian has a rich system
of word formation capable of producing precise technical terms, yet these mechanisms have not always
been fully utilized in aviation lexicography. The overreliance on foreign structures has sometimes
resulted in awkward or semantically unclear terms.

The discussion also highlights the pedagogical implications of inconsistent terminology. Aviation
students often struggle with understanding key concepts when Georgian terminology does not clearly
distinguish among operational stages or technical processes. Illustrated dictionaries and modern
lexicographic tools have proven highly beneficial, supporting comprehension by providing visual
reinforcement and clear definitions. Continued development of such tools is essential.

Finally, interdisciplinary cooperation emerges as a central requirement. Linguists alone cannot
determine correct aviation terms, just as aviation specialists cannot independently assess linguistic
precision. The joint participation of both communities supported by national institutions such as the
Georgian Aviation University and the Institute of Linguistics is necessary to ensure that future

terminological solutions are both technically accurate and linguistically sustainable.
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Conclusion

The study concludes that Georgian aviation terminology is undergoing an important transitional period
characterized by growing international integration, increased technical complexity, and expanding
educational needs. Although significant work has been accomplished in recent decades through the
creation of various aviation dictionaries and lexicographic projects, the challenges identified in this
research demonstrate that terminology modernization remains an ongoing and dynamic process.

A fundamental conclusion is that many Georgian aviation terms require clearer differentiation to
match the precision found in international aviation terminology. This includes distinctions between
stages of take-off, types of abnormal landings, airport infrastructure components, and technical
nomenclatural items. Without such precision, the risk of misinterpretation remains high, particularly
in training environments and operational settings where accuracy is crucial.

The research also confirms the importance of linguistic integrity in terminology development.
Georgian possesses strong linguistic resources capable of producing accurate and intuitive technical
terms, and these resources should be prioritized whenever possible. However, adherence to
international standards must also be maintained to ensure compatibility with global aviation
communication.

Ultimately, sustainable improvement of Georgian aviation terminology requires continued
interdisciplinary collaboration, regular updates to specialized dictionaries, and the consistent
application of lexicographic principles. By combining linguistic expertise with aviation knowledge,
Georgia can develop a coherent, standardized, and internationally aligned aviation terminology system
that supports both professional practice and academic advancement.

As a result of the joint efforts of industry experts and linguists, more than 1,500 terms were
developed and defined within the framework of the research. The majority of the terminology is related
to airports, aerodromes, air navigation facilities, and ground-based aerodrome service systems.

The identification and establishment of these terms within the scope of the research is an important
step forward for all aviation organizations, and especially for the Civil Aviation Agency, since the
majority of existing legislative documents are prepared by this institution. The introduction of accurate
and well-structured terminology in the aviation sector represents significant progress in the protection,

preservation, and development of the Georgian language as a national value.
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ABSTRACT

The main goal of the research topic is to show how and in what form, in the process of teaching
literature and reading literary texts, in the context of modern theoretical models developed within
adjacent disciplines and adapted to literature, the interpretative reading of key episodes and female
characters can be carried out against the background of comparative analysis. Before we begin to
discuss the texts and analyze the noteworthy episodes in terms of the characters, ideological load,
connotation, or contexts related to them, we consider it necessary to thoroughly consider the key
biographical factors of the authors. This thorough consideration is crucial as it significantly influences
the process of forming their personalities, creative thinking, and consequently, their works. The
scientific article also provides a brief overview of the sharpest and contradictory assessments of the
works discussed in the article by critics and a discussion of the theoretical framework. We adapt this
framework to the texts and analyze it in the context of specific episodes, attempting to interpret the
female characters. In our discussion of the female characters of the works selected within the
framework of our research topic, we will analyze the aspects of feminist theory.

Keywords: Elfriede Jelinek’s “Lust”; Mikheil Javakhishvili’s “Jaqo’s Dispossessed”; “Shadow
Feminism”; Comparative Analyses; Interpretive Reading.

Introduction

Considering the specifics of teaching literary texts and the main goals and skills to be developed in
literature teaching, namely, the need to create a critical and self-reflexive approach to the development
of cross-disciplinary and transferable, intercultural competencies; national and universal values;
interpretation of texts; we consider it necessary to use comparative analyses and interpretive reading
approaches in the process of discussing the representational features of female characters and in-depth
reading of the literary texts. This will allow us to examine the female characters depicted in two
different works in the light of modern feminist theories when conducting a comparative analysis of
texts by authors from different eras and with two distinct cultural and national identities. Let us actively
engage in interpretive diversity, read from various perspectives, and, most importantly, by adapting
current and cutting-edge theoretical models to literary texts, be able to understand works familiar to us

in a new way and see them from a different perspective.
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Literature Review

Comparative reading and analysis is a critical skill that involves analyzing and evaluating the
similarities and differences between two or more texts. It allows students to distinguish between
perspectives, themes, and arguments effectively. This skill improves comprehension by encouraging
readers to recognize nuances and complexities in the approaches or contexts of different authors.
Comparative reading sharpens analytical skills and promotes a deeper understanding of the material,
making it an essential component of academic success. Comparative reading is a method of analyzing
and examining these texts side by side to reveal connections, contrasts, and perspectives that may not
be apparent when reading them in isolation. In modern times, comparative analysis helps students
develop critical thinking skills and an appreciation for diverse perspectives. Students become more
able to discern nuanced interpretations and construct comprehensive analyses by considering multiple
perspectives. In addition, comparative reading and analysis reflect real-world scenarios where
information is rarely single or isolated. Instead, it requires integrative thinking, fostering valuable skills
across various academic and professional fields (Guzzetti, 2002, 82-85).

In analytical reading, comparative analysis is a methodical approach that allows you to examine
and understand texts by connecting them. It is a powerful tool for discovering nuanced meanings and
achieving holistic interpretation. The roots of comparative reading and analysis can be traced back to
medieval scholastic practice, where scholars were required to compare classical texts from different
cultures to interpret religious and philosophical ideologies better. This method allows us to critically
analyze works from various genres or cultures in more modern educational settings, expanding
understanding beyond individual perspectives. The practice of comparative reading develops essential
skills such as critical thinking, attention to detail, and the ability to synthesize complex ideas. These
skills transcend academic needs and offer valuable applications in problem-solving and decision-
making (Pickvance, 2001, 7-11).

Using comparative reading and analysis techniques offers the opportunity to develop the ability
to analyze and synthesize information from different texts deeply. This involves identifying key
similarities and differences that can broaden the scope of understanding and comprehension across
texts. Comparing and contrasting reading passages has been an integral pedagogical practice since the
earliest days of literary education. By engaging in this process, we become familiar with the ability to
discern variations in authorial intent and narrative style, which are crucial for comprehensive analysis.
By practicing reading and analyzing literary texts in this way, we develop the ability to identify
surface-level differences and deeper, thematic distinctions and connections, strengthening critical

thinking skills across disciplines. This approach often goes beyond simply comparing two texts and
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offers the opportunity to understand cultural, historical and ideological contexts. This broader
perspective is invaluable in fostering an understanding of different worldviews and a deeper
appreciation of diverse narrative techniques, ultimately leading to a more nuanced and empathetic

worldview.

Methodology

The article is based on a desk research analysis, within the framework of which we studied the personal
diaries of the authors (Elfriede Jelinek and Mikheil Javakhishvili), interviews, biographies and
opinions, negative and positive assessments expressed in scientific circles and within the framework
of literary criticism, about their works (“Lust” and “Jaqo’s Dispossessed’). Also, since the aim of the
scientific article was to study the main female characters of both texts from different perspectives
within the framework of comparative analysis and interpretive reading, we included in the text of the

article a brief history of feminist theory, the essence, and main characteristics of “Shadow Feminism”.

Discussion

Psycho Portrait of the Authors and their Creative Sense

Before proceeding to in-depth reading of specific texts and moving on to comparative analysis, we
introduce students to and help them analyze those important and key biographical details, life
experiences, and personal stories that have had a significant (conscious or unconscious, direct or
figurative) impact on the authors’ worldview, create imagination, and the process of forming specific
works.

1.1. According to the speaker of the Swedish Academy, Mr. Per Erik Wastberg, Elfriede Jelinek
moves the reader to the depths of the soul with her anger and passions and therefore deserves the Nobel
Prize in Literature in 2004: “musical flow of voices and counter-voices in novels and plays that, with
extraordinary linguistic zeal, reveal the absurdity of society’s clichés and their subjugating power”
(Gogolashvili, 2006, 244). It is worth noting that in her homeland, Elfriede Jelinek is known as a
scandalous author and is not very well liked by the majority, since with her work, Elfriede Jelinek
shows Austria a mirror into which it is not at all pleasant to look. The hostile and aggressive attitude
towards the female writer was also conditioned by the fact that she had repeatedly criticized her
compatriots for their indifferent attitude towards the Nazi past, which is why the author was given the
epithet “a polluter of her own nest”. The author herself noted in an interview that she is like a murderer
at her desk, because in real life, she is not able to do that. At this point, she fights those she envies

because they have settled comfortably into everyday life. Because she is a totalitarian being and
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because the Nazis lived here, no one has the right to peace and happiness. As a Professor Horace Oscar
Axel Engdahl notes in his speech, the author with her lively, rough and sharp linguistic and expressive
means, creates the impression that she is everywhere in the text and nowhere simultaneously, as if she
encompasses the entire text. Thus, the writer “deliberately opens her work to the clichés that flood the
news media, advertising, and popular culture — the collective subconscious of our time. She
manipulates the codes of pulp literature, comics, soap, operas, pornography, and folkloristic novels, so
that the inherent madness in these ostensibly harmless consumer phenomena shines through. He
mimics the prejudices we would never admit to, and captures, hidden behind common sense, a
poisonous mumble of no origin or address: The voice of masses” (Gogolashvili, 2006, 245). It is
important to emphasize that Elfriede Jelinek does not fit society’s frameworks, priorities, tastes, or the
era’s demands. She describes the dark pictures of life with complete clarity. It was interesting to see
the author’s allegorical description of life and her identical essence, overview of others and herself/the
everyday and creative path, as well as description of the metaphor of language as her own discussing
creative identity and the universality, indeterminacy and self-sufficiency of the writing process, it’s
comprehensiveness, language as a writer’s tool and its many-faceted mask. “Yes, it dares to be
confident and to rule over me. This language does not love me. It would gladly love the virtuous people
there, on the road, beside whom it runs like a dog and bows its head as if it were so obedient. It disobeys
not only me, but also nobody. The language exists for itself. It screams at night because they have
forgotten to light the lamps along this road. After all, only the sun is their food source “ (Gogolashvili,
2006, 246).

Notably, the writer’s parents had a particular influence on her personality and creativity. The
author’s father, a Czech Jew from the socialist working class, Friedrich Jelinek, although he escaped
persecution during World War 11, the fact that his close relatives were victims of the Holocaust had a
negative psychological impact on him. The writer herself always suffered and noted in interviews that
the greatest and main regret of her life was that she could not properly care for her elderly, mentally
ill father (Gogolashvili, 2006, 260-261). It is also noteworthy that Elfriede Jelinek had a tense
relationship with her mother, Olga Buchner, who was of Romanian-German origin, from a bourgeois
circle, from a wealthy family. Her mother tried to make a brilliant musician out of a writer, so she was
taught to play various musical instruments from an early age. However, in parallel with her musical
education at the Vienna Conservatory, Elfriede Jelinek studied art history and theater at the University
of Vienna. It is also worth noting the biographical fact that due to an anxiety disorder, the writer
stopped studying and lived in complete isolation in her parents’ house for a year (she also had severe

social claustrophobia), when she began her in-depth literary work and chose writing as a form of
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artistic self-expression.

In the work of Elfriede Jelinek, on the one hand, there is a sharp criticism of Austria’s Nazi past
and an attempt to distant herself from her homeland, on the other hand, there is a close connection of
her work with the tradition of Austrian Literature. Honegger notes that the influence of Austrian writers
such as Ingeborg Bachmann, Marlen Haushofer and Robert Musil is noticeable in her novels
(Honegger, 2006, 9-11). Within the framework of modern literary criticism, it has been repeatedly
noted that Elfriede Jelinek can be considered a feminist writer who presents gender relations, female
sexuality, pop culture, women’s faces and their place in the surrounding reality (Stevens, 2016, 169-
199). The repeatedly revealed and recurring psychological or sexual violence against women, as well
as, in general, the pagan confrontation between the sexes, are the main thematic directions of her work.
For example, in the novel “Women as Lovers”, the writer presents a woman as a victim, formed in a
cruel, unforgiving patriarchal environment. In the semi-autobiographical novel “The Piano Teacher”,
the writer deals with the suppression of sexuality. Elfriede Jelinek’s important novels are “Wonderful,
Wonderful Times” (1980); “Lust” (1989); “Greed” (2000). Jelinek created her paradigm of the text.
Her text represents a space with layers of meaning because language is the seat of her being, spiritual
life and physical existence (Gogolashvili, 2006, 244). Thus, we consider the fundamental origin of the
“Women as Lovers” and “Lust” of the novels to be the presentation of the common cultural and
psychological problem that considers “creating a family”, the obligatory/necessary existence of the
other half and attachment to a man as the only way to escape from the hopeless, unpromising existence
of the “weaker sex”. The female characters in the writer’s works “deserve” the status of a married,
engaged, loved woman by offering their bodies, denying their essence, giving up their identity and all-
around obedience. There can be no talk of love, mutual trust and respect in an environment where a
man as a rule, controls his destiny (at least without waiting for the woman’s permission). In contrast,
a woman is often subjected for fate, because a woman must “catch up with fate”, become someone
else’s property. Based on the above, Elfriede Jelinek shows us in her novels that in such families and
relationships, love turns into a bitter, destructive and traumatic experience, a terrifying sexual
relationship, in which the man only cares about satisfying his own needs. At the same time, the woman
patiently waits for the sexual act and the accompanying physical or sexual violence to end. The illusion
of escaping eternal boredom and hopelessness by creating a family or relying on a man throws
disappointed women into even greater misery and an endlessly disenfranchised space, within which
their identity begins to be destroyed, their voice is suppressed, they become worthless, they become
completely degraded and they experience an existential crisis.

Because of her literary language and scenes with female characters, critics often referred to
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Elfriede Jelinek as a literary masochist, a literary porn star, an apologist for obscenity, and a “red
pornographer”. Many people are still offended by the writer’s work, especially moralists, anti-
feminists, anti-fascists, religious people and those who see novels by female writers as nothing more
than provocative and blatant immorality. Knut Ahnlund described Jelinek’s work as “whining
unenjoyable public pornography”, as well as “a mass of text shoveled together without artistic
structure”. It is not difficult to determine the reasons for such assessments if one understands that
creativity focused on pessimistic moods and negative, depressive, violent stories, is a sharp revelation
(a sharp reminder) of the hidden weaknesses, fears, complexes and shortcomings of the masculine
world, since they clearly show human contempt and the instinct of self-preservation. Thus, in her work,
the author studied the Australian national character and in the post-fascist period, presented the internal
kitchen of family life and marriage as a boiling mixture of bitterness, anger, limited intimacy and cruel
incestuous love (Honegger, 2006, 13).

1.2. Mikheil Javakhishvili was born in the village of Tserakvi, in the family of Saba Adamashvili
and Elene Burnadze. The writer’s father, Saba Adamashvili, was a loyal and hardworking farmer by
nature, who spent his whole life working on the land, so he wanted his son to receive an agricultural
education, which is why his son graduated from a farming school, from which Mikheil Javakhishvili,
along with other excellent students, was sent to Yalta to continue his studies. It is noteworthy that,
unlike her husband, Mikheil’s mother always felt her son’s uniqueness and loved him exceptionally,
pouring more care and attention on him than on her daughters. The writer loved his mother and his
sisters with a poor love. That is why the pre-New Year period of 1899 was the most significant
psychological trauma for the writer, when his mother and 14-year-old sister, Sofio, resisted two armed
villagers who had broken into their house and wanted to kidnap Sofio. In the process of resisting, the
mother and daughter were mortally wounded while the writer himself had gone to study and his father
to work in another village. After this tragedy that devastated his wife and daughter, on the anniversary
of their deaths, Mikheil Javakhishvili’s father also died, and the 22-year old student returned to his
homeland from the Yalta school. From that time on, the young writer, along with great spiritual pain
and orphanhood, also experienced unbearable economic hardship. Years pass and the life of the 30-
year-old writer, in addition to the unbelievable murder of his mother and sister, is filled with several
more traumatic events (his arrest in 1910 and imprisonment in Metekhi prison, his exile to Rostov-on-
don). On February 25, 1921, the 11" Red Army, which invaded Thilisi, breaks his entire space and
determines the decline of his future life —imprisonment in 1923 on charges of representing the National
Democratic Party, followed by the failure of the 1924 uprising and the bloody repressions of 1937, to
which Mikheil Javakhishvili also fell victim — he was arrested again and, as a traitor to the country and
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a spy, was shot.

Against the backdrop of such a difficult life path, spiritual pain and psychological trauma, it is not
surprising that Mikheil Javakhishvili’s work was from the very beginning connected with depth
psychology, the issue of the relationship between the individual and society, crowd psychology,
existential philosophy, the breakdown of self-identification, national nihilism, sexuality and
psychoanalysis. The relationship between a man and a woman, carnal love, was presented in all the
intensity in Mikheil Javakhishvili’s work, unfolded in a naturalistic, writing skill, and realistic manner.
The writer is well acquainted with a woman’s psychology and sexuality. The primacy of the flesh is
noticeable in the works of Mikheil Javakhishvili, although in the love described by the writer, a
synthesis of traditional and modern worldviews is felt. Love is a distinctive and sublime feeling, but it
is conditioned by sexual desire; it follows carnal pleasure. Erotic scenes, nakedness pf the flesh are
acceptable and necessary for the writer, since by showing the characters in such a state, the depth of
the human psyche, their character, are revealed more fully and realistically. Thus, the character
resembles is living, real person, and the reader can identify with the character. Therefore, for Mikheil
Javakshishvili, it is noteworthy to elaborate on such psychological themes as: the independence of
personality and society, establishing the connection between the conscious and unconscious of a
person, outlining the faces of the “innocent perpetrator” and the victim, and in the second period of his
creativity — the artistic depiction of gender and sexuality, the manifestation of sexual instinct and its
forms, which represent the convergence of mental and physical impulses, the natural, spontaneous
manifestation of longing, when the censorship of the mind is powerless and the actions of a person no
longer obey public morality. The disenfranchised Nutsa and Eka, Sofia, who succumbs to the
temptations of the crowd, Tamro, tormented by the unrealization of her sexual desires, the deceived
Margo (“The Ownerless”; “Oblivion”; “The Devil’s Stone”; “The Golden Tooth”; “Nine Virgins”;
“The Third”; “Jaqo’s Dispossessed”), these are the female characters who have to live in a society
based on selfishness and hypocrisy, distorted by false morality, injustice and outdated ideas, and are
faced with the necessity of making the right moral choice and maintaining inner freedom. From the
perspective of the idea of freedom, the writer begins to elaborate on the “philosophy of the crowd” and
“women’s issues”. The author realistically depicts the reality in which time oppress, limits and
personally or morally humiliates women. The female characters are allegorical and generalized, but at
the same time, they embody living, real women. With their weakness, mistakes, passions, and desires,
they present women capable of family loyalty, exemplary motherhood and love for their homeland to
reader. Still, at the same time, they also like a pleasant, carefree life, they feel their bodies’ desirability,

desire to strive for personal freedom and happiness and the need for material well-being. They
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sometime take morally unjustified steps and deceive themselves with the illusion of happiness, they
are searching for real love and inner peace. Thus, Mikheil Javakhishvili’s prose reflects the psycho
philosophical transfer of the important theme of women’s emancipation from social themes: on the
one hand, it represents the disenfranchised state of women, and on the other hand, the problem of
gender identification and sexual freedom related to personal identity, which, along with the writer’s
creativity, cultural and national identity, allows us to analyze it in the context of feminist theory and
gender studies (Khomeriki, 2008, 5-12).

Like Elfriede Jelinek, Mikheil Javakhishvili’s work irritated many scholars, writers, critics, and
citizens, especially with the publication of his novel “Jaqo’s Dispossessed”. “This novel immediately
caused an unprecedented stir and conflicting opinions in Georgian society. Numerous reviews were
written, each one devastating the other. One part of society even took the work as a personal insult.
The exception was a small number of reviews that objectively evaluated the work” (Javakhishvili,
2000, 36). “Jaqo’s Dispossessed” was positively evaluated by Ivane gomarteli and loseb Imedashvili,
who believed the novel represents a search for something new and deeply expresses contemporaneity:
“He offered us such a deep psychological analysis of the spiritual illness of a part of the intelligentsia
of that time, the like which has not existed in Georgian writing before”. The opposite opinion was
expressed by Ana Ghviniashvili, who considered “Jaqo’s Dispossessed” to be a fabricated work, and
the novel’s characters to be unreal people. In her assessment, Mikheil Javakhishvili showed us only a
sexually exhausted woman in the form of Margo. Critic Shalva Radiani discusses ‘“Jaqo’s
Dispossessed” in detail, focusing primarily on the issue of sexuality and noting that this problem has
recently become relevant in Georgian writing. The scientist sees nothing wrong with the artistic
depiction of such an important issue, but he worries that Georgian writers are losing their boundaries.
From this angle, Shalva Radiani discusses Mihkeil Javakhishvili’s works, concluding that the writer
deals with this critical issue superficially and one-sidedly. The writer’s work was negatively assessed
by Ippolite Vartagava, who called “Jaqo’s Dispossessed” a pathological-anecdotal novel about Jago
and Margo. According to Giorgi Natroshvili, Mikheil Javakhishvili is becoming a follower of
“zoological realism”. The writer’s characters are not public figures, but naked physiological pieces of
flesh. According to Giorgi Natroshvili, the writer’s favorite images are the naked biological description
of a woman, scenes of female rape. Thus, Soviet and post-Soviet literary criticism, to lower bad taste
to the level of the uncultured reader’s consciousness, to satisfy base instincts, declared the majority of
Mikheil Javakhishvili’s works, including “Jaqo’s Dispossessed”, to be pathological, tasteless, ugly, a

kind of generalization of individual cases, naked naturalism (Kupreishvili, 2016, 325-332).

Moderc critics have discussed the novel “Jaqo’s Dispossessed” in a completely new way, in the
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context of modern philosophical-aesthetic and public thinking, and noted that the writer deepens the
idea of freedom, explores the problem of the relationship between the nation, society and the
individual. The primary condition for the self-realization of the individual, his and, consequently, the
survival and development of the nation and the country is the perfection of society and public
institutions. Obedience, complacency, and passivity are unacceptable; it is necessary to confront the
unjust times. In the figurative study of “Jaqo’s Dispossessed”, the model of the desacralized world was
revealed in the form of the defiled mysteries of the Orthodox Church. The inverted, or corrupted,
representation of the mysteries of the Orthodox Church symbolically reveals the godlessness of the
era, and the main inverted model is marriage. Modern literary criticism concludes that in the work of
Mikheil Javakhishvili, including in the novel “Jaqo’s Dispossessed”. Such problems significant for the
era as: the estate as an economic factor and as a metaphor, the reconciliation of knowledge and faith
in the context of secularization, the regularity of the victory of the merchant over the knight, the
antinomy of the sword and money, the city and the village — thesis and antithesis, the necessity of
stimulating a functional person. Modern literary criticism have tried to read the novel in question, on
the one hand, in the context of the anti-utopian genre and on the other hand, in the context of the theory
and liminality. The text research revealed a tendency to realize such motivational features
characteristic of the dystopian genre as: the motive of collective labor and quasi-nomination, the
motive of the leader and pseudo-leader, the motive of scientific progress and suicide. The artistic
realization of the mentioned motives in the text acquires an eschatological meaning, the
methodological analysis of which is compatible with the theory of liminality or the boarder. Also, the
work has been repeatedly discusses in the light of the theory of cultural trauma and the issue of national
identity, and the breakdown of consciousness, Sigmund Freud’s psychoanalytic, modernist-
postmodernist and Colonial/postcolonial theories.

1.3. Thus, before discussing the texts of the works themselves, in the process of familiarizing
students with the biographical factors presented above, we will analyze the following noteworthy
aspects: 1) autobiography is not a set of facts, but a psychological portrait of writers, their worldviews,
life experiences, personal interests, priorities and values, individual memory and psychological trauma,
one of the factors determining the creative imagination; 2) We show the process of identifying the
central artistic theme and thinking model against the background of the unifying and intersecting
traumatic memory and experience of a creator born and raised in two different epochal, historical and
cultural realities, an author of two different genders, characters and past experiences; 3) We will have
students analyze the biased, fragmentary, one-sided, superficial and negative assessment of the work

of such authors in critical literature, along with examples of modern interpretations and new
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understandings of their works, in-depth analysis and correct assessment. We will highlight the
peculiarity of the discussion that it is characteristic of Georgian, German, Austrian and any other
nationality scientists, critics and writers to try to overshadow, artificially deny and devalue the essential
works of great authors, especially concerning such sensitive topics as national identity, national
consciousness, collective memory, cultural trauma, societal vices, historical past, sociopolitical reality,
violence, oppression, fascism and totalitarian ideology in the form of sexually motivated and sexually

abused female characters.

Historical background of feminism and shadow feminism in literature

Since we are reading the main female characters of both authors from the perspective of Feminist
Theory, before directly applying the theory of “Shadow Feminism” to specific episodes and characters,
we introduce students to this theory’s main essence and manifestations.

2.1. The history of the development of feminism is divided into several steams, for example, the
first wave — liberal feminism —aimed at changing gender asymmetry through changes in laws, attitudes
and political courses. It focused on women’s rights, that they should have the same rights as men. The
goal of liberal feminism was not to implement fundamental changes in society; it only wanted to carry
out institutional reforms. The second wave of feminism emphasized that despite the acquisition of
political and legal rights, the issue of women still could not be resolved. The goal of the second wave
was not only political emancipation, but also “women’s liberation”, which required radical,
revolutionary social changes. The second wave of feminism was based on Marxist and Socialist
Feminism and stated that it supported changes that promoted the distributing of household chores and
equal participation in raising children in the lives of women and men. The third wave, or radical
feminism, believed that gender inequality should be eliminated through fundamental changes and such
a change could be achieved either by creating alternatives outside the patriarchal system or by changing
the system from within. The radical direction of feminism had a vital value index, since it explored the
general and deep-seated foundations of women’s oppression. After the emergence of radical feminism
in the 60s and 70s of the twentieth century, feminism developed into a valuable ideology. Thus,
feminism introduced sex and gender aspects as a topical and urgent issue, one of the most critical
scientific and discussion issues among academic disciplines. It is worth noting that the primary interest
of radical or different feminism was the elimination of the difference between men and women. The
demand for equality of women with men was tantamount to the destruction of the feminine origin and
nature and the masculinization of women. Therefore, this direction of feminism was also considered

utopian. Feminist criticism includes topics such as the history of feminism, the socio-political
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foundations of its development, the feminist movement, and feminism in literature (Burton, 2014, 33-
40). Feminist aesthetics developed mainly in Western Europe and the United States at the end of the
20" century. Its main goal was the emancipation of women and their liberation from male domination.
Feminists aimed to “revise” past texts, which revealed hidden gender discrimination and, together with
female authors, demonstrated the need to reassess literature based on the interests and values of female
characters. Accordingly, special attention was paid to the faces of women, especially in texts whose
authors were men, since, before, in their work, we mainly encountered two types of women:
projections of male ideals (Madonna, Beatrice) and demonic creatures (Eva and Pandora, Delilah and
Circe). Therefore, critics with a feminist worldview began to deconstruct old, traditional, binary
oppositions and dichotomies (dirt/clean; body/soul; bad/good; moral/immoral), which led to a revision
of women’s representations (in public and literary space) and highlighted such essential topics as:
women as a category of analysis, women as victims of male violence, women as universally
subordinate, women and family systems, women and religious ideologies, women and education, the
issue of identifying female authors and female characters. Through the work of John Stuart Mill,
Virginia Woolf, Simone de Beauvoir, Kate Millett, Helene Cixous, Julia Kristeva, and other important
authors, psychoanalysts and theorists, feminist criticism has identified the following important factors:
1) the question of the woman as author; 2) the woman as reader; 3) the woman as a style of writing.
Feminist literary criticism has been divided into several main branches: 1) women’s literature, which
focuses on the gender of the author; 2) women’s reading, which focuses on the gender of the reader;
3) women’s writing, which focuses on the style of text. This division of literature identified three main
types of text: 1) “Women’s texts” — created by female authors; 2) “feminine texts”, which were written
in a culturally feminine style; 3) “feminist texts”, which challenged the dominant patriarchal methods
and goals of the literary canon (Gill & Sellers, 2012, 1-8).

2.3. We would like to emphasize that in the process of analyzing both works discussed within the
framework of the study, we read female characters from the perspective of “Shadow Feminism”
proposed by an interesting contemporary theorist, author working in the field of gender studies and
queer theories — Jack Halberstam. Jack Halberstam was the first to start talking about female
masculinity in academia in his book of the same name. Since female masculinity is diverse and differs
from each other in terms of body, features, sexuality and other characteristics, the author discussed
these diverse masculine gender types in non-male bodies, starting with androgyny and ending with
transsexuality. According to the researcher, the study of female masculinity is critical, since is shows
us in detail how dominant male masculinity works. From the perspective of “Shadow Feminism”, the

author explores a feminist politics that stems not from doing but from inaction, not from being a woman

35



Manana Nizharadze, Shadow Feminism in Elfriede Jelinek’s “Lust” (Comparative #26-3, 2025
reading and analysis of Mikheil Javakhishvili’s “Jaqo’s Dispossessed”) pp. 25-45

but from refusing to be a woman. The theorist discusses the broken bonds between mother and
daughter, which he examines from the perspective of “anti-Oedipal Feminism”, and notes that this
feminism, which is based on denial, resistance, defeat, and forgetting, is an alternative feminist project
— shadow feminism, and its language is defined by self-destruction, masochism, and anti-socialism.
Jack Halberstam discusses texts in which the mother is actively and passively lost, abused, loved,
hated, and even destroyed. This process creates a space, theoretical and imaginary, that is “not
feminine”, or that can only exist through the denial femininity and it raises the question of why women
should be expected to fill and transmit from generation to generation the space of castration,
insufficiency, and alienation (Halberstam, 2011, 11-19). The author notes that in discussing the texts,
he is referring to an antisocial, anti-Oedipal, anti-humanist feminism that originates from queer and
postcolonial, black feminism and involves the denial of the subject, the rupture of inheritance rather
than its continuation, the dissolution of the “self” rather than its activation. The form of self-expression
of this feminism is silence, stubbornness, selfOdenial, and sacrifice. Ultimately, we find that women
are not a feminist subject, but only subjects who cannot speak, refuse to talk, are fragmented, and
refuse to be whole (Halberstam, 2011, 123-129). Antisociality implies an attachment to absence,
shame, or destruction, and a radical passivity that offers us a way to embody a different femininity. A
radical understanding of passivity represents an antisocial solution to the dilemma of becoming a
woman, which reinforces the power of men in the gender binary — the female self will not speak, it is
a passive voice that belongs to the masochistic fantasy, and can become a transformative voice for
feminism. Thus, being the object of public cutting, stripping, and humiliation is a kind of performance

of resistance, immobility.

Elfriede Jelinek’s “lust” (Analyzing the Female Character)

From the very first sentence of the novel, the writer leads the readers to the everyday life, depicting
that widespread model of human life in which it isn’t easy to distinguish human beans from each other
— a gray and uniform world, full of false morality, false ideas, slavish expectations and human beans
without faces. “Their hideaways: Their fixed abodes. Where their friendly faces abide, and all that
distinguishes them is the one thing that’s always the same. In this position, they go to sleep. Indicating
their connections with the director, who, breathing, is their eternal father” (Jelinek, 2020, 1). Upon
reading this expository preface, we can feel that poverty threatens everything spiritual, sublime, and
human whatever may be a constituent part of the good beginning of the human race. It turns out that
in the earthly world, every ethnic group, every nation, and any social organism, in the bosom of various

historical, political, or cultural circumstances, has its leader as a director, a chief, or a noble. The

36



E ISSN 1512-3146 (online) International Journal ' . . .
ISSN 1987-9601 (print) of Multilingual Education https://multilingualeducation.openjournals.ge/

second paragraph of the very first page of the work also reveals that indiscriminateness, facelessness,
and “collective sameness” are such a large-scale and rapidly spreading disease that the roots of evil go
deeper than the consciousness distorted by economic hardship: “The children of the workers at the
paper mill: they might well recognize the world for what it is at six in the morning when they go to the
cowshed and suddenly become strangers terrible to the animals” (Jelinek, 2020, 3). Perhaps, teaching,
reading and analyzing this episode, with just this one sentence, many rhetorical questions can be asked,
for example, does the difference between animals and humans disappear in such an environment, or is
a person who has become an animal and resembles it the most terrifying animal in the world, or is it
even possible for a person, for whom “knowledge of the world” begins and ends with entering the
factory, to either forge an original identity in this environment or attempt self-knowledge? Against this
background of reality, the author introduces us to novel’s main character, Gerti, whose one-sentence
characterization of this and many other such characters is both the greatest tragedy, the irony of fate,
the fatal destiny, and the most incredible sadness of life. The narrator informs us that the woman who
is part of this environment and walks her child, “she alone is worth more than half the bodies around
here taken together” (Jelinek, 2020, 4). It is probably necessary to mark and remember this phrase,
because every time we get angry at this woman, get worried, start evaluating or rejecting her actions
in the process of reading or discussing the text, every time we try to separate ourselves from her, we
should remember that this woman, even taken separately, was more than all the others taken together,
those whom she allowed to trample on, and, precisely in such “undefined textual moments”, we should
ask the question on the border of the conscious and the unconscious — what is the authors point view,
that in such environment, characters like Gerti do not survive?

The woman has fluffy and beautifully combed hair. It turns out that her husband brought her from
town, and he heads a paper factory. Thus, the woman is alone in every way, cut off from the natural
toponym,; here she is entirely alien and “other”. Therefore, she is removed from her natural living space
and opportunities for self-development from the moment of marriage. She is deprived of the right to
realize her desires or interests and free choice, because now she is a wife and mother, adorned in
clothes and underwear bought by her husband, beautifully combed, groomed to match his interests.
Her main status as a dignity and advantage, distinguishing her from others, is crowned with a crown
of thorns — she is the director’s wife. A woman ensures family well-being and togetherness with her
life. A man has prolonged his existence thanks to this woman and gained a foothold in eternity. In turn,
a woman, the best material to be found, has continued herself in her child. From the very first pages of
the novel, Elfriede Jelinek reminds the world that, as a rule, a woman is a material used to warm others

and prolong life, alienated and sold, like a thing with multiple uses and many valuable properties,
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someone else’s property. From the passages depicting Sunday visits to the monastery church, we see
that not only is the institution of the family and the woman’s body desacralized and immersed in a
whirlpool of falsehood, but also the house of the Lord, because the image of the Savior presented in it
in the judgment seat is also an echo of endless obedience. The judgment presented to women is also
the road to Golgotha, where, like the crucified Christ, they must forever carry the family’s burden.
Instead of being a consolation, the face of the Savior is a reminder of the repentance and obedience
that women have to learn.

There is no longer a living space for women, because they are entirely alone, not only existentially,
in the context of a theological or mythopoetic vision, but also legally, physically. It is a spiritual
orphanhood and personal tragedy of all the women and mothers who have made being someone’s wife
and mother their sole purpose and identity. This is the logical conclusion and visible reality of those
women who began to seek peace, happiness, and refuge in others and could not find it in their bodies,
which is why they turned into “other”. The author describes the completely degraded form of family
life, human relationships, and the institution of the family, when a cozy home resembles a fortress with
a woman trapped inside, deprived of all rights, and a victim of psychological, physical, and sexual
violence. While reading the text, we realize how many types and forms of violence exist. It is essential
to understand that behind the horrific, vividly described scenes of violence, the text implies an even
more disgusting, total, desperate and dangerous form of violence witnessed by this woman from her
family members, from strangers, from the entire society, culture and religion in form of their
indifference, rejection and ignorance, and, perhaps, that is why the female body chooses the most deaf
and terrifying form of protest or self-preservation — complete silence, passivity, conformity and
emasculation. The author throws the female character into such a heayy and atrophied silence that she
even loses the right to overcome the liminal space and acquire a new identity, because women brought
to such a state, as a rule, can no longer experience metamorphosis. Like a mirror, a woman reflects the
behavior of those around her. She has never found comfort or a solution. No one asks a woman about
her real problems or situation; no one cares or shows interest. No one recognizes the woman, no one
acknowledges her, no one talks to her, the woman is in complete silence and denial — for society she
is the director’s wife, for her son — she is simply a mother who his father abuses, while for the husband
- the wife is only a source of satisfaction of his sexual desire, needs and fantasies, she is a sexual toy,
on which the aggressor covers up his complexes, compensates from his eternal shortcomings and
demonstrates his insignificant power. Every sexual act depicted in the text is a depiction of animal and
savage violence, with crude details, degrading metaphors of male and female genitalia, epithets, and

ironic comparisons — biting, choking, slapping, twisting, pulling of hair, and the violence sexual scenes.
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The woman’s reaction to any form of violence is unchanged — she is speechless, stiff, insensitive,
obedient to everything, submissive, without rights, and will. Elfriede Jelinek uses the example of an
ordinary family to illustrate the widening chasm in the national and cultural body, which has penetrated
every person’s home, heart, and mind, spreading darkness and silence everywhere. Moreover, woman
is controlled and forbidden to wear tights and even maintain genital hygiene, because a wife’s body
should belong only to her husband, not only should it be foreign, uninteresting, disgusting and
impenetrable to other men, but the woman herself should also lose the right to own her own body, so
that, beyond the consumer interests of her husband, a woman’s sexuality does not feel and does not
gain legitimacy. It is interesting to realize that a woman who walks her child with a graceful hairstyle
for others to see refuses to wear erotic lingerie made of expensive fabric, as if she is not missing the
only opportunity to avoid and reject an intimate relationship that is hateful to her. When does a woman
refuse a means of beautifying her body, especially something as intimate as underwear, only when she
is indifferent to the attractiveness of both a man and her own body, when a woman cannot feel the
freedom of her body, when a women’s autonomy is not recognized, when she’s not comfortable in her
own skin? When a woman loses the ability to feel desirable and enjoy the pleasure of sharing, when
she is an object, and refuses to own her essence. This is what happens when a husband resembles
inevitable death and a wife is a dying flower, when there is nothing in common and shared between
two souls.

The writer presents another bitter reality and reminds us that women who are victims of constant
violence find it more difficult to leave the role of victim than to give up their lives. Naturally, this is
also supported by the fact that these women cannot start an independent life, feed themselves and their
children, that, as a rule, they do not find shelter with anyone, and society, trapped in its shell of identical
or similar problems, is not interested in or bothered by their acceptance or help. However, along with
the above circumstances, it is also worth noting that the victim of violence often still looks for a
potential abuser and tries to find salvation, comfort and shelter in him. At the same time, it is important
to take into account the fact that people act according to their own life experience and, often, it seems
to us to be the only space, an acceptable and natural environment for everyone, in which we have lived
for years and beyond which we have not seen anything. The female character has not experienced any
other form of love, so it is not surprising that Gerti who has temporarily escaped domestic violence,
just to take a few sips of fresh air, who, having endured so many traumatic experiences alone, and
seems to be in agony and unconsciousness, willing to run away from her reality, is trying to replace
her husband model, in the form of an experienced, handy, carefree, young student — another abuser —

who, like her husband, is neither capable of loving this woman, nor of appreciating her, nor of saving
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and liberating her, nor of respecting and understanding her. Perhaps, the most painful thing is to admit
that a woman who accepts violence as a natural part of her existence loses the ability to feel dignity,
true freedom and happiness, and to recognize and appreciate a worthy, honest man with a healthy
relationship.

The woman’s dream of warmth and love remains unfulfilled. She decides to awaken and open up
the feelings suppressed for years with another unworthy man, because she entrusts him with her broken
soul, who does not know her value and worth, who does not have any desire or ability to fix her. The
scene, when Gerti, who run away from her home, was sitting in the student’s car is a kind of catharsis
for the woman, an unfulfilled metamorphosis, when the man, who has gone beyond the limits of
normality to talk to her about her feelings, again buries her in the abyss of carnal passions, shackles
her, and again suppresses her. The scene in the car shows that a woman is not allowed to be alone, to
be free, to be in her own skin, to be more than just an object of sexual desires. Otherwise, is she
recognizing her essence, then, she also recognizes the unworthy traitor and will not accept the captive
slavery as love. The reader sees a used and abandoned woman, doomed and loneliness, indifference
and rejection. The woman who has never felt love and care had difficulty distinguishing between love
and extreme arousal, between true, deed feelings and desire to be loved, to be trusted, to be recognized
and appreciated. We still see the woman who has been beaten, humiliated, scorned, and used up. By
touching the young body, the woman seems to be regaining her youth, trying to stop the flow of time
in her own body, and becoming a part of eternity. Beyond the mountains, the woman who had utterly
lost the ability to perceive and control her body finally collapsed when a young student and his friends
gang-raped her with their hands and tongues. The director’s wife, who had run away from home for
the third time and was kneeling at the door of a young student, saw no more women around her; the
shop assistants, the workers’ wives, her acquaintances, and the young student girls who had watched
her curiously, giggled, and mocked her the night before had disappeared. No one was by the woman’s
side; everyone had forgotten her, maybe, because, she was neither the first not the last. The end for
such women, who have nothing left to lose, is killing her child — a complete and utter fall and
degeneration, tearing out one’s essence, cutting it off, going against the laws of nature, cutting off from
everyone and everything, the most cruel sentence, self-punishment, and eternal revenge on abusers and

betray men by destroying their offspring.

Mikheil Javakhishvili’s Jaqos Dispossessed
At first glance, what could be similar or familiar between the character Gerti from Elfriede Jelinek’s

“Lust” and the character Margo from Mikheil Javakhishvili’s “Jaqo’s Dispossessed”, however, while
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reading the texts, we discover that both women are caught between two abusive men, one of whom is
the women’s husband, and the other a “Lover”. The novel’s main female character, Margo, meets her
future husband by chance in the editorial office. The institution of the family in this case is a committed
cohabitation of two people devoid of content, which, although in the case of Mikheil Javakhishvili, is
not based on sexual desire and insatiable need, however, it is still undermined, since it is only an
attempt to escape from monotony and boredom and unite with others. The young woman is Margarita
Kaplanishvili, of noble origin like Teimuraz, and an orphan. The woman looks pure and
straightforward, has refined taste, restrained speech, and is characterized by a sly avarice, but only
with black almond eyes. She has read Teimuraz’s published letters, does not seem stupid, and her
reasoning is pleasing to Teimuraz. All of the above was sufficient for the man to fall in love with the
woman and agree to marry her. Teimuraz did not physically or sexually abuse Margo; such a thought
and desire never even crossed his mind. Still, not all abusers are aggressors. Violence has many forms
and faces. Passive abusers, willingly or unwillingly, consciously or unconsciously, often abuse their
family members. Teimuraz also abused Margo by indifference, a lack of attention and care. It is true
that in Teimuraz’s etes, Margo is not a sexual toy, but Margo is also an addition to him, an integral
part of his home. Teimuraz Khevistavi also cannot see and cannot recognize Margo as a woman and
as a person; he also makes a woman live in loneliness and silence. Hence, this is also violence, but
passive, it’s like a moral and psychological poison which makes woman to lose her identity and
collapse. That is why Margo tried to replace her husband’s indifference with entertainment — she
dressed well and often left the house; sometimes she went to visit, usually she hosted, but somehow,
she covered up the sadness, boredom, and pain is silence and rejection. Finally, the woman got tired
of entertaining herself and, depressed, returned to her reality, accepted it, and came to terms with it.
As a form of adaptation, she chose to sleep for 15 hours a day, as if her body refused to wake up and
return to reality, as if even through sleep, she tried to distract herself, be silent, and create her own
space in another world — she chooses a deep sleep as a form of nonexistence. Margo could not hide
herself in everyday affairs; she did not have a child, and three or four caretakers and servants did
everything for her, so Margo felt completely empty and useless, and all day long, walked around six
rooms idly. Margo sometimes tries to seduce her husband. She dances, sings in front of Teimuraz,
hugs and kisses him to feel her existence and to be noticed and loved.

Margo’s relationship did not begin with contempt and hatred (unlike Gerti); she loves her husband
in her way, and she is used to it because fate has chosen him as her husband, and she should experience
happiness with him. Margo tries to please her husband; she wants to be close to him. She demands

warmth and love from Teimuraz, because she is not visibly and humiliated, she is not beaten, she is

41



Manana Nizharadze, Shadow Feminism in Elfriede Jelinek’s “Lust” (Comparative #26-3, 2025
reading and analysis of Mikheil Javakhishvili’s “Jaqo’s Dispossessed”) pp. 25-45

not forced into sexual intercourse, therefore, she cannot perceive herself as a victim, thus she cannot
realize the terrible consequences of silence and indifference, which, sooner or later, will manifest itself
with all its might. Times changed, and Teimuraz could not adapt to the new times; he could not get a
job or find his place anywhere. Margo, who had been raised in a free environment and knew nothing
of hardship, at first endured and got used to the difficulties and poverty, but as time went on, she began
to ridicule, scorn, and despise him. At that very moment, Teimuraz’s former serf, Jaqo JivaShvili,
appeared at their door. His two wives had already died, and now he has a third one. He had so driven
Teimuraz out of his ancestral homeland that, having escaped from serfdom, he became the owner of
his former master’s estate. He deceitfully appropriated all of Teimuraz’s property and invited the now
impoverished Teimuraz and his wife, Margo, as guests. The husband did not listen to his wife’s
premonitions, did not consider the danger, and led himself to moral degradation. The husband entrusted
his wife to Jaqo and Jaqo raped Margo. “He laid her down like a heavy bear, crushed her... He trampled
her mercilessly, breaking her arms and legs” (Javakhishvili, 2023, 66), threatening to strangle her,
covering her mouth with one hand and holding her neck with the other, biting her shoulder, tearing her
dress. After the first violence, Margo, beaten and soiled, cried loudly and yearned for impossible
revenge in her heart. The second time, she could no longer scream and fight, so she moaned pitifully,
and the third time, the woman’s body felt pleasure.

In the bedroom reserved for Teimuraz and Margo, he sleeps so soundly, so deep, that he doesn’t
even notice the sexual assault on his wife lying next to him the fall of a woman must be monstrous by
her environment, it must be placed between two extremes and two ugliness, so that it becomes difficult
for us to distinguish between the uglier and the more guilty. Such an environment should transform a
woman into a victim, should corrupt her with false ideas and illusions, so that not only herself, but
even the reader should consider the woman guilty, and should begin to discuss the morality or
immorality of a woman. Left completely alone with her misfortune, rejected by everyone, trampled by
the indifference and inaction of those around her, victimized by the ignorance of her existence, all
alternatives must be eliminated in the woman’s imagination; no other life must exist for women like
her.

There are repetitive actions and situations in the scenes of sexual intercourse and violence. The man
(Jaqo) quickly satisfies his animal instinct and greedily takes possession of the woman’s body several
times (like the director in Elfriede Jelinek’s “Lust”). The action always takes place in the dark because
the consciousness of a woman in a traumatized state is blurred; her willpower is broken and subdued,
as for women in such a state, their essence, value, meaning, and future are uncertain and shrouded in

darkness. The narrator tells us that Margo never even considered betraying her husband, but what
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should she do, or who would protect her, trapped in the arms of a wild beast, in an animal, and a bear?
The woman is embarrassed and ashamed of becoming Jaqo’s lover; she feels sorry and heartbroken
for her husband. Jaqo treats relatives, servants, peasants, and women as goods, only out of consumer
interest. The only difference is that, at the beginning, Margo like a new toy for Jago, whom a man will
first make queen, promising wealth, love and care, then, like other wives, will treat her as a servant.
Teimuraz could not take revenge even when he saw his wife and Jago naked in bed, nor did he do
anything when Jago married Margo as his fourth wife, nor could he kill Jaqo, nor could he leave his
homeland and start a new life, nor could he save her wife. Therefore, Teimuraz offered his ex-wife
brotherhood and attended her wedding ceremony. This cohabitation could not last long in the woman’s
life either, because after a few months had passed, Teimuraz, who had supposedly gone searching for
a new life, returned and discovered Margo, thin and yellow as a sick person, dressed in a torn dress,
beaten on the shoulder, bent over from carrying heavy sacks. Margo had nowhere to go and nobody to

return to, because like Elfriede Jelinek’s character Gerti, she had lost herself and the meaning of life.

Conclusion

As a summary of the discussion presented in the paper, we note that in teaching literature and reading
literary texts, in the context of modern theoretical models adapted to literature, against the background
of the comparative analysis, Within the framework of an attempt to read key episodes and female
characters interpretatively, we can apply the main characteristics of one of the interesting versions of
feminist theory proposed by Jack Halberstam, “Shadow Feminism,” to both Elfriede Jelinek’s female
character from the novel “Lust” and Mikheil Javakhishvili’s female character from the novel “Jaqo's
Dispossessed.” Both characters exhibit the main characteristics of “Shadow Feminism”, such as: denial
and forgetting of one’s own essence, identity, personal desires and freedom of expression; complete
despair; self-destruction (destructive action) and masochism; complete alienation and anti-socialism;
silence and obedience; the function of the speechless and frozen female body as a fixation in a closed
system of universal obedience and male aggression; anti-sociality as a symbol of absence, shame or
attachment to destruction and radical passivity; masochism as an unsuccessful attempt to suppress the
death instinct - destabilization of libido energies through the denial of manifested free will and the
disintegration of the personality; adaptation and passivity as a result of fascist nationalism and the
colonized past (Soviet past) - an allegorical symbol of the rejection of the traumatic past; scenes of
violence against women by male characters as an imitation of conscious or unconscious misogyny,
fascist ethos and national nihilism; also, misogyny as an extreme form of domestic violence and

sexism, marginalization of women, discrimination, their humiliation, devaluation, violation of rights,
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consideration as sexual objects, physical, psychological, and sexual violence.

We want to add that in this regard, it would also be interesting to discuss the novel "Soviet Milk"
by the modern Latvian writer Nora Ikstena, which, along with the metaphorically depicted rather
painful issues of women's faces, women's voices, and women's writing, shows that a mother who
refuses to feed her newborn child, with this act, echoes the faces of countless women living in a
totalitarian regime and symbolically depicts a woman's desperate attempt to under no circumstances
pass on her terrible history, traumatic experience, the toxicity and violence surrounding her to her child
and not to poison the child in the still unconscious phase with the legacy of traumatic memory and to
leave something inviolable, free and sacred in a completely desacralized, false, hypocritical and filthy
reality, in the form of the pure consciousness of the next generation. Also, in the process of reading
and teaching such literary texts, it would be interesting to draw parallels with modern cinematic
examples, such as, for instance, Halina Reijn's film "Babygirl”, in which the crude, naturalistic nudity
and erotic scenes depicted are a satire on power, stigmas, double standards and roles created by society
or culture, norms and models of moral and immoral behavior. The film parodies the standard image of
a strong, prosperous, and, at the same time, a family woman, as well as scopophilia and domination in
general. However, this is a topic for discussion at another time and goes beyond the scope of this
article.

Thus, in terms of introducing and analyzing topics related to gender, sexual, psychological, and
self-identification crises, which are always interesting and relevant for modern students and readers,
we consider it critical to provide opportunities for different teaching and diverse interpretive reading
of the works of Georgian writers, including comparative analysis of their work with texts by

contemporary foreign authors and discussion in the light of the latest theories.
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ABSTRACT

The present study investigated the beliefs English as a Foreign Language (EFL) 9" grade learners
(n=166) and teachers (n=5) hold about scaffolded and unscaffolded corrective feedback (CF).
Participants completed a Likert-scale questionnaire that dealt with the necessity, frequency and
timing of error correction, types of errors and their correction, effectiveness of CF strategies and
who was responsible for the CF. Results indicate that both learners and teachers value CF, though
learners prefer immediate correction while teachers favor feedback after the learner’s turn. Both
groups prioritize correcting communication-hindering and grammar- or vocabulary-related errors.
Learners perceive explicit corrections and recasts as the most effective strategies, whereas teachers
favor recasts and prompts. Learners regard the teacher as the main source of CF, followed by self-
correction, while teachers opt for promoting self-correction, but also provide CF themselves and
resort to peer feedback. These findings are discussed in light of the distinction between scaffolded
and unscaffolded CF, highlighting areas of convergence and divergence between learners’ and
teachers’ beliefs and their implications for promoting learner development within the Zone of
Proximal Development.

Keywords: English as a Foreign Language (EFL), corrective feedback (CF), beliefs, 3" cycle
learners.

Introduction

In the framework of the Sociocultural Theory (Lantolf, 2000; 2006; Lantolf & Thorne, 2007), the value
of corrective feedback (CF) lies in the opportunities it provides for scaffolding, since it is through this
collaborative process that feedback can foster learners’ interlanguage growth and ability (Aljaafren &
Lantolf, 1994). The social and dialogic nature of interaction (Nassaji & Swain, 2000) are central to
this theory, as language learning is regarded as a process that takes place within a social environment
(Lantolf & Thorne, 2007). Therefore, CF is not understood solely as strategies to correct learners’
errors, but as “dialogic endeavor” (Nassaji, 2021: 87) in which teacher and learner interact and the
former tries to assist the latter in achieving what he or she would struggle to achieve without help. CF
is, thus, according to the Sociocultural Theory, a process which is entrenched and affected by the social

context in which the learning takes place, which means that to truly understand how CF works and
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how it can help learners, several other aspects such as the teacher, other learners and the educational
context must be taken into account.

According to the Sociocultural Theory, it is this interaction between the learner and the teacher
as someone who has superior skills in the L2 that enables the learner to use his or her linguistic
knowledge to improve his or her skills in the L2. However, this interaction must take place within the
Zone of Proximal Development (ZPD), a crucial notion in the theory, which Vygotsky (1978) defines
as the distance between what learners can do on their own and what they require assistance with.

This is where scaffolding comes into play, as a type of assistance that is appropriate to the
learner in the sense that it is negotiated within the learner’s ZPD. The notion has been interpreted in
different ways, for example by Donato (1994: 40), as the process in which “a knowledgeable
participant creates, by means of speech, supportive conditions in which the novice can participate in,
and extend current skills and knowledge to higher levels of competence”.

In this context, the dynamics of the interaction in CF may create opportunities to promote the
learner’s autonomy and progressive mastery of the TL. Effective CF is, in the scope of the
Sociocultural Theory, scaffolded CF, meaning that teachers should consider learners’ developmental
readiness. It should be progressive and contingent in nature (Aljaafreh & Lantolf, 1994): progressive,
meaning that it starts with a less direct form of assistance and becomes more direct if need be; and
contingent, because it should give the learner the chance to adopt an active role. This is achieved by
encouraging self-correction and bearing in mind that as they further develop their skills, learners will
need less scaffolding to use particular aspects of the TL in a correct way.

CF, defined as “responses to learner utterances containing an error” (Ellis, 2006, p. 28), is an
everyday practice for language teachers. In each lesson, learners produce erroneous spoken output and
teachers have to make an instant decision about whether to correct the error, when to do so, which
errors to prioritize, how to correct them and who should correct. Second Language Acquisition (SLA)
research has shown strong support for the effectiveness of CF (Lyster et al., 2013; Pawlak, 2014), and
teacher guides have extensively addressed the issue of error correction, although there is still a degree
of caution regarding its implementation. Teachers themselves often fear they may be correcting too
much or in a less subtle way, or breaking the communicative flow. This is, therefore, an area of interest
for both language teachers and L2 acquisition researchers, and studies on the topic may contribute to
bridge the gap between theory and practice.

By observing teacher-student interaction in French immersion classrooms, Lyster & Ranta
(1997) identified six CF types that have been largely used by researchers to refer to the ways in which
feedback can be provided:
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(i) explicit correction, when the teacher overtly supplies the correct form, making clear that an
error has occurred:
St: Last weekend | go to the cinema with my friends.
T: You should say “I went to the cinema with my friends.”
(ii) recast, when the teacher reformulates the learner’s utterance, correcting the error:
St: Last weekend I go to the cinema with my friends.
T: Oh, you went to the cinema with your friends.

(iii) clarification request, i.e., an indication by the teacher that the learner needs to repeat or
reformulate his or her utterance:

St: Last weekend I go to the cinema with my friends.
T: Pardon? Can you repeat?

(iv) metalinguistic feedback, when the teacher comments on the student’s utterance, relying on
grammatical terminology so as to make him or her aware of the error and thus promoting self-
correction:

St: Last weekend | go to the cinema with my friends.
T: What happens to the verb if you 're talking about the past?

(v) elicitation, when the teacher directly asks the learner to self-correct, either by asking a
question, by leading the student to complete their own sentence or by asking for a reformulation:

St: Last weekend | go to the cinema with my friends.
T: Last weekend, I...

(vi) repetition, when the teacher repeats the erroneous utterance, often emphasizing the error
by adjusting intonation:

St: Last weekend I go to the cinema with my friends.
T:1g0?

The six CF types were later classified into two categories: reformulations and prompts (Ranta
& Lyster, 2007). The former category includes recasts and explicit corrections since they provide
learners with target reformulations of their erroneous utterance; the latter includes clarification
requests, metalinguistic clues, elicitations and repetitions. Therefore, the reformulations category
consists in unscaffolded CF, since these strategies directly provide the correct form instead of
prompting the learner to produce it. On the other hand, the prompts category entails scaffolded CF,
since the different moves guide the learner to notice the error, offer cues, or require the learner to

modify their output so as to attempt self-correction.
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Literature Review

Research has shown strong support for the effectiveness of CF in foreign language learning (Lyster et
al., 2013; Pawlak, 2014) and it has established itself as a key component in form-focused instruction.
According to several metanalyses (e.g. Li, 2010; Lyster et al., 2013), classroom-based studies
consistently confirm that providing oral CF is significantly more effective than providing no CF.
Additionally, learners receiving CF in the form of prompts (clarification request, metalinguistic
feedback, elicitation, repetition) or explicit correction tend to show more gains on some measures when
compared to learners receiving recasts.

However, the results are varied. As the body of research has accumulated, it has become evident
that CF and its effect on acquisition is mediated by different factors, such as the nature of the target
feature, the instructional context and individual factors. For example, the effectiveness of CF may
depend upon learners’ receptivity to the CF (Sheen, 2007), and mismatches between learners’ and
teachers’ beliefs may play a role in the process. Beliefs about CF refer to the opinions and attitudes
learners and teachers hold about how useful CF can be and how it can be implemented in the classroom,
and have been recognized as a relevant factor in the learning process in terms of learner motivation
and learner achievement (e.g. Dornyei, 2005; Tanaka, 2004). Several studies have concluded that
learners wish to be corrected more often than teachers deem necessary (e.g. Ancker, 2000; Schulz,
2001). For example, in relation to the question of whether teachers should correct every error learners
make, 76% of ESL students answered “yes”, as opposed to only 25% of teachers in Ancker’s (2000)
study, which investigated teachers and students’ perceptions in 15 countries during a period of 4 years.
The study involved EFL learners of different age groups. The most frequent reason for wishing to be
corrected constantly given by learners was the importance of speaking English accurately, whereas
teachers feared the negative impact of CF on students’ motivation.

Therefore, teachers opt not to correct all mistakes (e.g. Lasagabaster & Sierra, 2005), instead
using delayed correction (e.g. Tomczyk, 2013) or implicit CF-strategies such as recasts (e.g. Bell,
2005). For example, Park (2010), who investigated the beliefs of 160 low-intermediate to advanced
ESL learners and 18 ESL teachers about oral CF, reported that 52% (M=3.43) of students agreed with
immediate correction even if it interrupted their speech, whereas only 11% (M=2.33) of teachers gave
the same answer. The student participants in Lee (2013), who investigated advanced-level ESL
learners’ (n=60) beliefs, also stated they would like the most frequent errors in their oral production to
be corrected all the time (M=4.42).

In her study, which involved 457 post-secondary FL teachers, Bell (2005) found that 80% of

the participants considered that “the effective foreign language teacher uses recasts as a preferred
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method of corrective feedback” (p.263), and Lee (2013) found a mean score of 4.43 out of 5 of learners
who preferred the teacher to tell them what the error was and provide the correct form immediately.
Scores for explicit correction and recast were considerably higher than those for prompts, which seems
to indicate that the learners that took part in the study wanted to be provided with the correct form,
either implicitly or explicitly. Similarly, 64% of learners in Park’s study (2010) rated explicit
correction as “effective” or “very effective” and it was the favourite strategy in the correction of all
types of error (grammatical, phonological and lexical) among 258 EFL learners in the study conducted
by Fadilah et al., (2017). Roothooft & Breeze (2016) investigated the opinions of 395 learners (282
secondary school students and 113 adult students) and 46 teachers (half employed at secondary
schools, half working at private language academies). The researchers found that students rated explicit
correction more positively than their teachers, as more than 70% of students found it “effective” or
“very effective”, whereas only about 20% of teachers shared their opinion.

Regarding the question of who should be responsible for the provision of CF, Park (2010)
found that 91% of learners and 94% of teachers agree or strongly agree that the teacher should correct
students’ errors. Self-correction also seemed to be valued by the participants in this study (71% of
learners and 89% of teachers agreed or strongly agreed), although opinions were divided regarding
peer-correction (46% of learners and 44% of teachers strongly agreed or agreed). Although there is
scant attention in the literature concerning teachers’ beliefs about who should do the correcting, the
student teacher participants (n=55) in Agudo’s study (2014) did not show strong support for peer
correction, with only 33% stating that it was more effective than teacher correction and 37% stating
that it caused less anxiety than teacher correction. The teachers in this study believed in the value of
self-correction — 78% agreed that learners should be prompted to self-correct.

The present study investigates EFL learners and teachers’ beliefs about oral CF. There are
various reasons why this research is important. Firstly, the success of CF may be mediated by
preferences and expectations about its frequency, timing, the corrective strategy used, and who does
the correcting, as well as the specific errors being addressed. Secondly, examining the beliefs of both
learners and teachers enables us to identify disparities that may significantly affect students’
motivation to learn the language. Finally, understanding these beliefs provides essential insights into
whether students and teachers’ perceptions align with research outcomes regarding the effectiveness
of CF. With these considerations in mind, the current study addressed the following research question:

Are there any differences between teachers’ and students’ perceptions of CF practices as far

as frequency, timing, type of error, corrective strategy and who provides correction are concerned?
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Methodology
Research Context and Participants
Seven classes of 9™ Grade students (n=166) and their teachers (n=5) took part in the study, which took
place in a state school in the Setdbal district. Eighty-four male students (51%) and eighty-two female
students (49%) participated in the study. The average age of the students was fourteen years old and,
for the majority (96%), their L1 was Portuguese. Most of the students (76%) reported that they had
been learning English for more than 6 years or between 4 and 6 years (24%), which suggests that they
started English lessons in primary school. Besides English, all the participants reported learning French
as an FL. 5% were also learning Spanish and 5% another FL. Lessons followed the curricular
guidelines provided by the Portuguese Ministry of Education (Direcdo Geral da Educacdo, 2018).
Students had 135 minutes of English lessons per week, divided between one 90-minute lesson and one
45-minute lesson. As awhole, the classes could be said to represent an intermediate level of proficiency
in English, or B1, according to the Common European Framework of Reference for Languages (2020),
although they also comprised of quite a few students who could be placed either above or below this
proficiency level.

The five participating teachers were experienced EFL professionals who had taught English
for eleven to thirty years, mainly in a state school context. All the teacher participants also taught

another FL: three German, and two French.

Design and Procedure

Two questionnaires were designed to explore learners’ and teachers’ beliefs in relation to CF — one
with twenty-five closed questions for learners (Appendix A) and another with thirty-two closed
questions for teachers (Appendix B). Both employed a Likert-scale and included an open-ended field
called “Observations”. In the first section, the questionnaire items were organized into five categories:
necessity and frequency of error correction (i.e., should oral mistakes always, sometimes or never be
corrected?); timing of error correction (i.e., as soon as the error occurs even if it interrupts the student’s
speaking, after the student finishes speaking, after the activity, at the end of class, in a lesson devoted
to addressing the most frequent errors); types of errors (i.e., errors that interfere with communication,
errors that do not interfere with communication, frequent errors, grammar, vocabulary and
pronunciation errors) and their correction; effectiveness of CF strategies (no correction, explicit
correction, recast, prompts) and who corrects (the teacher, classmates, students themselves). In the first
and second categories — necessity and frequency of error correction, and timing of error correction —

students and teachers were asked to rate each item on a 6-point scale, from “strongly disagree” to
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“strongly agree”. As for the third, types of errors, a 5-point scale was used, from “never” to “always”.
The effectiveness of CF strategies, the fourth category, was rated by participants on a 4-point scale,
from “very ineffective” to “very effective”. The teachers’ questionnaire included an additional
category in which they were asked to rate on a 5-point scale, from “never” to “always”, how often they
use each strategy in their teaching practice. Finally, in the last category, which investigated opinions
on who should be responsible for the provision of CF, participants’ degree of agreement was rated on
a 6-point scale, from “strongly disagree” to “strongly agree”. Examples were given to guide learners’
and teacher’s answers. The second section of the questionnaire collected participants’ demographic
information: gender, native language, length of English learning/ teaching and other languages
mastered/ studied.

The questionnaire was informally piloted with a group of 9"-grade students and administered
to students and teachers face-to-face. They were informed that the survey was anonymous and their
participation voluntary. The participants were asked to read the general instructions, which gave some
insight about the general aim of the study, and filled in the questionnaire in approximately twenty

minutes.

Results and Discussion

Necessity and frequency of error correction

In the first category of the questionnaire, learners and teachers were asked to rate three statements to
answer the question “Should oral errors be corrected?”. As shown in Figure 1, on a 5-point scale, the
learners’ mean rating for the statement “I like my English teacher to always correct my errors” was
4.20. No students strongly agreed and only one student agreed with the statement “I think the English

teacher should never correct my errors” (M=1.42).

1. Should oral errors be corrected?

Never 1.3. -
sometimes 1.2. |
I e ——————————————

1 2 3 4 5

Disagree Agree

Figure 1. Students' mean responses on the necessity and frequency of error correction (N=166)
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Their teachers also recognized the importance of oral CF, despite being somewhat more
cautious regarding how often it should be provided. As shown in Figure 2, the mean score for the
statement “Students’ errors should always be corrected” was 3.20. For the other two statements
included in this category, “Students’ errors should sometimes be corrected” and “Students’ errors

should never be corrected”, a mean of 3.60 and 1.40 was found, respectively.

1. Should oral errors be corrected?

Disagree Agree

Figure 2. Teachers' mean responses on the necessity and frequency of error correction (N=5)

As far as the necessity and frequency of CF is concerned, the results suggest that the learners
that participated in this study strongly believe in the importance of CF and express a wish to have their
oral errors systematically corrected by their teachers. These results are in line with previous studies
that showed that language learners acknowledge the usefulness of CF and expect to be corrected (e.g.
Ancker, 2000; Brown, 2009; Park, 2010; Schulz, 2001).

Results suggest that the necessity for error correction is perceived more strongly by students
than by their teachers, although both seem to agree on the usefulness of CF. Several comments left by
students in an open question at the end of the questionnaire called “Observagdes” (Observations)
confirm that there was a general wish among students to be corrected as often as possible:

Errors should always be corrected.

Teachers should always correct errors so that students don’t make them again and to facilitate

language learning.

| want to be corrected in order to improve and learn more.

I love English and would like the teacher to correct me as much as possible so that | can speak

English fluently.

In my opinion errors should always be corrected, because if no one corrects them and we don’t

realize we made a mistake, we will keep doing it and that’s not good.

As shown in the examples above, taken from the students’ questionnaires, three students use
the word “always”, another the phrase “as much as possible” and another student clearly stated her
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wish to be corrected. Three students referred to the importance they believe oral correction has in their
learning or in achieving fluency and another student considered that CF plays a role in preventing the
occurrence of future errors.

Loewen et al., (2009), for example, found that FL learners relied on learning grammar rules
and, when compared to second language (SL) learners, had fewer opportunities to use the target
language (TL) outside the classroom context, which might promote a favorable attitude toward
grammar and CF. The students participating in our study were not immersed in the TL and the
opportunities to use English in authentic communication were limited, which might contribute to their
wish to receive constant correction.

The participating teachers also showed positive beliefs towards CF, despite being more
cautious regarding the frequency of its provision:

Corrective feedback is important, but we must take into account the balance between the need

to correct oral errors and the encouragement to practice oral fluency.

The teacher must take into account the group in question. Constantly correcting students

individually in front of the class in beginners' classes may discourage students from

participating. In the intermediate level classes, from my experience, the students seem to be
more comfortable with corrections and these can be an important contribution to the
improvement of oral production.

These comments show that, while teachers also regard CF as a useful tool, they are aware that
its positive impact is mediated by several factors. The participating teachers highlight the importance
of correcting while also maintaining a classroom environment that motivates students to participate
orally. Another relevant factor mentioned in the comments section is that CF provision is necessarily
different according to the students’ proficiency level. The comments written by the participating
teachers are illustrative of the several decisions a teacher has to make as far as the correction of

students’ mistakes is concerned.

Timing of error correction

The second category is related to the timing of error correction and it includes 5 statements to be rated
by the participants. The learners’ and teachers’ mean responses regarding the timing of CF are shown
in Figure 3 and 4, respectively. “As soon as the student stops speaking” has the highest mean among
students, 3.71, followed by “As soon as they occur”, with 3.31. “At the end of the lesson” received the
lowest mean score from students (M=1.80). Their teachers believe that the most fitting time for the

provision of CF was either “As soon as the student stops speaking”, with a mean of 3.40, or “At the
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end of the activity”, also with a mean of 3.40. In contrast to their students, teachers did not favor the

option of correcting the errors “As soon as they occur” (M=2.20). The option of correcting “In a

specific lesson” is the least popular among the teachers in this study (M=2.00).

In a specific lesson

2. When should oral errors be corrected?

25. ‘

At the end of the lesson 2.4.
At the end of the activity 2.3.
As soon as the student stops speaking 2.2.

As soon as they occur 2.1

1 2 3 4 5

Disagree

Agree

Figure 3. Students’ mean responses on the timing of error correction (N= 166)

2. When should oral errors be corrected?

In a specific lesson 2.5.

At the end of the lesson 2.4.

At the end of the activity 2.3.

As soon as the student stops speaking 2.2.

As soon as they occur  2.1.

1 2

Disagree

4 5
Agree

Figure 4. Teachers' mean responses on the timing of error correction (N=5)

Regarding the timing of CF, the students that participated in this study regarded immediate

correction as a positive practice, believing that their errors should be corrected either at the end of their

turn or even as soon as the error was made. The same pattern was found by Davis (2003), Park (2010)

and Tasdemir & Arslan (2018), for example. These perceptions can also be found in some statements

that the students noted in the questionnaire:
| think that spoken errors should be immediately corrected so that in the next exercise we don’t

make the same mistakes.

In short, | think that when students make oral errors the teacher should correct them when the

student finishes speaking so as not to disturb and interrupt the student, but correcting the student

so that he or she can try to correct them next time.

The teachers in this study approach the question of CF timing with care, being less certain of the

option of correcting errors as soon as they occur. Being more aware of the diverse aspects that are

involved in classroom interaction, in particular of the role affective factors play, teachers may fear that
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constant correction of every error may inhibit learners or hinder communication. Several teacher
guides advise teachers to deal with immediate and constant correction with caution (e.g. Edge, 1989;
Harmer, 2007; Hedge, 2000; Scrivener, 2005), for the same reasons, particularly if the context is a
communicative activity, as opposed to an activity which aims at developing accuracy. The advice on
the topic given in teacher guides may be one of the factors that help shape teachers’ CF responses
(Ellis, 2017). Furthermore, teachers’ beliefs about CF may have their origin in their experiences as
trainee teachers, during in-service training or in the classroom context (Borg, 2011).

In line with the recommendations found in teacher guides, the teachers that participated in the
study prefer correcting at the end of the student’s turn or at the end of the activity. This may be a way
of encouraging oral participation in the classroom, making the learner feel at ease to express his or her
own ideas freely, without feeling judged. This particular aspect was addressed by two of the
participating teachers in the “Observations” section of the questionnaire:

It seems important to me to be careful not to interrupt the student in the middle of a sentence,
so that the correction does not become counterproductive. However, we should also not wait
too long before correcting, otherwise the student will no longer be able to associate the correct
form with the error.

Usually, I prefer to wait until the student has finished speaking, so that he or she does not forget
what he or she is going to say and feels that there is enough space to practice speaking.

Types of errors

The statements in the third category asked learners and teachers about the frequency with which
different types of errors should be corrected. As shown in Figure 5, all error types received quite high
mean scores among students, especially grammar (M=4.58) and vocabulary (M=4.58) mistakes,
followed by errors that interfere with communication (M=4.37). The lowest mean score among
students was found in the responses to question 3.2. “Errors that do not interfere with communication”,
but students still believed that CF should be provided for these mistakes (M=3.36).

3. How often should the following errors be corrected?

Pronunciation errors 3.6.

Vocabularyerrors 3.5.

Grammar errors 3.4

Frequent errors 33

Errors that do not interferewith mmmunication 3.2

Errors that interfe re with ommuniction 3.1

1 2 3

4 5
Never Always

Figure 5. Students' mean responses on the correction of different types of errors (N=166)
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The mean scores for the teachers’ answers regarding how often different types of errors should
be corrected are shown in Figure 6. In the teachers’ opinion, errors that interfere with communication
should always be corrected (M=5), and high means were also found for grammar (M=4.20) and
vocabulary (M=4.20) errors. Similar to students, teachers consider that errors that do not interfere with
communication should be given less priority in the frequency of oral CF, but that correction should,

nevertheless, be provided to a considerable extent (M=3.40).

3. How often should the following errors be corrected?

Pronunciation errors 36.

Vocabularyerrors 35,

Grammar errors 34.

Frquent errors 33.

Erras that do not interfere with communication 32,

Errars that interfere with communication 3 1.

1 2 3 4 5
Never Always

Figure 6. Teachers' mean responses on the correction of different types of errors (N=5)

When asked about correction of different types of errors, students and teachers agreed that errors
that interfere with communication should always be corrected. Although information regarding the
desired correction by students and teachers of different types of errors is scarce in the literature, the
same pattern was found by Park (2010).

All grammar and vocabulary errors should also be corrected at all times, in the students’ opinion.
However, teachers believe that those errors that hinder communication should be given priority. These
results reveal that although teachers do not treat all the errors that occur, they consistently provide CF
on errors that cause misunderstanding. As discussed in section 3.1., teachers must strike a balance
between offering CF and promoting oral production and interaction while also managing time
constraints in classes. Jean & Simard (2011) also found that, when looking at types of errors, errors
which impede communication were also thought to be more important than grammar errors by the
participating teachers.

The results, particularly those of the students, corroborate the stated wish to be corrected all the

time. One of the comments left by the students in the questionnaire clearly expresses this opinion:
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In conclusion, | think it is essential for the teacher to correct our mistakes regardless of the type

of mistake.

This contrasts, for example, with the results found by Jean & Simard (2011), as half of the
participating learners in their study estimated that oral errors should be corrected only when they
interfere with communication.

Another comment written by one of the students in the present study reinforces the perceived
importance of error correction. The learner makes reference to two types of errors he or she considers
particularly worthy of correction, and presents an argument in favor of immediate correction, which,
as discussed above, is generally approved by the students:

Any type of error should be corrected immediately, otherwise it doesn't have as much effect and

the student forgets about it. Grammatical and pronunciation errors, which are the most common,

are the errors that should be given the most attention.

Interestingly, in his own words, this student refers to the importance of not delaying a
correction, fearing such CF may lack effectiveness. This relates to the concept of “window of
opportunity” (Doughty, 2001), according to which immediate CF prompts leaners to carry out a
cognitive comparison between their output and the TL form, which may promote the development of

linguistic competence.

Effectiveness of CF strategies
The fourth category in the questionnaire aimed at investigating learners’ and teachers’ beliefs on the
effectiveness of different CF strategies. An example of a classroom interaction between a student and
a teacher was used (cf. Appendix A and B) to illustrate the different reactions that the teacher can have
to astudent’s oral error: (4.1.) no CF; (4.2.) explicit correction; (4.3.) recast; (4.4.) clarification request;
(4.5.) metalinguistic feedback; (4.6.) elicitation; or (4.7.) repetition.

Figure 7 illustrates the mean responses of students as far as the CF types are concerned. Explicit
correction (M=4.33) had the highest mean score among students, followed by recasts (M=3.86).
Regarding prompts, clarification requests had a mean of 3.46, metalinguistic feedback 3.17, elicitation

3.11 and repetition 2.83. No CF provision had the lowest mean score among learners (M=1.39).
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4. How should oral errors be corrected?

Prompt: Repetition 4.7.

Prompt: Elicitation 4.6.

Prompt: Met. Feedba ck 4.5.

Prompt: Clar. Request 44.

Recast 4.3.

Explicit Corection 4.2

No Cerrectiond 1. -
1 2 3 4 5
Very Very
ineffective effective

Figure 7. Students’ mean responses on the effectiveness of different CF strategies (N=166)

As far as the teachers were concerned, recast and prompts in the form of metalinguistic

feedback had the highest mean score, 3.60, followed by prompts in the form of elicitation (M=3.40).
No correction also had the lowest mean score among teachers (M=1.40), but it was followed by explicit
correction (M=2.40), which shows a contrast between the teachers’ and the students’ beliefs. Figure 8

shows the mean responses of the teachers regarding effectiveness of the CF strategies.

4. How should oral errors be corrected?

Prompt: Repetition 4.7.

Prompt: Hictation 4.6.

Prompt: Met. Feedbadk 4.5.

Prompt: Oar. Request 4.4

Recast43.

Explicit Correction 4.2,

No correction 4.1. -
1 2 3 4 5
Very Very
ineffective effective

Figure 8. Teachers' mean responses on the effectiveness of different CF strategies (N=5)

When asked how often they used each CF strategy in their lessons, as illustrated in Figure 9,
the teachers answered that they relied preferably on the prompt strategies of metalinguistic feedback
(M=3.60) and elicitation (M=3.60) and on the recast (M=3.40). Not providing a correction was the
option the teachers stated they used least often in the classroom (M=2.00), followed by explicit
correction (M=2.40).
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5. In your teaching pratice, how often do you
use each oral corrective feedback strategies?

5.7. I
5.6 I ——
5.5. I ——
5.4. I
5.3. I —
5.2. I
5.1
1 2 3 4 5
Very Very
ineffective effective

Figure 9. Teachers' mean responses on the frequency of provision of the different CF strategies (N=5)

Regarding the perceived effectiveness of the different CF strategies, not surprisingly, students
and teachers agree that no correction is the least effective action. As for CF strategies, opinions diverge.
For example, explicit correction is the students’ favorite strategy, but it is at the same time the one
least favored by the teachers. This is a strategy which makes it clear that an error has occurred and
provides the correct form. Although there has been little research on students’ favorite CF types, other
studies also found that explicit correction is perceived as very effective by learners, though
unscaffolded (e.g. Lee, 2013; Park, 2010; Roothooft & Breeze, 2016).

The possibility exists that the students’ opinions may be influenced by the grammar-based
instruction that is still prevalent in some EFL classrooms, in which achieving grammatical accuracy is
one of the main goals. The participants’ previous educational experiences may also play a role as a
mediating factor on their beliefs about CF and grammar instruction (see Loewen et al., 2009).
Additionally, the students may expect their teacher to have superior knowledge and, therefore, be a
more appropriate source for CF. On the other hand, the teachers in this study do not regard explicit
correction as a very effective strategy. The same pattern emerged in Cathcart & Olsen (1976),
Roothooft (2018) and Roothooft & Breeze (2016). This might be related to the teachers’ concern with
promoting oral participation and a positive learning environment. In addition, methodologists such as
Harmer (2007) and Scrivener (2005) favor CF techniques that indicate that an error has occurred over
those which provide the target form without creating opportunities for self-correction. Another aspect
which teacher guides give considerable relevance to is building a good rapport with students, which
Harmer (2007, p. 100) states “is dependent on listening to students’ views and attempts with respect,

and intervening (i.e. for correction) in an appropriate and constructive way”. In a section devoted to
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establishing rapport, the author refers to correcting students as a “delicate event”, due to the risk of
being too critical and demotivating students. Despite having completed their initial training long ago,
the participating teachers take part in training sessions and/ or conferences regularly and are aware of
the role affective factors play in learning and of the recent advice given by methodologists. Taking this
into account, they might fear that providing a correction which clearly states an error has occurred
might be counterproductive when it comes to encouraging oral participation.

In contrast, recasts seem to be validated by both teachers and students. The students in this
study rated recast — a type of unscaffolded CF — as their second favorite strategy. The results seem to
indicate that these students wish to be told, either implicitly or explicitly, what the correct form is.
Once again, previous classroom experiences may play a role in the students’ opinions of this CF type.
Research has identified recasts as the most widely used CF strategy in several contexts (e.g. Ellis,
Basturkmen & Loewen, 2001; Lyster & Mori, 2006; Lyster & Ranta, 1997). Additionally, as Kartchava
(2016) points out, the familiarity with recasts may have its origin not only in the classroom context,
but also in the students’ L1 acquisition experiences, considering that recasts are used by parents to
clarify the meaning or address the truth-value of statements. However, research outcomes regarding
the effectiveness of recasts have shown that they may be less effective than prompts because it is not
always evident to learners that they are being corrected and they are not provided with an opportunity
to modify their output (Lyster et al., 2013).

Prompts seem to be positively regarded by the teachers that participated in the study, in
particular metalinguistic feedback. This suggests that these EFL professionals believe in the pedagogic
benefits of providing learners with the opportunity to self-correct through engaging in scaffolded
feedback, a result that echoed that of Agudo (2014). This practice is also in line with the
recommendations given by several teacher guides in the direction of prioritizing output-prompting
strategies. This also reflects a general principle adopted in these works, i.e. that “people learn more by
doing things themselves rather than being told about them” (Scrivener, 2005, p. 3). Although these
strategies are perceived by the students as less effective than explicit correction, they still recognize
their importance, as the following comments written by the students illustrate:

Students should try to correct their mistakes, but if necessary the teacher should help, but not

say the correct answer right away.

I think students have to have the willpower to correct their mistakes.

The teachers’ answers to the question that investigated how often they used each CF strategy
in their lessons also reveal that they tend to give students the chance to correct their own errors by

signaling that an error has occurred through a prompt, preferably metalinguistic feedback or elicitation.
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Besides using output-prompting feedback, the teachers also employ input-providing strategies, but

show a preference for recasts instead of the explicit correction.

Delivering agent of CF

The last category asked learners and teachers about who should be in charge of providing CF.
As shown in Figure 10, the teacher as the provider of CF received the highest mean score among
learners (M=4.60). Learners expressed a preference for self-correction (M=3.37) when compared to

peer-correction (M=2.63).

5. Who should do the correcting?

et 53
My classmates 2. | RN

The teacher 5.1

1 2 3 4 5
Very Very
ineffective effective

Figure 10. Students' mean responses on the provider of error correction (N=166)

Figure 11 illustrates the mean scores of teachers on who should provide CF. The teachers
recognized the importance of self-correction (M=3.80) and also the role of the teacher in giving CF

(M=3.60). Peer-correction also received the lowest mean among the teachers in this study (M=3.20).

6. Who should do the correcting?

The student 5.3.

Other students 5.2.

The teacher 5.1.

1 2 3 4 5
Very Very
ineffective effective

Figure 11. Teachers' mean responses on the provider of error correction (N=5)

Taking into account the learners’ strong wish to be corrected, preferably soon after the error is
made, it comes as no surprise that they choose the teacher as their main source of correction. In fact,
when asked about the effectiveness of the different CF strategies, the students preferred explicit

correction and recasts, two strategies that, although distinct in terms of explicitness, are both input-
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providing. Therefore, students seem to expect their teacher to provide them with the correct form, a
belief that was also identified by previous research (e.g. Brown, 2009; Park, 2010; Schulz, 2001).

Teaching practices such as Communicative Language Teaching (CLT) strive to motivate
students to adopt an active role as far as their own learning is concerned and to regard their teacher as
a facilitator, rather than as a knowledge-transmitter (Harmer, 2007). Nevertheless, the instructional
setting, previous learning experiences and a restricted exposure to the TL, which comes with limited
opportunities for language use, may still contribute to the learners’ primary reliance on their teacher
to obtain CF. In fact, the school in which the research was conducted is located in a town which, despite
being relatively near the capital, does not offer many opportunities to use English in meaningful
interactions outside the classroom, since it does not attract many tourists and is not home to
international companies, which might invite the use of English as a means of communication.
Furthermore, certain constraints such as the size of the classes and their heterogeneity in terms of
proficiency level often make it hard to provide learners with abundant opportunities for oral production
and interaction. In this context, it seems that students still value their English teacher as the main CF
provider, illustrated by this comment left by a student:

Usually, I think the teacher should correct us, since they have more experience with the topic.

The teachers’ opinions are more divided as they attribute less importance to the teacher as a
CF provider. This belief may be informed by SLA research that has provided evidence on the benefits
of encouraging the learner to self-correct by prioritizing scaffolded feedback (e.g. Lyster, 2004; Lyster
& Saito, 2010). Moreover, teacher guides, which almost invariably advocate a more learner-centered
approach, advise teachers to create conditions for self-correction (Edge, 1989; Harmer, 2007; Hedge,
2000; Scrivener, 2005). This aspect is mentioned by one of the participating teachers in the following
comment:

I think it is helpful to try to get the student to arrive at the correct form on their own, especially

in the case of vocabulary and grammatical structures that have already been covered in previous

lessons or years.

Another option to engage learners in the process of providing CF is peer correction. This is,
nonetheless, the least favorite CF provider for both students and teachers. The students in the present
study did not consider peer feedback to be an effective CF option, which reinforces the role of the
teacher as the main feedback provider, in the students’ opinion. It is possible that, given their role as
fellow learners, students do not consider their classmates a reliable learning source and thus fear their

corrections may not be accurate. Additionally, students may feel uncomfortable when being corrected
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by their peers or even when correcting them (Yoshida, 2010). The following comments give us an
insight into the reasons behind the participants’ choices regarding peer correction:

If our classmates correct us, they may mislead us.

The students in my class should not correct me without the teacher's permission and only if |

get the question wrong, because they may not have the required knowledge.

These comments echo those of the student participants in Chu (2013), who also believed that
providing feedback is the teacher’s, not the learners’ role. While many students may not consider their
peers a reliable learning source, research has shown that peer feedback may encourage an active
reflection on the learners’ own performance and that of their classmates (Sato & Lyster, 2012), which

is believed to positively affect language knowledge (DeKeyser, 2007; Iwashita & Dao, 2021).

Conclusions

To summarize, both students and teachers believe that students’ oral errors should be corrected, with
students in particular expressing a strong belief that their errors should almost always receive correct
feedback. As far as the timing of CF, results suggest that students prefer immediate feedback. Their
teachers also regard this practice as effective, but prefer to correct after the student has stopped
speaking or at the end of the activity. Regarding the types of errors, errors that interfere with
communication, grammar errors and vocabulary errors are those that teachers believe that should most
often be corrected. These types of errors are also those that students feel should most often receive CF.
With reference to CF types, students and teachers agree that not providing a correction is the least
effective strategy to adopt. Students prefer the provision of explicit correction or recasts, both
unscaffolded CF, which shows that they want their teacher to provide them with the correct form.
Teachers favor recasts as a way of providing CF with minimal interference in the communication, or
scaffolded strategies such as prompts in the form of metalinguistic feedback, as a means of providing
the student with hints that enable him or her to find the correct form. Finally, students regard the teacher
as the person principally responsible of CF, followed by self-correction, whereas teachers opt for
promoting self-correction, despite also providing CF themselves or resorting to peer feedback.

In interpreting the present results, one should, however, bear in mind that the tool used to
investigate the beliefs may present some limitations, since questionnaires may not fully grasp what the
respondents believe about CF. Although the questionnaire was informally piloted with a small group
of 9""-grade students, the wording might have been unclear to some of the participants and, therefore,
some questions might have been misunderstood. Questionnaires are, nevertheless, a very common tool

to investigate such topics, since they allow for a large number of participants to be surveyed in a short
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period of time. Interviewing the participants individually would have been too time-consuming. To try
to compensate for the lack of an individual interview, an open-ended section for comments was
included so that students and teachers could express their opinions on the topic or explain why they
agreed or disagreed with a particular item. Moreover, the number of teachers in this study is too small
to generalize. Finally, future studies on students and teachers’ beliefs about CF should also investigate

other nationalities, age groups, TLs and proficiency levels.
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ABSTRACT

This study presents a comparative analysis of the phonemic structures of Georgian and Abkhazian
languages using computational linguistic methods and corpus-based methodologies. Employing the
diasystemic approach, we analyze large-scale corpora (Georgian: 953 million tokens; Abkhazian:
19.4 million tokens) to reveal systematic patterns in vowel distribution. Our findings confirm the
principle of markedness theory in both languages, demonstrating universal dominance of the vowel
a and the marked status of labial vowels. The study identifies both common typological
characteristics (preference for open vowels in anlaut position, labial/non-labial opposition) and
distinctive features (six-vowel system in Abkhazian versus five-vowel system in Georgian, specific
role of the neutral vowel 2 in Abkhazian). These data provide an empirical foundation for historical-
comparative analysis and contribute to the development of Caucasian areal linguistics.

Keywords: Georgian language, Abkhazian language, phonemic structure, diasystemic analysis,
corpus linguistics, vocalism, computational linguistics.

Introduction
Languages operate through various interacting levels that simultaneously influence the global
linguistic system. Phonology occupies a unique position in this hierarchy: while individual phonemes
carry no inherent meaning or linguistic value, they present distinct challenges from other linguistic
levels (morphology, syntax). Phonemes combine to form morphemes, words, and sentences, yet their
syntagmatic relations differ fundamentally within morphemic and lexical frameworks, necessitating
specialized investigation.

The establishment of phonotactic rules throughout a language system benefits from the
diasystemic method, which draws upon data from linguistic subsystems (Uturgaidze, 1976). Rules

derived through diasystemic methodology prove reliable as they are grounded in properties shared

! Corresponding author: manana Bukia, manana.bukia@tsu.ge
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across subsystems.

This article employs the diasystemic method to analyze the Abkhazian phonemic system and
compare these findings with Georgian phonemic structures. The novelty of this research lies in
applying the diasystemic approach to study the phonemic structures of Georgian and Abkhazian
languages, revealing synchronic differences and processes. Based on these results, we attempt a
historical-comparative analysis at the diachronic level, advancing our understanding of historical
connections between Georgian and Abkhaz-Adyghe languages.

The study encompasses three primary stages:

1. Analysis of vocalism in Georgian and Abkhazian languages;

2. Examination of consonant systems in Georgian and Abkhazian languages;

3. Historical-comparative analysis of Georgian and Abkhaz-Adyghe phonemic structures.

This article focuses on the first stage: investigating vocalism in Georgian and Abkhazian
languages utilizing computational linguistic methods. Through frequency analysis of language
corpora, we reveal systemic regularities that would be impractical to identify through traditional

methods.

Literature Review

Trubetzkoy (1931) pioneered the comparison of accents in their synchronous states rather than through
historical development. He categorized sound differences between dialects into three types, with
particular emphasis on phonological inventory and contextual constraints. His interest centered on the
phonetic realization of phonemes across different linguistic subsystems.

Building upon Trubetzkoy's work, Weinreich (1954) proposed synthesizing linguistic
geography with descriptive linguistics by applying structuralist grammar concepts to describe regular
correspondences between varieties. He termed this higher-order system a "diasystem,"” designed to be
compatible with individual grammars of all constituent subsystems. In a diasystem, units of analysis
represent higher-order abstractions than those in individual systems—just as phonemes in a single
variety group into abstract phonemes, phonemes across varieties can be grouped into even more
abstract diaphonemes.

Weinreich acknowledged challenges in constructing diasystems, particularly regarding
phonemic merging and splitting with divergent consequences between dialects or linguistic
subsystems. Following Trubetzkoy (1931), he noted that differences in phonological inventory and
etymological distribution could complicate diasystem construction (Weinreich, 1954).

Subsequent researchers expanded this framework. Moulton (1960) identified divergent cases
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developing independently in his analysis of Swiss German dialects from Lucerne and Appenzell.
Despite both dialects possessing identical sets of eleven short vowel phonemes, only one pair (/i/ ~ /1/)
shared a common ancestral vowel from early German. The remaining phonetic similarities resulted
from accidental convergence through multiple independent mergers and splits.

Georgian language phonemic analysis has been addressed extensively. Uturgaidze (1976)
produced a seminal work applying diasystemic methodology to Georgian phonetics and phonotactic
rules, analyzing various classifications by Georgian and international researchers (Zhghenti,
Akhvlediani, Vogt, Robins and Waterson, Shanidze, Chikobava). This systematic approach yielded a
comprehensive framework that remains fundamental for phonetics research.

Abkhazian phonemic system studies have employed traditional approaches. Research on
Abkhaz-Abaza phonetics-phonology has been conducted by Lomtatidze (1976), Genko (1955),
Chirikba (1996), Kuipers (1955), Spruit (1986), Uslar (1862), Marr (1912), Akhvlediani (1949),
Rogava (1985), Hewitt (2010), Trubetzkoy (1960), Allen (1956), and others. While these scholars have
described phonemic systems and phonotactic rules, research conducted through varying methodologies
cannot provide accurate systematic results for comparative analysis, particularly regarding diachronic
questions of language kinship within the "Ibero-Caucasian™ hypothesis.

This study presents an attempt to elaborate the Abkhazian vowel system using diasystemic
methodology, enabling more rigorous comparison with Georgian.

Methodology

A diasystem represents a linguistic analysis framework designed to encode or represent related variants
in ways that reflect their structural differences. The integration of computational linguistic methods
into diasystemic analysis proves crucial. Computational linguistics enables more effective results and
objective data in recording and comparing syntagmatic and paradigmatic language relations. Precise
statistical analysis of millions of word forms—including sound frequency, positional distribution
(anlaut, inlaut, auslaut), identification of language-specific harmonic complexes, and registration of
phonotactic constraints—would be practically impossible without modern computational
technologies.

Discussion

Corpus Parameters

For this study, we created large-scale corpora of Georgian and Abkhazian languages:
* Georgian Corpus: 953,008,532  tokens (2,873,730  unique word  forms)
«  Abkhazian Corpus: 19,417,316 tokens (1,217,820 unique word forms)
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The asymmetry between corpora reflects differences in available digital resources for both languages.
Nevertheless, both corpora provide statistically representative samples for phonotactic analysis.

Quantitative Analysis of Phoneme Distribution
To analyze positional vowel distribution, we employed the following computational algorithm:
1.  Tokenization and Segmentation: Division of corpus into lexical units;
2. Phoneme Annotation: Identification of phonemes corresponding to each grapheme;
3. Positional Classification:
e Anlaut (initial) — first phoneme in a word;
e Inlaut (medial) — all phonemes between first and last;
e Auslaut (final) — last phoneme in a word.
This computational approach represents a systematic attempt to integrate modern corpus

linguistic methods into the analysis and comparison of language structures.

Results
Sounds differentiate based on their capacity to distinguish meanings through language's
communicative function. This meaning-distinguishing capacity establishes their value as linguistic
signs and represents their primary function. Such meaningful distinguishing units hold particular
interest for linguists. To differentiate meaning-bearing sounds from non-functional ones, linguists
introduced the term "phoneme" in the 1920s-1930s, establishing phonology as a specialized branch
studying these units.

Phonology investigates the functioning of speech sounds in language, focusing on sound
function rather than phonetics' emphasis on articulation and acoustics. Studying vocalism in Georgian
and Abkhazian languages involves determining paradigmatic vowel status and revealing syntagmatic

regularities.

Vocalism of Georgian Language
Georgian vowels are traditionally characterized by place of articulation, height, and labialization
(Akhvlediani, 1949; Vogt, 1961; Shanidze, 1973; Aronson, 1982; Uturgaidze, 1976). Literary
Georgian contains five vowels, analyzed from both articulatory-physical and phonemic perspectives.
From an articulatory viewpoint, e and i are front vowels, while o and u are back vowels. The vowel a
is variously classified as central or back by different researchers.

Multiple systematic classifications exist for Georgian vowel production:
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1.1, e, a as front vowels; o, u as back vowels

2. 1, e as front vowels; a, o, u as back vowels

3.1, e as front vowels; a as central; o, u as back vowels
4.1 as front; e, a, 0 as central; u as back

Regarding height, i and u are high, e and o are mid, and a is low.

Robins and Waterson (1952) observed that | shows one variant before vowels i, e and another
before a, o, u. This provides phonological justification for grouping a with back vowels, establishing
a linguistic and physiological criterion for classification.

Uturgaidze (1976) argues that two features suffice for paradigmatic description of Georgian
vowels: labiality and height. This creates:

Labial series: o, u
Non-labial series: a, e, i

By height:
Low: a
Mid: e, 0
High: i, u

The labial correlation in Georgian is supported by frequency data. Marked features (labiality)

correlate with lower frequency:
* Non-labial (a, e, i): 78.19%
» Labial (o, u): 21.81%
* Ratio: 3.58:1
These data are confirmed by modern corpus research:

Table 1. Absolute and relative frequencies of Georgian vowels

Vowel | Total Unique | Anlaut Inlaut Auslaut Anlaut | Inlaut | Auslaut
(abs.) (abs.) (abs.) (%) (%) (%)

s (a) 284,210,119 | 837,686 40,151,199 | 202,135,525 | 41,923,395 | 47.78 26.91 35.59

q(e) 209,485,327 | 660,146 10,893,612 | 186,050,453 | 12,541,262 | 12.97 24.77 10.65

o (i) 251,481,920 | 699,389 16,702,030 | 186,568,567 | 48,211,323 | 19.88 24.84 40.94

® (0) 131,571,636 | 428,796 5,859,727 | 112,992,112 | 12,719,797 | 6.98 15.04 10.80

w (u) 76,259,530 | 247,713 10,404,192 | 63,460,166 | 2,395,172 12.39 8.45 2.03

Total 953,008,532 | 2,873,730 | 84,010,760 | 751,206,823 | 117,790,949 | 100.00 100.00 100.00
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Analysis of Georgian vowel distribution reveals:
1. Frequency hierarchy: a (29.83%) > i (26.38%) > e (21.98%) > 0 (13.81%) > u (8.00%)
2. Positional distribution patterns:
e Anlaut: dominance of a (47.78%), indicating preference for open-syllable word
beginnings;
e Inlaut: nearly equal distribution of a, e, i (24-27%);

e Auslaut: high concentration of i (40.94%), related to Georgian verbal morphology.

Vocalism of Abkhazian Language

Modern Abkhazian contains six vowels. Two (a and 2) are considered basic (Lomtatidze, 1976;
Kuipers, 1955; Trubetzkoy, 1960). Uslar (1862) considered a, i, and u basic in Abkhazian. Some
researchers do not consider e, i, 0, u as phonemes, arguing they derive from combinations of a and »
with semivowels j and w (Lomtatidze, 1976). However, Gvantseladze (2011) argues that all six sounds
function as phonemes with word- and form-distinguishing capabilities.

The vowel a is a narrow, low vowel, less open than Georgian a and produced more frontally. It
represents the primary and most frequent vowel, occurring 7,470,873 times in our corpus—twice the
frequency of .

The neutral vowel 2 is narrower than a. It rarely occurs initially, appearing primarily in medial
position and finally in stressed form. According to Lomtatidze, initial 2 is absent, with rare exceptions
being recent dialectal variants.

The vowel e develops from diphthongs aj, ja through intermediate ej, je stages via partial
assimilation. The vowel o derives positionally from diphthongs aw, wa through ow, wo stages.

The vowels i and u are positionally derived from diphthongs aj, jo and aw, wa respectively.

The Abkhazian labial correlation shows:

* Non-labial (a, e, 1, 9): 82.97%
* Labial (o, u): 17.03%
* Ratio: 4.87:1
Frequency distribution of Abkhazian vowels by position:
Table 2. Absolute and relative frequencies of Abkhazian vowels

Vowel | Total Unique | Anlaut | Inlaut Auslaut | Anlaut | Inlaut | Auslaut
(abs.) (abs.) (abs.) (%) (%) (%)
5(a) 7,470,873 | 391,184 2,748,746 | 3,764,928 | 957,199 47.85 35.70 30.61
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q(e) 1,494,060 | 110,740 | 293,998 | 1,107,298 | 92,764 5.12 10.50 2.97
o (i) 3,570,173 | 244,633 | 1,652,799 | 1,317,341 | 600,033 | 28.77 12.49 19.19
@ (0) 1,406,409 | 113,607 | 150,038 | 1,044,760 | 211,621 | 2.61 9.91 6.77
o (u) 1,900,624 | 116,102 | 646,495 | 1,015,160 | 238,969 | 11.26 9.63 7.64
bl (9) 3,575,177 | 241,491 | 252,919 | 2,295,362 | 1,026,903 | 4.40 21.77 32.84
Total 19,417,316 | 1,217,820 | 5,744,978 | 10,544,849 | 3,127,489 | 100.00 100.00 100.00

Analysis reveals:
1. Frequency hierarchy: a (38.48%) > o (18.41%) >1(18.39%) >u (9.79%) > ¢ (7.69%) > o (7.24%)
2. Positional distribution:

* Anlaut: dominance of a (47.85%), high frequency of i (28.77%)

* Inlaut: dominant a (35.70%), high concentration of o (21.77%)

* Auslaut: maximum representation of 2 (32.84%)

Conclusion
Corpus linguistic analysis reveals both common typological characteristics and specific features
distinguishing Georgian and Abkhazian vowel systems. Markedness theory principles are confirmed
in both languages.
Common features include:
1. Universal dominance of vowel a in both systems;
2. Marked status of labial/non-labial opposition;
3. Preference for open vowels in anlaut position.
Distinctive features include:
1. Six-vowel system in Abkhazian versus five-vowel system in Georgian
2. Specific functional role of neutral vowel 2 in Abkhazian
3. Different patterns of positional distribution
These findings provide crucial empirical data for historical-comparative analysis of both
languages and contribute to advancing Caucasian areal linguistics. The diachronic implications suggest
possible original two-vowel systems in both languages, though this hypothesis requires further
syntagmatic frequency analysis for Georgian. The integration of computational linguistic methods

opens new avenues for systematic investigation of phonemic structures across Caucasian languages.
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Public Space Signs as Authentic Materials in the Process of

Learning a Second Language

ABSTRACT

The aim of the paper is to examine and demonstrate the role that signs and public-institution
inscriptions play in the process of learning Georgian as a second language, and to offer practicing
teachers techniques and methods for their effective use. The presentation outlines the purposes of
employing signage and the activities designed to achieve these purposes, as well as a lesson plan that
serves as a practical guide for teachers on how to integrate such materials into lessons of Georgian as
a second or foreign language.

Keywords: Public space signs, Second language, Authentic language materials, Speech practice,
Lesson plan.

Introduction
Signs offer authentic, contextually meaningful language input that supports vocabulary acquisition
and practical language use. They also convey cultural knowledge, helping learners develop both
communicative skills and intercultural competence.
The characteristics of the signs are:
a) Authentic Content
They consist of natural and frequently used words and phrases, making the learning material

practical, as learners recognize that they can use it in real-life situations.

b) Visual Support
Signs and inscriptions are often accompanied by logos, images, or other graphic representations

and colors, which facilitate comprehension and interpretation of meaning.

c¢) Cultural Knowledge
They frequently include authentic elements of the local culture (including graphic symbols),
which help learners study the culture in addition to the language (e.g., “Come In, Savior,”

Restaurant “Multicolored”).

! Corresponding author: Ketevan Gochitashvili, ketevan gochitashvili@tsu.ge
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d) Vocabulary Expansion

A key benefit is the enrichment of learners’ vocabulary, including informal lexical items.
Working with this type of material exposes learners to functional lexical units and phrases such
as: open/closed, discount, entrance/exit, prices, product names, services, and more.

The relevance of this topic is defined, on the one hand, by the fact that contemporary language-
teaching approaches emphasize the importance of providing learners with authentic materials
alongside classical, traditional textbooks; and, on the other hand, by the lack of such resources—and
of experience integrating them into classroom practice—in the context of teaching Second Language.
In this paper , we offer teachers practical ways to incorporate this approach into the language-teaching

process.

Literature Review

Numerous studies highlight the effectiveness of authentic materials in second-language learning. For
example, Alex Gilmore, in his work “Authentic materials and authenticity in foreign language
learning, ” emphasizes that incorporating such materials supports the development of cognitive, social,
and cultural competences. He underlines that learners are exposed to authentic texts, which
considerably enhances their preparation for real-life communication. (Gilmore, 2007).

According to research, integrating authentic materials into the learning process significantly
increases learner motivation, especially when the selected material is engaging and appropriate to the
learner’s language proficiency level. Authentic materials help learners understand and use real
language. They enhance learners’ motivation and create a more natural learning environment. This
approach underscores the importance of communicative methods, in which the use of real language is
essential (Nunan, 1988, 1999).

Cenoz and Gorter (2008) have conducted noteworthy studies on the use of signage in second-
language learning. They argue that shop signs help language learners acquire new words and
expressions unconsciously and naturally, within real-life contexts.

It is also important to take into account M. Bouckaert’s perspective on the teacher as a creator
of instructional resources. According to the author, teachers play a vital role as creators and adapters
of learning materials, applying sound pedagogical principles to design, choose, and modify classroom
resources that suit their learners’ needs and local contexts. Through this process, teachers strengthen
their professional identity, deepen their pedagogical knowledge, and develop the capacity to customize
materials effectively, encouraging creativity and a richer understanding of the relationship between

teaching and learning. Fundamental pedagogical principles that guide material development include
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analyzing learners’ needs, ensuring logical sequencing and progression, contextualizing content,
maintaining a learner-centered approach, and allowing flexibility for continuous improvement based

on student feedback and emerging educational trends (Bouckaert, 2018).

Methodology

The study employs a qualitative research method, specifically desktop research. It offers approaches
grounded in the authors’ own teaching experience. The subject of the research is signs and examples
of the Georgian language.

Discussion
Public space signs differ in content, function, and linguistic characteristics. Below, we present the
categories into which such public-space inscriptions can be grouped:

A sign is a board or panel with an inscription. It indicates an organization or business located
within a building, as well as any inscribed (or illustrated) board that provides information about a
street, crossing, intersection, direction, elevation above sea level, speed limit, parking area for vehicles,
and so on. In terms of content, a sign belongs to the category of outdoor advertising (Construction
Encyclopedic Dictionary).

Regarding inscriptions on signs and informational panels of establishments, they are
noteworthy from lexical, grammatical, semantic, and sociolinguistic-cultural perspectives. Therefore,
a sign attracts attention through visual features such as color, design, and context, whereas an

inscription draws attention to the textual component.

Names of Shops, Cafés, Restaurants, and Other Public Establishments:
a) General: Shop, Market, Mall, Pharmacy, Pet Store, Dry Cleaning, Barber Shop, Bakery, Pastry
Shop, Computer Services...

Subcategories: Wine Cellar, Khinkali House, Coffee Laboratory, Khinkali Academy, World
of Honey, Cheese House, Language Center...

Signs containing geographical names: ‘“Restaurant Abkhazia,” “Restaurant Gagra,”
“Restaurant Ritsa,” “Mingrelian Cuisine”...

Specific names: “Come In, Genatsvale,” Restaurant “Mravalzhamieri,” “Two Steps,”

“Nikora”...

81


https://journals.sagepub.com/doi/10.1177/0033688218810549#con

Ketevan Gochitashvili, Tamar Gitolendia, Public Space Signs as Authentic Materials in the # 26-3, 2025

Process of Learning a Second Language pp. 79-87

Public spaces: Dezertiri Market, Navtlugi Market, Lilo Bazaar, New Year Village, Easter
Village... Bombora Park, Mtatsminda Park, Mushtaeti Garden, Kikvidze Park, Alexander Garden,
Orbeliani Square, Erekle Square...

B) Information about the service:
Knife Sharpening, Shoe Repair, Atelier, Tailor, Sewing Workshop, TV/Refrigerator/Washing

Machine Repair Technician, Delivery Service...

C) Product and Section Names:

General Sections: Electronics, Household Appliances, Food, Seafood, Farm Products,
Stationery, Construction Materials, Plumbing, Alcohol, Fruits and Vegetables; Women’s clothing,
Men’s Clothing, Children’s World, Gold Market...

Bookstore Sections: Children’s Literature, School Literature, Scientific Literature, Religious
Literature, Fiction, Translations...

Subcategories / Additional Features: products often include extra descriptors that attract
attention, such as: Natural, Monastery-made, Handmade, Gori Apple, Marneuli Tomato, Kakhetian
Wine, Mtskheta Pie, Mingrelian Khachapuri, Imeretian Cheese, Meskhetian Bread, Svan Salt,

Grandmother’s Bread, ... European Clothing, Dubai Chocolate, Dark Chocolate, r-Vegan Dishes. ..

D) Vocabulary Commonly Found in Retail Spaces: Wholesale/Retail, Section, Department, Open,
Closed, Working Hours, Discount, Promotion, Cash Register, Shop Assistant, Security Staff, Display
Window...

Customer Instructions / Notices: “Please inquire at the cash register,” “Item return,” “Loyalty
card”...

Special Dates / Seasonal Promotions: New Year / Christmas discount, March 8 discount,
Easter / summer discount, Black Friday, August hot prices...

Store Calls to Action / Promotional Phrases: “Buy 2 items, get the third free,” “20% discount
with a friend,” “Register by October 16 to receive a 40% discount,” 24/7...

The materials under analysis provide clear evidence of linguistic contacts. Of particular
scholarly interest are instances of bilingual and multilingual texts. Within Georgia, inscriptions in
Georgian-English are the most prevalent, although Georgian-Russian texts are also observable. In
specific locales where enterprises operated by Middle Eastern immigrants are concentrated, signage

frequently integrates Georgian and English alongside Turkish, Persian, Arabic, and Hebrew. It is
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apparent that exposure to bilingual and multilingual inscriptions positively contributes to the language
acquisition process for learners of Georgian.

©05d (“Ghiaa”) - Open,

™3303s (“Optika”) - Optics,

d0obo dcmemo (“Thilisi Moli”’) - Thilisi Mall...

04ogds (“igideba”’) -For Sale - 1as npogoxu...

Through exposure to bilingual and trilingual examples, learners of Georgian can easily link
corresponding forms in Georgian and English, observe the structural distinctions between the

languages, and utilize signs as an effective instructional aid. This approach enhances retention and

supports learning and communicative practice in authentic contexts.

E) Teaching Grammar Naturally
Regarding grammar, the following list outlines how signs can be used for instructional purposes:
a) Imperatives (e.g., Use the elevator! Do not lean! Do not smoke!) )
b) Conditional clauses: (e.g., If you buy one, you will get the second as a gift)
c) Adverbs of direction: (e.g., to the right, up...)
d) Modal verbs: (e.g., You must continue straight ahead)
e) Prepositions: (e.g., Please inquire at the cash register)

f) Adjectives: (e.g., Biggest Sale)...

Accessible Resource
Teachers can easily and cost-effectively create their own materials by taking photos of existing signs
or drawing them, and they can also involve students in the process.

In the classroom, teachers can incorporate a variety of engaging activities. For example:

1. Working on Vocabulary

a) Show students photos of real store signs and inscriptions and give them tasks such as: “Find the sign
that indicates goods are being sold at a lower price than usual (discount)”; ““You can come in and buy
whatever you want (open)”, and so on.

b) Show students various photos (e.g., bakery, dry cleaner, pharmacy, notary office, law firm) and ask

them to match each photo with the corresponding word prepared in the form of a sign (dry cleaner,
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pharmacy, notary office, law firm) and ask them to match each photo with the corresponding word

prepared in the form of a sign.

2. Role-Play
Show students a sign (for example: “Discount Promotion Today Only”). Ask them to create a dialogue

between a customer and a shop assistant based on this information.

3. Group Project — Create a Store Sign

Ask students to work in groups to design a store sign that includes a logo and the appropriate
text/inscription. Through collaborative work, students create the name and signage for a store,
restaurant, café, or bakery in the target language. They can also incorporate common inscriptions such

as “No Entry”, “Open 24/7”, and similar notices.

4. Error Correction
Show students signs that intentionally contain grammatical or spelling mistakes and ask them to

identify and correct the errors.

5. Discussion on Cultural Parallels

a) Ask intermediate and advanced students to discuss which signs might be specific to the target culture
and how they are similar to or different from analogous signs in their own culture.
b) Show students bilingual signs/inscriptions (e.g., English-Georgian) and ask them to share their
opinions on why business owners choose to use bilingual signs (e.g., for modernity, prestige, attracting

international customers, or other purposes).

6. Guess the Store
The teacher shows students only a slogan or the name of a store and asks them to guess the type of

store and what it sells (for example, “Clean House” or “Sweet Land”).

Lesson Plan

Regarding the lesson plan, the lesson can be divided into the following stages: introductory activity,
vocabulary work, comprehension practice, creative work, presentation, and feedback.

Level: A2-B1

Age Group: Teenagers and adults
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Duration: 45-60 minutes
Topic: Learning everyday vocabulary, functional language, and cultural elements through public
space signs and inscriptions
Learning Objectives:
By the end of the lesson, students will be able to:
a) Recognize and understand frequently used words on store signs and comprehend the meaning of
the inscriptions;
b) Analyze the purpose of a sign;
c) Create their own store sign using correct vocabulary and without grammatical or spelling errors.
Resources Needed:
a) Photos of real store signs (printed or included in a presentation)
b) Whiteboard

c) Paper and markers for creating signs (or digital drawing tools)

Lesson Stages:

1. Introduction (5-10 minutes)

Activity: Discussion
a) Ask students what types of signs they encounter in everyday life.
b) Show several signs (e.g., “No Entry,” “No Smoking,” “Staff Only,” “Entry Fee Required,”
“Under Renovation”) and ask students to explain the meaning of each and where they might

see them.

2. Vocabulary Exercises (10 minutes)
Activity: Match the Signs
Show 8-10 signs along with a list of their meanings or corresponding situations.
Students should match each sign with its function.
For example:
a) “ Shop Assistant Wanted” - “Looking for new staff”
b) “Closed” - “Currently not open”

3. Comprehension Exercises (10-15 minutes)

Activity: Sign Interpretation
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Show students 3-5 photos (e.g., a clothing store window with its sign, a pharmacy counter
with inscriptions) and ask them to answer the following questions:

a) What can you buy here?

b) What are you allowed/not allowed to do here?

4. Creative Task (15 minutes, individual work, pairs, or small groups)
Activity: Design Your Own Store Sign
Ask students to imagine they own a small business (e.g., a bakery, a beauty salon, a private

kindergarten) and create signs for their establishment. The signs should include:

a) The name of the business
b) A short slogan or text about a current promotion
c) Optional warning or informational signs (e.g., “Open from 10:00 to 20:00)

Visual design is considered a plus, but students will not lose points, if they are unable to add

decorative elements.

5. Presentation and Peer Evaluation (10 minutes)
Students present the signs they created to their classmates.

Classmates try to guess the type of store and provide feedback or ask questions.

Homework:
a) Ask students to take a photo of a real sign in their neighborhood and present brief
information about the establishment to their classmates, or have classmates guess
what type of establishment it is (e.g., “Fresh Meat. Since 1991”).
b) Translate an interesting sign from their native language into the target language.
Assessment Criteria:
The teacher evaluates, either verbally or in written form, the following components:
a) Participation in discussions and activities
b) Correct use of vocabulary in tasks
¢) Creativity and clarity in sign design
d) Ability to analyze and describe signs orally or in writing

Both formative feedback and grading with points are effective.
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Conclusion

Considering signs ease of use and accessibility, the variety of possible activities, and their potential to
cover diverse learning goals, signs used in public spaces can be regarded as valuable learning materials
and incorporated into second language teaching. Furthermore, studying this material can also be
significant from the perspective of learning specialized or professional language. A learner of Georgian
would, for instance, be better prepared to navigate service-sector interactions, which can be considered

a secondary benefit of this teaching method.
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ABSTRACT

This study targeted intermediate-to-low-level learners of IELTS writing, employing generative Al
technology as an intervention to systematically examine its influence on syntactic complexity. A
mixed-methods approach was adopted, encompassing an 18-week teaching experiment with 50
participants. Theoretically, the research built upon Ortega et al.'s syntactic complexity framework and
innovatively established a dual-track data collection system. This system combined automated
assessment using natural language processing dependency parsing tools to extract T-unit structures
with manual validation by two experienced IELTS instructors to ensure data reliability.

Empirical analysis via paired-samples t-tests revealed statistically significant improvements in key
metrics: the mean number of words per T-unit increased notably, and the clause ratio rose substantially
(both p < 0.05), confirming Al's positive impact on syntactic complexity. Qualitative feedback from
interviews and questionnaires highlighted that while Al excelled at providing real-time feedback,
human teachers remained indispensable for fostering critical thinking, motivation, and emotional
support.

Based on these findings, the study proposed an "Al-Empowered, Teacher-Led" collaborative writing
instruction model. This model integrates Al-driven adaptive feedback for syntactic development with
teacher-guided activities focusing on argumentation and creativity. The research offers empirical
evidence and practical insights for language teaching innovation in the intelligent education era,
advocating blended learning that leverages the strengths of both Al and human instructors.

Keywords: generative artificial intelligence , syntactic complexity , IELTS writing

Introduction

According to the Big Data Report on IELTS Test Scores in Mainland China for 2023 - 2024 released
by the British Council, the application scenarios of the IELTS test are undergoing a structural
transformation. Against the backdrop of continuously rising local recognition, the test has transcended
the traditional framework of being solely for overseas study purposes and has become an important
reference indicator for domestic higher education institutions to assess language proficiency and for
employers to select talent. Along with the diversified development of the test's purposes, the language
proficiency of IELTS test-takers in Mainland China has shown an overall upward trend. Among them,

academic IELTS test-takers have demonstrated particularly remarkable performance in the writing
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component, with the average score increasing by 0.45 points to 5.79 points compared to five years ago,
making it the area with the largest improvement among the four language skills.

In the context of the IELTS test evolving from a language proficiency certification system
catering to specific groups' needs to a more popularized one, the enhancement of competitiveness in
the writing component, which has traditionally been a weak area in language proficiency, holds special
significance. Faced with the realistic challenge of the overall rising proficiency level of test-takers,
how to specifically improve the academic IELTS writing ability of students with weak foundations in
our college's joint-venture educational programs has become a key breakthrough for teaching
innovation. Writing, as an output-oriented task, is significantly influenced by the quality of input.
Based on the theoretical framework of second language acquisition, Krashen's "i+1 comprehensible
input” principle emphasizes that input materials (i+1) that are slightly above the learner's current level
(1) are most conducive to language acquisition. However, in large-class teaching scenarios, achieving
personalized input adaptation faces practical difficulties: teachers find it challenging to customize
differentiated training materials for dozens of students under traditional teaching models. The
intervention of generative artificial intelligence (GenAl) technology provides a technological solution
to this problem. Its ability to dynamically generate tiered training materials makes it possible to
implement precise language input on a large scale.

Since its inception, GenAl has garnered profound attention from both the academic and industrial
sectors worldwide due to its exceptional language generation capabilities, exponential technological
iteration speed, and natural language processing architecture driven by deep learning. Especially at a
critical juncture of educational digital transformation, this technology is reshaping the traditional
paradigm of foreign language teaching with revolutionary force and driving a structural transformation
in the relationship between "teaching™ and "learning.” Currently, the research focus of scholars on the
application of GenAl in foreign language teaching has shifted significantly: from early theoretical
discussions centered on teachers' perspectives to a growing emphasis on students' actual behaviors and
cognitive patterns when using Al technology in foreign language learning (such as English writing).
Against this backdrop, this study will focus on exploring the impact of GenAl on students' IELTS
writing proficiency and employ qualitative methods to analyze its specific effects on students' syntactic

complexity in writing.

Literature Review
In the past two years, the application of GenAl in college English teaching reform has become

increasingly widespread, emerging as a crucial driving force for the digital and intelligent
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transformation of education. Scholars have conducted systematic explorations in areas such as
technology empowerment pathways, teaching effectiveness evaluation, and practical bottlenecks,
forming a multi-dimensional research landscape.

At the theoretical construction level, Wang Haixiao (2024), drawing on the teaching reform
practice of "General Academic English Writing,” innovatively constructed an eight-dimensional
framework for generative Al-empowered teaching. This framework systematically integrates core
elements such as curriculum design reconstruction, intelligent resource development, and hybrid
model innovation, providing an actionable guide for technology-driven teaching transformation that
combines theoretical depth with practical effectiveness.

In terms of implementation pathway exploration, scholars have achieved complementary findings
by approaching from different teaching scenarios. Jiao Jianli et al. (2023), using ChatGPT as the
technological carrier, systematically analyzed its empowerment pathways from four major scenarios:
brainstorming, personalized feedback, higher-order thinking cultivation, and automated assessment,
and proposed specific strategies for teacher practice. Chen Mo and Lv Mingchen (2024) divided the
writing process into four stages -- pre-writing, writing, reviewing, and reflection -- and analyzed the
advantages and disadvantages of Al involvement in writing teaching activities at each stage from the
perspective of activity theory.

Regarding effectiveness evaluation, Xu Linlin et al. (2024) investigated learners' perceptions and
behavioral patterns of Al-assisted academic English writing, finding that Al enhances learners'
academic English writing in four dimensions, including language optimization. Both Wang Yabing et
al. (2025) and Qin Lili et al. (2025) demonstrated that Al intervention can positively influence students'
writing feedback engagement and emotional experiences, thereby enhancing learning motivation and
strategy application.

Meanwhile, existing studies have also revealed limitations in Al applications. Yang Linxiu and
Ping Jiapeng (2024), based on a metadiscourse perspective, conducted a comparative analysis of the
discourse production effects of generative Al and human writing in English academic paper abstracts.
They found that while generative Al exhibits unique "human-like" advantages in terms of in-text
interactivity and engagement markers, it still shows significant deficiencies in semantic cohesion and
coherence, the richness of frame markers, evidentiality expressions, and the construction of academic
authority.

Currently, scholars have achieved rich research outcomes on the integration of Al and college

English writing teaching from multiple perspectives and dimensions. However, the research still
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predominantly focuses on the construction of macro-theoretical frameworks, with insufficient

exploration of micro-level aspects such as words, phrases, and sentences in writing assessment criteria.

Methodology

Research Design

The subjects of this study were freshmen majoring in Accounting and International Trade in the SQA
Joint-Venture Educational Program at our college. These students generally had below-average
English proficiency and moderate learning motivation. A pre-test was conducted at the beginning of
the semester, followed by a post-test after a semester of GenAl-assisted writing instruction. For both
the pre-test and post-test, students were required to write an IELTS Task 2 essay, which was completed
on the Pigai.net platform and graded according to the IELTS essay scoring formula, with the overall
evaluation set to an intermediate level. Due to attendance issues, some students only participated in
the pre-test, while others only took part in the post-test. Therefore, only essays from students who
participated in both tests were selected, and a few extremely low-scoring essays (2 points or below)
were excluded, ultimately retaining essays from 50 students as the sample. During the course between
the pre-test and post-test, students were required to submit one to two Task 2 essays per week. When
writing, students were required to complete the initial draft independently. After finishing the writing,
they used GenAl tools for collaborative revision to generate personalized model essays. Finally,
students had to submit records of their revision process based on GenAl feedback. Assignments that
only included the final draft without the revision process were considered unqualified and returned for
rewriting.

This study employed a multi-modal approach for data collection, utilizing the Pigai.net platform
for pre-tests and post-tests, and complementing it with semi-structured interviews, questionnaires, and
classroom observations. The specific implementation paths included: leveraging Pigai.net's word count
and sentence-by-sentence analysis functions, along with manual proofreading by two full-time English
teachers, to ensure data authenticity and accuracy; using SPSS 26.0 statistical software to conduct
quantitative analysis of students' mean number of words per T-unit and clause ratio in the essays from
both the pre-test and post-test. In the middle of the research period, 30 students who volunteered for
interviews were selected to participate in approximately half-hour semi-structured interviews focusing
on their experiences and perceptions of using Al. During the interviews, teachers recorded key points
from the students’ conversations and extracted keywords. Meanwhile, an anonymous survey space was

created on the Chaoxing platform, and the 50 research subjects were enrolled in a dedicated virtual

91



# 26-3, 2025
pp. 88-103

Yanmei YU, The Role of Generative Artificial Intelligence in IELTS Writing

class. Structured questionnaires were distributed for data collection, and the system automatically

generated word frequency statistics to support qualitative analysis.

Research Findings

To rigorously examine the impact of the one-semester GenAl intervention on students’ syntactic
complexity--operationalized as the mean word count per T-unit and clause ratio, quantitative analysis
was conducted using a paired-samples t-test via SPSS 26.0.

As presented in the paired samples statistics table (Table 1-1), the descriptive data revealed
notable differences between the pre-test and post-test results. The post-test mean word count per T-
unit stood at 19.1795, with a standard deviation (SD) of 3.14645 and a standard error of the mean
(SEM) of 0.70357. In contrast, the pre-test yielded a lower mean of 17.0365, accompanied by a slightly
higher SD of 3.74960 and an SEM of 0.83844. The reduced variability in the post-test data suggests
that the intervention may have also contributed to greater consistency in students’ T-unit word count
across the cohort.

The paired-samples t-test results (Table 1-2) further validated the intervention’s effectiveness.
The mean difference in word count per T-unit was 2.14300, indicating an average increase of
approximately 2.14 words per T-unit in the post-test. The SD of this difference was 3.08732, with an
SEM of 0.69035, and the 95% confidence interval of the difference ranged from 0.69809 to 3.58791-
-a range that does not include zero, reinforcing the reliability of the observed increase.

Statistically, the t-value was calculated as 3.104 with 49 degrees of freedom, and the two-tailed
significance level was 0.006. This p-value is substantially below the conventional alpha level of 0.05,
demonstrating a highly statistically significant difference in the mean word count per T-unit between
the pre-test and post-test. Such results confirm that the observed increase in syntactic complexity, as
reflected by longer T-units, is not attributable to random variation but is likely a direct outcome of the
GenAl intervention.

The paired samples statistics table (Table 2-1) presents clear disparities between the pre-test and
post-test clause ratio results. The post-test mean clause ratio reached 0.6205, with a SD of 0.27194 and
a SEM of 0.06081. In contrast, the pre-test yielded a substantially lower mean of 0.3785, accompanied
by a smaller SD of 0.18559 and an SEM of 0.04150. The higher SD in the post-test data suggests that
while the intervention generally improved clause skills, there was greater variability in post-test
performance among students—potentially reflecting differences in individual learning trajectories,

prior language proficiency, or engagement with instructional activities. This variation, however, does
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not diminish the overall significance of the intervention’s impact, as the mean difference remains
statistically meaningful.

The paired-samples t-test results (Table 2-2) further confirmed the intervention’s effectiveness in
enhancing students’ clause ability. The mean difference in clause ratio was 0.24200, indicating an
average increase of 0.242 in the proportion of clauses used by students in the post-test. The SD of this
difference was 0.29790, with an SEM of 0.06661, and the 95% confidence interval of the difference
ranged from 0.10258 to 0.38142. Notably, this interval excludes zero, which reinforces the reliability
of the observed increase and suggests that the intervention consistently promoted clause skill
development across the cohort.

Statistically, the t-value was calculated as 3.633 with 49 degrees of freedom, and the two-tailed
significance level was 0.002. This p-value is considerably below the conventional alpha level of 0.05,
demonstrating a highly statistically significant difference in clause ratios between the pre-test and post-
test. Such findings indicate that the observed improvement in students’ ability to use clauses is not a
product of random variation but is likely the direct result of the Al assistance in the English writing
course.

The semi-structured interviews, conducted with 30 participating students, centered on two core
themes: students’ specific strategies for using GenAl writing tools and their assessments of the
generated texts. The findings revealed distinct variations in students’ usage patterns, reflecting
differences in digital literacy, learning autonomy, and familiarity with Al tool functionalities.

A small subset of students (approximately 15%) adopted a passive usage mode, treating Al merely
as a basic search tool. Their interactions with Al were limited to inputting simple prompts (e.g., “Write
an essay on environmental protection”) without leveraging advanced features such as follow-up
questioning, multi-perspective inquiry, or iterative revision requests. These students reported that the
Al-generated model essays were often “overly complex” and “far beyond their current English
proficiency level”—characterized by dense syntactic structures, specialized vocabulary, and
sophisticated argumentation that they struggled to comprehend or emulate. For this group, Al’s utility
was constrained by a mismatch between the generated content and their linguistic competence, leading
to limited learning gains from the tool.

In contrast, the majority of students (around 65%) demonstrated proactive and strategic usage of
Al tools. They employed targeted techniques to refine Al outputs, such as asking follow-up questions
to clarify ambiguous points, like “Can you explain how this argument is supported?”, requesting multi-
perspective analyses, or demanding iterative revisions. These students engaged in a collaborative

“dialogue” with Al, using the tool as a co-constructor of writing rather than a passive content provider.
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They reported feeling satisfied with the final Al-generated texts, as the iterative refinement process
ensured the content aligned with their proficiency level, writing goals, and personal expression needs.

Notably, across both usage groups, students exhibited a high level of trust in Al-generated results.
Only a small minority (about 20%) expressed mild skepticism—yprimarily regarding the originality of
AT’s arguments or the appropriateness of its vocabulary in specific contexts. Most students perceived
Al outputs as “reliable” and “authoritative,” citing the tool’s ability to generate coherent,
grammatically accurate content as a key reason for their trust. This high trust level suggests that
students generally view GenAl as a credible learning aid, though it also raises potential concerns about
over-reliance or uncritical acceptance of Al-generated content. When asked about their primary focus
when using GenAl to revise their own essays, the interview responses revealed clear priorities. The
largest proportion (33.2%) of students identified advanced vocabulary as their main concern,
expressing a strong interest in acquiring and applying words they could not independently produce.
For these students, Al served as a “vocabulary expansion tool,” helping them replace simple or
repetitive words with more precise, academic, or contextually appropriate alternatives. Additionally,
27.8% of students highlighted AI’s ability to generate unique perspectives as a key draw -- particularly
for unfamiliar writing topics, where AI’s multi-dimensional insights helped them break through
creative blocks. Smaller proportions of students focused on grammar (16.7%) and essay structure
(11.1%), using Al to identify grammatical errors, improve sentence coherence, or optimize the logical
flow of their writing. These priorities reflect students’ self-awareness of their weaknesses in English
writing and their strategic use of GenAl to address specific gaps.

The keyword frequency analysis from Chaoxing platform (Figurel) revealed four core areas of
perceived benefit: viewpoint generation, advanced vocabulary, grammar support, and structural
guidance -- consistent with the priorities identified in the interviews. Among these, “viewpoint”
emerged as the most frequently mentioned keyword, indicating that students perceive Al’s greatest
value in helping them generate ideas and develop arguments. For many students, especially when
facing abstract or unfamiliar topics, Al’s ability to propose diverse, well-structured viewpoints
addressed a key pain point: the lack of concrete ideas or logical frameworks for writing.

Following viewpoint generation, “advanced vocabulary” and “grammar” were the next most
commonly cited benefits. Students reported that Al not only provided them with new vocabulary but
also offered context-specific usage examples, helping them understand how to integrate advanced
words into their own writing effectively. Similarly, AI’s grammar-checking and revision functions
were valued for their ability to identify errors that students might overlook, such as tense

inconsistencies, preposition misuse, or subject-verb agreement issues. Finally, “structure” was
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identified as a key benefit, with students noting that Al-generated model essays provided clear
templates for organizing introductions, body paragraphs, and conclusions -- helping them improve the
coherence and logical flow of their own writing.

Collectively, the questionnaire results reinforce the interview findings, confirming that Al tools
address multiple layers of students’ writing needs—from idea generation to linguistic refinement and
structural organization. The consistency between qualitative and quantitative data enhances the
reliability of the study’s conclusions, highlighting AI’s multifaceted utility in supporting L2 writing

development.

Discussion

Syntactic complexity stands as a cornerstone concept in second language (L2) writing teaching and
research, as learners' syntactic development is not merely a peripheral skill but a core component of
target language acquisition that reflects the depth of their linguistic mastery (Ortega, 2003). This
concept encapsulates two interrelated dimensions: the diversity of syntactic structures a learner can
deploy and the degree of sophistication with which these structures are integrated to convey meaning.
Unlike basic grammatical accuracy, which focuses on avoiding errors, syntactic complexity
emphasizes the ability to manipulate language to express complex ideas—an essential skill for
academic and communicative success in L2 contexts. As defined in existing literature, syntactic
complexity is generally operationalized through two key measurable indicators: T-unit length and
clause ratio (Bao Gui, 2009). Notably, Ortega (2003) offered a nuanced perspective, arguing that
syntactic complexity should not be simplistically equated with overall language proficiency. She
highlighted that high-proficiency L2 writers often shift from clausal complexity to phrasal rhetorical
complexity, such as nominalization or prepositional phrases. This shift reflects a move toward the
concise, information-dense syntactic style valued in academic writing. However, this distinction is
particularly relevant for advanced learners; for lower-proficiency learners, clausal complexity remains
a critical marker of development. Jayanti Banerjee’s research found that the mean clause length per T-
unit is a more sensitive indicator of proficiency differences among lower-level L2 learners than phrasal
complexity metrics. This is because lower-proficiency learners typically lack the linguistic repertoire
to deploy phrasal sophistication, making clausal complexity, such as integrating relative clauses or
adverbial clauses, the primary way to demonstrate syntactic growth. Consistent with this framework,
the pre-test and post-test IELTS Writing scores of the study’s participants primarily ranged from 3.0
to 5.5, with only one outlier score of 7.0—confirming that the cohort was predominantly composed of

lower-proficiency learners. For this group, the statistically significant increase in the average number
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of words per T-unit and clause ratio observed post-intervention is not merely a quantitative change but
a meaningful reflection of improved writing proficiency. It indicates that learners were able to
elaborate ideas more fully, integrate dependent clauses more effectively, and deploy syntactic
structures with greater control -- all key indicators of progress in L2 acquisition for this learner
demographic..

As a productive language assessment, IELTS Writing imposes higher requirements on candidates'
language proficiency. Effective input is the guarantee of efficient output. The changes in the average
number of words per T-unit and clause ratio between the pre-test and post-test indicate that the revised
versions provided by GenAl based on students' drafts are appropriate input materials for students.
When students see their revised essays become more readable, they gain a stronger sense of self-
identity and enhanced self-efficacy, which improves their output quality and motivates them to invest
more in exam preparation. Meanwhile, the emphasis on process over results in regular assignment
evaluation corrects students' perception of tasks -- completing a task is not merely submitting a
perfunctory outcome. This individual understanding of task requirements directly influences their
behavior, turning each assignment into a learning process. Such immersive learning is more likely to
sustain students' learning enthusiasm compared to cramming, thereby facilitating the improvement of
their English proficiency. Long-term use of Al-generated model essays as learning templates and Al
scoring may lead to measurable progress in students' overall writing scores. This progress, especially
for students with lower English proficiency, provides tangible learning motivation and further
improves their overall learning attitude. However, it is crucial to remain vigilant: to perform
effectively, lower-level language learners may focus more on imitating or even directly copying so-
called "universal sentence patterns™ from previously generated model essays in subsequent tasks. This
may make it seem that their English proficiency has improved in a short period, but such improvement
comes at the cost of sacrificing self-expression -- they choose to make fewer mistakes over expressing
their own ideas better. Therefore, a key focus repeatedly emphasized in cultivating students'
information literacy is the development of critical thinking. This is particularly important in IELTS
Writing. If candidates blindly rely on model essays and dare not attempt to express themselves, they
will struggle to achieve qualitative breakthroughs in English learning. The suggestion proposed by
Wen Qiufang et al. (2006) to avoid the tendency of emphasizing language skill training over thinking
ability development in writing teaching is equally applicable to IELTS Writing instruction.

The standard deviation of students’ clause ratios in the post-test (.27194) was notably higher than
that in the pre-test (.18559), a statistically observable shift that signals a widened range of variation in

syntactic complexity across students’ IELTS Task 2 essays following the intervention. Beyond a mere
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quantitative discrepancy, this increase in variability reflects a deepening performance gap among
learners—one that can be directly linked to the integration of Al tools in the writing learning process
and its uneven impact on different student groups. In traditional in-class teaching contexts, the learning
environment is characterized by relative uniformity in instructional input. Teachers typically deliver
the same quality and type of content, guidance, and feedback to all students, regardless of individual
differences in proficiency, learning styles, or motivation. While inherent variations in students’
cognitive abilities, prior knowledge, and engagement levels do lead to differences in learning
outcomes, these gaps are often constrained by the structured nature of classroom instruction. Teachers
can adjust their pacing, offer targeted scaffolding, or provide supplementary support to mitigate
extreme disparities, ensuring a baseline level of equity in learning opportunities. In this model, the
“playing field” remains relatively level, as the primary driver of performance differences is individual
effort rather than differential access to high-quality learning resources.

However, the advent of the Al era has disrupted this balance, introducing new dynamics that
amplify existing inequalities. A critical observation from the study is that even when students interact
with the same Al writing tool, the outcomes of their engagement can vary drastically—often
independent of the tool itself. Unlike traditional teaching resources that deliver fixed content, Al tools
operate as “responsive systems” whose outputs are shaped by users’ input strategies, digital literacy,
and proactive engagement. Students who pose vague, generic questions, like “Improve my essay”, may
receive superficial, one-size-fits-all feedback, while those who use precise, iterative prompts, like “Can
you rephrase this paragraph using more complex subordinate clauses?”, can elicit targeted, high-
quality support tailored to their specific needs. This means that the same Al tool can function as a
“learning accelerator” for some and a “passive resource” for others, depending on how effectively
students leverage its capabilities.

The root of this widening gap lies in two interrelated factors: students’ Al literacy and their
intrinsic learning motivation. For students who approach Al with a passive, perfunctory attitude --
treating it as a “shortcut” to complete assignments rather than a learning partner -- engagement is
limited to minimal interactions. They are unwilling to invest time in mastering advanced usage
techniques, such as follow-up questioning, multi-perspective inquiry, or iterative revision requests. As
a result, they gain little from the tool beyond surface-level adjustments and fail to develop the syntactic
complexity, critical thinking, or rhetorical skills that the intervention aimed to foster. For these
students, Al does not supplement their learning but merely replaces their own effort, leading to
stagnant or minimal progress. In stark contrast, students with strong learning motivation and proactive

learning habits view Al as a collaborative tool to enhance their capabilities. They actively experiment
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with different prompt strategies, reflect on the feedback received, and use Al to address specific gaps
in their writing . Over time, this iterative engagement not only improves their immediate writing
outcomes but also builds their “Al literacy”. As their Al literacy grows, they receive increasingly
relevant and high-quality feedback, creating a positive feedback loop: better use of Al leads to
improved English proficiency, which in turn enables more sophisticated interactions with Al. This
group thus pulls further ahead, widening the performance gap with their passive peers.

If this trend remains unaddressed, the implications for educational equity are profound.
Educational equity, at its core, emphasizes fair access to learning opportunities and the elimination of
barriers that prevent students from reaching their full potential. However, Al-driven learning
environments risk creating a “digital divide 2.0”--not one based on access to technology, as most
students in this study had access to the same Al tools, but on the ability to use technology effectively.
This divide marginalizes students who lack Al literacy, learning autonomy, or supportive learning
contexts, trapping them in a cycle of limited progress while their more engaged peers advance. Over
the long term, this could exacerbate existing social inequities, as academic success in an Al-integrated
education system becomes increasingly tied to skills that are not evenly distributed across student
populations.

These concerns align with the warnings outlined in UNESCO’s Guidelines on the Use of
Generative Artificial Intelligence in Education and Research, which highlights that while generative
Al offers significant potential to enhance teaching and learning, it also poses inherent risks to
educational equity. The document notes that Al’s technical limitations—such as its reliance on user
input quality and its tendency to reinforce existing biases—can exacerbate issues like information
cocoons and digital divides. These risks, if unmitigated, can intensify social inequities, marginalize
vulnerable groups, and perpetuate unbalanced development in education. For IELTS writing
instruction specifically, this means that the benefits of Al tools may be concentrated among already
advantaged students, while others are left behind—undermining the goal of providing equitable
support for all learners.

Interview and questionnaire results show that students have a high degree of recognition for Al-
generated model essays and feedback, and they will earnestly learn the parts that are helpful to them.
Although students did not specifically focus on sentence construction skills, there was a substantial
improvement in their sentence writing. This provides important insights for IELTS teaching. In IELTS
Writing, especially when facing topics far removed from students' life experiences, the "ice-breaking"
role of ideas is particularly crucial. Unfamiliar topics often increase students' cognitive load and risk a

lack of ideas. When dealing with unfamiliar topics, students need to invest more energy in
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understanding the topic, collecting materials, and organizing ideas, which may occupy resources that
could otherwise be used for syntactic processing, leading to a decline in syntactic complexity. At the
same time, unfamiliar topics are more likely to result in a lack of ideas, making sentences empty and
logically confusing, which further affects the display of syntactic complexity. Al-generated model
essays can provide targeted ideas and writing materials, helping students familiarize themselves with
writing frameworks for different topics, enhance their adaptability to unfamiliar topics, and encourage
them to use more complex syntactic structures to express their views, thereby improving their IELTS
Writing scores. Therefore, IELTS Writing teaching should not be confined to mere language training;
expanding students' knowledge and helping them enhance their perception of social life should also be
part of the teaching syllabus.

Additionally, during the semi-structured interviews, a consistent theme emerged from students’
reflections: the initial novelty of interacting with generative Al writing tools tends to fade over time,
leading many to gradually experience fatigue, monotony, or even a loss of enthusiasm for sustained
interaction. This shift in engagement is rooted in the inherently functional, task-driven nature of Al
tools—while they excel at delivering technical feedback and generating content, they lack the dynamic,
empathetic, and adaptive interaction that characterizes human communication. In the early stages of
use, students are often curious about AI’s ability to generate essays, suggest vocabulary, or revise
sentences, which motivates active exploration. However, as this novelty wears off, the repetitive nature
of Al interactions can lead to a sense of disconnection. Students reported feeling “unmotivated to
continue asking questions” or “indifferent to Al’s responses” after several weeks, as the tool fails to
recognize their evolving learning needs, celebrate small wins, or adapt its tone to match their emotional
state. This decline in engagement underscores a critical limitation of Al: its inability to sustain long-
term learner motivation through relational connection, making teachers irreplaceable in maintaining
students’ investment in the writing process—especially in writing evaluation, where personalized
guidance and humanized feedback are key to keeping learners engaged.

Another fundamental reason Al cannot substitute teacher feedback lies in the multi-dimensional
nature of human guidance—teachers’ feedback encompasses far more than just language knowledge;
it includes emotional affirmation, tailored encouragement, and genuine spiritual support that directly
fosters students’ self-efficacy. Self-efficacy, defined as an individual’s belief in their ability to succeed
in specific tasks, is a key predictor of learning outcomes in L2 writing. Teachers nurture this belief
through intentional, personalized interactions: they might highlight a student’s progress in using
complex sentences, validate their unique ideas, or reassure them during setbacks. These moments of

emotional support are not peripheral to teaching; they are integral to helping students build the

99



# 26-3, 2025
pp. 88-103

Yanmei YU, The Role of Generative Artificial Intelligence in IELTS Writing

confidence to take linguistic risks, persist through challenges, and view themselves as capable writers.
In contrast, Al feedback is narrowly focused on linguistic form and content, lacking the warmth,
empathy, and personalization that make emotional affirmation meaningful. Even the most advanced
Al tools cannot replicate the sincerity of a teacher’s encouragement or the reassurance of someone

who understands a student’s individual journey, strengths, and struggles.

Conclusion

This study targeted intermediate and low-level IELTS candidates, a group facing persistent writing
barriers: over-reliance on simple sentences, poor clause integration, limited advanced vocabulary, and
logical incoherence with complex topics. It explored GenAl as a targeted intervention to address these
needs and foster syntactic growth. After a 18-week Al-assisted program, paired-samples t-tests
revealed highly significant progress in mean word count per T-unit and clause ratio. These findings
validate AI’s efficacy for lower-level learners, and highlight its potential to democratize high-quality,
personalized writing support—hard to deliver in traditional classrooms due to time constraints and
diverse needs.

The study also signals a paradigm shift from the traditional teacher-student binary to a tripartite
ecosystem: teachers, students and Al. In this ecosystem, Al handles routine tasks like grammar
feedback, idea generation, and vocabulary suggestions, freeing teachers to focus on personalized
pathways, critical thinking facilitation, emotional support, and Al literacy guidance. For students, this
model enables anytime access to scaffolded feedback, boosting learning ownership and confidence. In
IELTS Writing instruction, teachers should leverage Al’s adaptability and data-analytic capabilities to
develop “one student, one plan” interventions. To mitigate widened performance gaps, teachers must
instruct students on effective Al use to ensure equitable access to benefits.

Ultimately, integrating Al aims to help lower-level candidates overcome linguistic barriers, build
confidence, and improve IELTS Writing scores—key to their academic aspirations. This study
provides a roadmap for responsible Al integration, centering learner needs, equity, and sustainable
writing development.

Mean word count per T-unit

Table 1-1
Paired Samples Statistics
Mean N Std. Deviation Std. Error Mean
Pair | Post-test 19.1795 50 3.14645 .710357
1 Pre-test 17.0365 50 3.74960 .83844
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Table 1-2
Paired Samples Test
Mean Difference
95% Confidence
Interval of the
Std. Std. Error Difference Sig. (2-tailed
Mean | Deviation Mean Lower Upper t df )
Pair |Post-test-| 2.14300 3.08732 .69035| .69809 3.58791| 3.104| 49 .006
1 Pre-test
Subordination ratio
Table 2-1
Paired Samples Statistics
Mean N Std. Deviation Std. Error Mean
Pairl Post-test .6205 50 27194 .06081
Pre-test 3785 50 .18559 .04150
Table 2-2
Paired Samples Test
Mean Difference
95% Confidence
Interval of the
Std. Std. Error Difference Sig. (2-
Mean | Deviation Mean Lower Upper | t df tailed)
Pair |Post-test- | .24200 29790 .06661 10258 | .38142| 3.633| 49 .002
1 Pre-test

Figure 1 Word cloud of questionnaire-based keyword statistics
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ABSTRACT

This study investigates segmental and suprasegmental pronunciation challenges encountered by
Georgian learners of English as a Foreign Language (EFL), focusing on consonants, and stress.
Adopting a mixed-methods approach, it combines IPA-based audio analysis, frequency tracking, and
learner surveys to explore both observed difficulties and students’ perceptions of their underlying
causes.

Data were collected from 30 B1-level first-year university students enrolled in a Practical Phonetics
course at Thilisi State University during the 2024 Fall-2025 Spring academic year. The analysis
reveals systematic inconsistencies in consonant production. Frequent consonantal issues are most
commonly manifested through interdental fricative substitution, /v/—/w/ confusion, final consonant
devoicing, and misarticulation of English /r/, largely influenced by the Georgian trilled /r/.

The findings suggest that these patterns stem primarily from L1 transfer, orthographic interference,
and restricted exposure to authentic English input. Grounded in Second Language Acquisition (SLA)
frameworks—specifically Flege’s Speech Learning Model and the Orthographic Interference
Hypothesis—the study proposes pedagogical strategies emphasizing explicit pronunciation instruction
and phonological awareness within communicative EFL contexts.

Keywords: Georgian EFL learners, Pronunciation challenges, Vowels, consonants, and stress, L1
transfer and orthographic interference, Pronunciation pedagogy.

Introduction
In the era of English as a lingua franca, a foreign accent can be viewed as a marker of global
engagement and communicative courage rather than a sign of insufficient proficiency. Yet in the
English as a Foreign Language (EFL) classroom, that courage often collides with moments of
communication breakdown. Pronunciation errors—although a natural part of second language
development—can obscure meaning, hinder intelligibility, and diminish learners’ confidence and
communicative effectiveness.

Contemporary EFL pedagogy increasingly positions pronunciation as an essential dimension
of communicative competence rather than an optional or peripheral skill (Celce-Murcia et al., 2010).

For Georgian learners of English, persistent pronunciation challenges stem largely from structural
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contrasts between the two phonological systems. Georgian lacks several features that are central to
English consonant production (e.g., interdental fricatives and the /w/—/v/ distinction) and employs a
different stress pattern and rhythmic organization. As a result, learners frequently exhibit recurrent
consonantal substitutions, segmental deviations, and difficulties with lexical stress placement.

This paper focuses specifically on consonant articulation and lexical stress among Georgian
EFL learners. It identifies recurrent phonological deviations, interprets them through the lens of L1
transfer and phonotactic constraints, and offers pedagogical recommendations aimed at enhancing
learners’ intelligibility and communicative competence in multicultural contexts. More specifically,
the study aims to: (1) identify common segmental and suprasegmental errors—particularly those
involving consonant production and lexical stress; (2) document these patterns using the International
Phonetic Alphabet (IPA); (3) examine the potential causes and phonetic implications of these errors
by drawing on major theories of second language acquisition (SLA), cross-linguistic comparison
between Georgian and English, and selected learner self-reports collected through a survey on
perceived sources of difficulty; and (4) propose practical, empirically informed, and theoretically

grounded recommendations for fostering phonetic fluency.

Literature Review

Phonological Implications and Theoretical Perspectives

According to a wide body of SLA research, pronunciation development is shaped by interactions
among pedagogical practices, L1-L2 phonological contrasts, cognitive constraints, and sociocultural
conditions. Within communicative approaches to language teaching, pronunciation has traditionally
received limited explicit focus. Although Communicative Language Teaching (CLT) aims to promote
fluency and meaningful interaction, it has often marginalized systematic phonological instruction
(Celce-Murcia, Brinton, & Goodwin, 2010; Levis, 2005). As a result, learners may develop functional
communicative skills while retaining persistent segmental errors or inaccurate word stress patterns that
hinder intelligibility (Derwing & Munro, 2015).

The Contrastive Analysis Hypothesis (Lado, 1957) remains influential in explaining
phonological transfer, particularly when L1-L2 differences are substantial. Modern phonological
theories, including Best’s (1995) Perceptual Assimilation Model and Flege’s (1995) Speech Learning
Model, further demonstrate that learners assimilate unfamiliar L2 sounds to the closest L1 categories,
resulting in predictable substitution patterns. Against this background, for Georgian learners, the
absence of English interdental fricatives, aspiration contrasts, and the /w/—/v/ distinction increases the

likelihood of transfer-based misarticulations unless instruction makes these contrasts salient.
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Sociocultural Theory (Vygotsky, 1978) provides a complementary lens, emphasizing that
phonological restructuring emerges through socially mediated interaction. Studies on corrective
feedback (Lyster & Ranta, 1997) and interactionist SLA (Long, 1996) show that negotiation of form,
scaffolding, and exposure to proficient models are essential for improving learners’ pronunciation.
Limited interaction—common in EFL settings—reduces opportunities to receive modified input or
feedback on both segmental accuracy and suprasegmental features such as lexical stress (Saito &
Lyster, 2012).

Psycholinguistic  perspectives clarify how phonological knowledge is processed
andautomatized. Skill Acquisition Theory (DeKeyser, 1997; Anderson, 1983), supported by Flege’s
(2003) phonetic learning research, argues that repeated, meaningful practice is required for learners to
proceduralize new articulatory routines. Without sustained practice, learners rely heavily on
declarative knowledge (rules about pronunciation) rather than automatized production, resulting in
inconsistent or unstable phonological output.

Interlanguage Fossilization Theory (Selinker, 1972; Han, 2004) further explains why
inaccurate pronunciation forms can become stabilized. Fossilization is particularly common in
contexts where learners receive limited feedback or where intelligibility is minimally compromised,
allowing incorrect forms to persist. Research in L2 phonology has shown that fossilized segmental and
suprasegmental patterns can be resistant to change without targeted, high-quality instructional
intervention (Major, 2001).

Another key factor influencing phonological development is orthographic interference. The
Orthographic Interference Hypothesis (Bassetti, 2008; Bassetti & Atkinson, 2015) posits that learners
rely on L1 reading strategies when interpreting L2 grapheme—phoneme correspondences. For speakers
of languages with transparent orthographies, this may lead to mispronunciations based on English
spelling irregularities, contributing to inaccurate vowel quality, consonant substitutions, and misplaced
stress (Rastelli, 2018). Such interference is particularly salient for Georgian learners, whose native
orthography is highly phonemic.

Overall, research and classroom evidence suggest that the persistent difficulties EFL learners
face with consonant articulation and lexical stress stem from a complex interplay of factors, including
instructional practices, the phonological distance between the L1 and L2 languages, cognitive
processing constraints, limited opportunities for interaction and feedback, and the influence of English
orthography.

Against this background, despite the growing body of research on L2 pronunciation, there

remains a notable gap in studies that examine how these theoretical perspectives converge in the
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context of Georgian EFL learners, particularly with respect to consonant articulation and lexical stress.
Existing studies on Georgian learners tend to focus broadly on segmental errors or general
pronunciation challenges, but they rarely integrate insights from contrastive phonology, sociocultural
interaction, cognitive skill development, and orthographic influence into a unified analysis. Moreover,
few empirical investigations document how these factors interact in real classroom settings, where
limited exposure, insufficient corrective feedback, and CLT-driven instructional practices shape
learners’ phonological development. As a result, the field lacks a comprehensive, evidence-based
description of the specific phonological patterns Georgian learners produce and the theoretical
mechanisms underlying them. The present study seeks to address this gap by systematically analyzing
recurrent consonant and stress-related deviations and interpreting them through an integrated, multi-

theoretical lens.

Methodology

Participants and Setting

The study was conducted at Thilisi State University, within the English Philology Programme.
Participants included 30 Georgian undergraduate students enrolled in a Practical Course of
Phonetics. All participants shared a comparable educational background, having completed secondary

education and achieved at least A2 level in English proficiency according to national standards.

Data Collection
Data were collected over 28 classroom sessions spanning two academic semesters (Spring 2024—Fall
2025). During these sessions, each student read aloud or retold an assigned text of approximately 150

160 words, yielding a total of roughly 840 minutes of recorded observation.

Research Instrument
A researcher-designed phonetic observation checklist was employed, adapted from the framework
proposed by Celce-Murcia et al. (2010). The checklist captured the following dimensions:
e Consonant articulation errors, including inaccuracies in voicing, place and manner of
articulation, consonant-cluster simplification, and recurrent substitution patterns;
e Word stress deviations, such as incorrect placement of primary stress and the
overgeneralization of initial or final stress patterns;
e Error frequency, categorized as infrequent (<5 occurrences), moderate (5-10 occurrences), or

frequent (>10 occurrences).
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In addition, a survey questionnaire was administered to the same participants to assess their self-
awareness and reflections regarding the potential causes of their pronunciation errors. All procedures

were conducted in accordance with institutional ethical standards, and informed consent was obtained

from all participants prior to data collection.

Results

Consonantal Mispronunciations

Table 1

Consonantal Mispronunciations Among Georgian EFL Learners

Amazing — /a2 'mer
Ory/

Description and Frequency ||L1/SLA
Error Type . p_ Examples (IPA) d y .
Realizations Category |[Explanation
think — tpk;
sunbathe —
. ) /'sanbers/
Interdental fricative /0/ realized as /t/ or Absence of
L . Thousand — .
substitution /s/; 10/ realized as , interdental
tav-zond/; Frequent .. .
/d/ or /z/ fricatives in
Author- — /au t:a/; ||(>10) .
Georgian; L1
Rhythm- —
, transfer
ritom/;

Reverse substitution
*voiceless alveolar fricative

music, seen singer,
cause — /'mju:.01k/,

L1 transfer
combined with
articulatory

. . . Moderate— e
into voiceless interdental s/ — /0/ and /z/ — |/6i:n/, /'Om.av/, unfamiliarity,
- frequent .
fricative or 10/ /ko. 0/, sometimes
. o (5-10) .
* voiced alveolar fricative reinforced by
into voiced interdental phonetic
fricative overgeneralization.
Reduction or .
. L Georgian
deletion of initial ] .
T . three — ¢ri:; author ||Frequent phonotactic
Cluster simplification interdental clusters .
— 0t (>10) constraints; cluster
(e.g., /0r/, /OW/, reduction
/01/)
. Lack of /w/
Reciprocal warm - very [ Moderate= | sneme: categor
—> N
/wi/—/v/ confusion substitution of /w/ . Vo Very frequent P o dory
and v/ — weri (5-10) assimilation (Flege,
1995)
Orthographic/graphemic <ph> pronounced ||phone — p*oun Moderate  ||Orthographic
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instead of /f/

Descripti d F L1/SLA
Error Type esc_rlp _|on an Examples (IPA) requency .

Realizations Category |Explanation
influence as /p/ or /p"/ Phoneme— p’oni:m||(5-10) interference;

grapheme—phoneme

mismatch
Word-final voiced ||dogs — dngs — Transfer of
) o Moderate o
Final devoicing obstruents dvks Georgian final
. : (5-10) .
devoiced Trees—tri:s devoicing rule
. L1 articulatory
English /1/ .
o ) ) red — red Frequent habits; lack of
Rhotic misarticulation produced as a trill . ) )
(tapped/trilled) (>10) approximant /1/ in

or tap /r/ .
Georgian

Suprasegmental Stress Errors

Table 2
Suprasegmental Stress Errors Among Georgian EFL Learners

Error Type Examples Description / Phonetic Evidence Frequency / Impact

development, Words were frequently produced with  ||Occurred frequently (>10
Initial Stress stress on the first syllable instead of the |linstances per learner);
Overgeneralization employee, canonical stress position (e.g., contributed to unnatural
SLeeess speech rhythm.

‘development — de'velopment).

Verbal forms typically stressed initially
) . were pronounced with final stress (e.g., ||Occurred frequently (>10
Final Stress record, import, || . o .
o . record — re'kord), indicating instances per learner);
Overgeneralization |/insult . . .
incomplete understanding of noun—verb |/ disrupted natural prosody.

stress alternation.

. Occurred frequently (>10
Stress misplacement led to syllable-

Overall . . instances per learner);
timed rhythm rather than stress-timed,

Suprasegmental — . o speech sounded monotone
reducing comprehensibility and ]

Impact and rhythmically

naturalness.

unnatural.

Analysis of Survey Results: Student-Reported Factors Affecting Pronunciation and pedagogy
The following survey asked participants to select the main reason for their pronunciation mistakes in
English.
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Please, choose the best option suitable for you to complete the given statement | often make
pronunciation mistakes in English, because

29 responses

® A. | don’'t know most of the reading
rules;

@ B. | am used to memorizing English
words the way they are written;

C. My previous teachers did not focus
on teaching pronunciation;
‘ @ D. My previous teachers did not corre...
@ E. My previous teacher did not focus o...

® F. | had been used to pronouncing En...
@ G. I don't have enough practice speak...

Figure 1: Student-Reported Factors Affecting Pronunciation and pedagogy
Note. Data are based on self-reports from 30 Georgian EFL learners regarding factors

influencing their pronunciation skills and classroom pedagogy.

As seen from the figure 1, the responses reveal the following patterns: Lack of practice is the
primary factor: The majority of respondents (58.6%) (n=17) indicated that “I don’t have enough
practice speaking English” (Option G) is the main reason for their pronunciation errors. Instructional
influence: About 10.3% (n=3) reported that “My previous teachers did not correct my pronunciation”
(Option D), highlighting the role of teacher feedback in developing accurate pronunciation habits.
Smaller percentages pointed to being accustomed to memorizing written words (Option B, 3.4%,
n=1).Knowledge of reading rules and habit transfer: A minor proportion (6.9 %) ( n=2) selected
“I don’t know most of the reading rules” (Option A) or “I had been used to pronouncing English
words differently” (6.9 %) ( n=2), indicating that phonological knowledge and L1 transfer play a
smaller but notable role.

To summarize, the survey demonstrates that insufficient speaking practice is the dominant self-
reported cause of pronunciation errors among Georgian EFL learners. Teacher intervention and
corrective feedback, while less frequently cited, are also important factors. Overall, the data suggest
that a combination of practice opportunities and focused instruction is critical for improving learner

pronunciation.
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Discussion and Pedagogical Implications

The present study demonstrates that Georgian EFL learners face pervasive pronunciation challenges
at both the segmental and suprasegmental levels, primarily influenced by the interaction of linguistic
and extra-linguistic factors. At the segmental level, consonantal mispronunciations were widespread,
with frequent interdental fricative substitutions (/6/ — /t, s/; /8/ — /d, z/), rhotic misarticulations, and
cluster simplifications, reflecting the transfer of Georgian L1 phonological patterns and articulatory
habits. Additional errors, such as /w/—/v/ confusions, orthographic influences, and final devoicing,
highlight the combined effect of L1 interference, grapheme—phoneme mismatches, and phonotactic
constraints. At the suprasegmental level, learners exhibited consistent stress misplacement, including
both initial and final stress overgeneralizations, resulting in syllable-timed rhythm and reduced speech
naturalness.

These findings reflect a complex interplay of linguistic and extra-linguistic factors that
contribute to pronunciation challenges among Georgian EFL learners. At the linguistic level, the
influence of Georgian L1 phonological patterns interferes with the accurate production of English
sounds, stress, and intonation. Additionally, the inherent complexity of English phonology, including
irregular spelling-sound correspondences and unpredictable stress patterns, further complicates
learners’ acquisition of native-like pronunciation.

Survey results reinforced these observations, revealing that insufficient speaking practice is
the primary self-reported cause of pronunciation errors. Teacher feedback and previous instructional
practices also contributed, although to a lesser extent, while L1 transfer and limited phonological
knowledge played a minor but notable role.

To address these challenges, as the findings demonstrated, there is the need for a multi-faceted
pedagogical approach that integrates explicit pronunciation instruction, ample practice
opportunities, corrective feedback, and contrastive analysis of L1 and L2 phonological systems.
Research in SLA supports the effectiveness of explicit phonetic instruction: for example, Gordon,
Darcy, and Ewert (2012) found that learners who received focused, metalinguistic presentation and
guided practice improved their comprehensibility more than those without explicit instruction
Similarly, meta-analytic and empirical studies show that explicit instruction coupled with
communicative, form-focused tasks (i.e., focus on form in meaningful contexts) leads to greater gains
in both controlled and spontaneous speech than explicit instruction alone (Mora & Mora- 2023).

Corrective feedback is also central: pronunciation-focused feedback (e.g., recasts) has been
shown to help L2 learners notice and self-repair phonological errors, particularly when learners already

have some explicit phonetic knowledge (Saito, 2012). Moreover, classroom studies reveal that learners
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strongly desire feedback on their pronunciation, and teacher recasts are frequently used, even if their
effectiveness varies (Baker & Burri, 2016)

Finally, contrastive analysis of L1 and L2 phonological systems aligns with SLA principles:
by explicitly drawing attention to differences between Georgian and English phonology, learners can
become more aware of L1 interference, a process that helps form-meaning mapping and supports long-
term intelligibility (Center for Applied Linguistics [CAELA], n.d.).

Incorporating communicative and form-focused tasks, listening discrimination exercises,
self-monitoring, and collaborative practice provides a balanced and evidence-based framework. Such
an approach not only targets segmental and suprasegmental difficulties but also fosters interaction-rich
environments that promote natural pronunciation adjustment—ultimately enhancing learners’

intelligibility, prosody, and overall oral fluency.

Conclusion, Limitations and Directions for Future Research

The study reveals that Georgian EFL learners experience significant pronunciation difficulties at both
segmental and suprasegmental levels, shaped by linguistic and extra-linguistic factors. Segmental
errors included frequent substitutions of interdental fricatives, rhotic misarticulations, cluster
simplifications, /w/—/v/ confusions, orthographic interference, and final devoicing, reflecting L1
transfer and articulatory habits. Suprasegmentally, learners often misapplied lexical stress, producing
a syllable-timed rhythm that reduced naturalness. Survey responses indicated that limited speaking
practice, insufficient teacher feedback, and gaps in phonological knowledge contributed to these errors.
To address these challenges, a multi-faceted pedagogical approach is required, integrating explicit
pronunciation instruction, ample practice opportunities, corrective feedback, and contrastive L1-L2
analysis. This approach emphasizes the importance of incorporating communicative and form-focused
tasks, listening exercises, self-monitoring, and collaborative activities, all of which can help learners
improve both segmental accuracy and prosodic fluency (Gordon, Darcy, & Ewert, 2012; Saito &
Lyster, 2012; Center for Applied Linguistics, n.d.).

Despite these contributions, several limitations should be acknowledged. The study relied on a
relatively small and homogeneous sample, limiting generalizability. Data were collected through
classroom observations, recorded speech, and self-reported surveys, which may not fully capture
learners’ performance in more naturalistic or high-stakes contexts. Manual analysis introduces
potential observer bias, and while pedagogical recommendations are grounded in SLA theory and

classroom practice, their practical effectiveness remains to be empirically tested.
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Building on this work, future research could explore longitudinal intervention studies to
evaluate the impact of SLA-informed pronunciation instruction over extended periods. Tracking
learners’ development in segmental and suprasegmental features would clarify which instructional
strategies yield the most durable improvements in intelligibility and prosody. Additionally,
comparative studies with learners from different L1 backgrounds could help distinguish which
pronunciation challenges are specific to Georgian learners and which are more universally experienced
by EFL students. These directions would strengthen the evidence base for effective, targeted

pronunciation pedagogy.
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ABSTRACT

Thinking carefully about the impact that research might have on teaching is a topic of international
interest. The main aim of the paper is to explore the complexity of the linkage between research and
teaching in institutional context, with peculiar reference and on an example of postgraduate program
of English philology (Lexicography) at Ivane Javakhishvili Thilisi State University. Lexicography
provides an intriguing test ground on which to examine the connections between research and teaching
because of the position it holds at the intersection between the theory and practice (theoretical
lexicography and the lexicographic practice).

It is suggested that undergraduate and postgraduate students are likely to gain most benefit from
research in terms of depth of learning and understanding when they are involved actively, particularly
through various forms of inquiry-based learning (Sambell et. al, 2017). From this perspective, teaching
and learning in higher education is a multifaceted process, based on subtlety and artistry, as opposed
to more functional definitions of teaching and learning, because it is not just a simple matter of
knowledge transfer. Hodge et al. (2007) emphasize how engaging students with research can go further
than more traditional paradigms of learning. Their model frames the “student as scholar” (Hodge et
al. 2007), rather than simply a learner. At the level of course curriculum design, Healey (2005) noted
that the research-teaching relationship can be developed along a spectrum which ranges across several
different dimensions: research-tutored, research-based, research-oriented and research-led.
Accordingly, the curriculum of lexicography had been radically redesigned so as to explicitly focus
on the research-teaching paradigm. Examples of inquiry-based learning activities in curricular design,
that benefit student learning through direct involvement in research, are included in the paper.
Lecturers draw upon a wide range of techniques to help make their courses inquiry-driven, student-
centered and active, as in the following small-scale examples:

A. To support students to practice data-gathering techniques, under the course of Learner
Lexicography and Metalexicography, students were able to explain what is done in research into
dictionary use and explain its significance in lexicography, choose an appropriate method for their
scientific hypothesis and apply it, analyze scientific publications from the field, formulate problems
in the field and solve them through discussion, develop an individual usage study.

B. During the practical course of Georgian-English Lexicography, research tasks provide a compact
and hands-on overview of basic tools, methods and technologies in today’s digital lexicography
(TITerm, Lexonomy, etc.). The focus is on the use of the tools for the structured representation of
lexicographic data as well as on technologies for data management, storage and presentation.

As a result, it is similarly important that university teachers endeavor to reflect upon and seek to
enhance the research-teaching nexus because it is often seen as a vital contributory factor to students’
all-round development. They have important decisions to make, on personal and professional levels,
so they need to become equipped with the skills of critical analysis, gathering evidence, making
judgements and the capacity to reflect on what they are doing and why.

Keywords: active learning, lexicography, research-rich, postgraduate.

! Corresponding author: Mariam Makhatadze, mariam.makhatadze193@sps.tsu.edu.ge

116



E ISSN 1512-3146 (online) International Journal ' . . .
ISSN 1987-9601 (print) of Multilingual Education https://multilingualeducation.openjournals.ge/

Lexicography is linguistic surgery. There’s a ritual preparation, a laying out of instruments...
There is the first slice into the patient, which could be the beginning of a very long

morning full of unexpected complications or the start of a procedure so routine

a seasoned surgeon could do it in their sleep.

- Kory Stamper, “Word by Word: The Secret Life of Dictionaries”

Introduction

In the landscape of contemporary higher education, the relationship between research and teaching is
a subject of enduring international interest. While universities have traditionally prioritized the
accumulation of theoretical and applied knowledge, the actual integration of these two domains within
the learning environment remains a complex challenge. Too often, research and teaching exist in
distinct silos, a structure that positions students as passive consumers of established knowledge rather
than active participants in its creation (Harvey & Tree, 2025).

This paper explores the complexity of this research-teaching linkage within a specific
institutional context: the postgraduate program of English Philology (Lexicography concentration) at
Ivane Javakhishvili Thilisi State University (TSU). We argue that lexicography, a discipline situated
uniquely at the intersection of abstract theory and rigorous practice (dictionary compilation), provides
an intriguing testing ground for this pedagogical shift. By analyzing specific curricular interventions
in the MA program, this paper illustrates how inquiry-based learning can transform students from mere
learners into junior researchers. Specifically, this research examines a selection of both compulsory
and elective modules within the program to ensure a representative analysis of the curriculum. The
primary focus lies on three core courses: Learner Lexicography, Metalexicography, and the Practical
Course in General English-Georgian Lexicography. Adopting a qualitative case study design framed
within practitioner action research, the paper analyzes curricular documents and student reflections to

evaluate the efficacy of the research-teaching nexus in these modules.

Literature Review

The relationship between research and teaching is rarely actualized in a single, uniform way.

Traditionally, it has been assumed that active researchers make better teachers simply by virtue of their

expertise. However, recent pedagogical scholarship challenges this assumption, arguing that the

benefit to students is not automatic, rather, it must be explicitly engineered into the curriculum.
Students may experience research in diverse ways. The research-teaching relationship can be

conceptualized along a spectrum ranging across several dimensions (cf. Healey, 2005; Jenkins &
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Healey, 2012). These dimensions are categorized as:

e Research-led: The curriculum content is dominated by faculty research interests, and
information transmission is the main teaching mode.

e Research-oriented: The curriculum emphasizes the processes by which knowledge is
produced as much as the knowledge itself; faculty attempt to engender a research ethos
through their teaching.

e Research-based: Students learn as researchers; the curriculum is largely designed
around inquiry-based activities, and the division of roles between teacher and student
IS minimized.

e Research-tutored: Students engage in small-group discussions with a teacher, focusing
on research findings.

From this perspective, teaching and learning in higher education function as a multifaceted,
complex process grounded in subtlety rather than simple functional definitions of knowledge transfer.
Sambell et al. (2017) argue that students gain the most benefit from research not merely by hearing
about it, but by being actively involved in inquiry-based learning.

To operationalize this connection, this paper draws upon the framework proposed by Healey
(2005) and Jenkins & Healey (2012). The authors argue that the curriculum can be designed along two
axes: the emphasis on research content versus research processes, and the student as a participant
versus the student as an audience. Complementing this is the "Student as Scholar" model (Hodge et
al., 2007), which advocates for a radical reshaping of the curriculum. In this paradigm, a discovery-
led frame of mind infuses every module, encouraging students to search for and discover new
knowledge (Hodge et al., 2007: 3). This resonates with the constructivist viewpoint: the learners must
be empowered to consider the process of their own learning, enabling them to make decisions, solve
research problems, and develop effectively as independent scholars.

In enhancing the links between research and teaching, the nature of the discipline itself acts as
an important mediator (Breen et.al., 2003). Lexicography provides an intriguing testing ground on
which to examine these linkages because of its position at the intersection of theory and practice. The
field is inherently dualistic, possessing a rigorous theoretical foundation while maintaining a large
interdisciplinary scope. As Fuertes-Olivera (2025) notes, there is "hardly any academic discipline or
branch of human knowledge that has not left its traces in lexicographical works." Consequently,
lexicography requires not only the theoretical understanding of metalexicography, semantics, and
corpus linguistics, but also the technical skill to manage data, define senses, retrieve co-textual and

contextual information and utilize digital tools.
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At TSU, the lexicography curriculum has been redesigned to integrate all elements of this
research-teaching model, aiming to bridge the gap between abstract academic study and the concrete

demands of modern digital lexicography.

Methodology

Research Design

/This study adopts a qualitative case study design combined with elements of practitioner action
research. A qualitative approach was deemed most appropriate as it allows for a "thick description™
(Geertz, 1973) of the educational experience. A qualitative approach was prioritsed because statistical
data alone cannot fully reveal our research questions and complex shift in student perceptions
regarding the research-teaching connection.

The research is situated within a constructivist paradigm, acknowledging that learning in
lexicography is not merely the acquisition of facts, but the active construction of professional
knowledge. Accordingly, the study focuses on a targeted curricular intervention within the
Lexicography program, utilizing Healey’s (2005) Research-Teaching Nexus as the primary theoretical
lens to observe and analyze the development of students’ research skills.

By mapping course activities against Healey’s (2005) four quadrants, the research design seeks
to evaluate how specific pedagogical shifts (e.g., from passive lectures to active digital tool usage)

impact the students' transition from novices to junior scholars.

Context and Participants
The research was conducted within the Department of English Philology at TSU during the Spring
semester of the 20242025 academic year, specifically within the modules of Learner Lexicography,
Metalexicography and the Practical Course in General English-Georgian Lexicography. This
timeframe allowed the researcher (who also served as the primary lecturer) to observe the development
of the cohort in real-time.

The study focuses on a small, purposive cohort of seven postgraduate students enrolled in the
courses. This small sample size allows for a comprehensive description of individual learner
development and deep qualitative analysis of student output.

The group was relatively homogeneous in terms of academic background and age, with the
majority entering the program directly from their undergraduate studies. The participants (n=7) were
all Georgian native speakers with a background in English Philology. Prior to this course, the majority

of the cohort had limited exposure to practical lexicography or computational tools, entering the
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program with primarily theoretical linguistic knowledge. The courses were delivered in a face-to-face
workshop format, consisting of 4 contact hours per week (Practical Course in General Lexicography),
3 contact hours per week (Learner Lexicography), 2 contact hours (Metalexicography). The students
were asked to use their computer devices for immediate application of digital tools.

Ethical considerations were important for the research design, particularly given the dual role
of the researcher as the module teacher. While the identities of the participants were known to the
researcher during the data collection phase (as the reflective essays were part of the formal
coursework), confidentiality is maintained in the dissemination of the findings. Codes (Student A, etc.)
are used to ensure confidentiality. To mitigate the potential for response bias, for example, students
writing favorably to influence grades, the qualitative analysis of these essays for research purposes

was conducted after the final course grades were submitted.

Data Collection Instruments
To evaluate the efficacy of the research-teaching linkage, qualitative data was triangulated from three
distinct sources: (1) module syllabi, (2) student research outputs, and (3) reflective narratives.

The primary documents analyzed included the redesigned module syllabi, assessment criteria,
and teaching materials. These were evaluated against Healey’s (2005) framework to verify the extent
to which research-based and research-oriented activities were explicitly embedded in the course
design. From this standpoint, syllabus is viewed as the interaction between teachers, learners and
knowledge, as an action. Viewed like this, the focus is on the processes that help make learning and
meaning-making to happen, with room for experimentation and a degree of flexibility.

To visualize how these theoretical frameworks were operationalized within the syllabus, Table
1 outlines the mapping of specific modules against Healey’s research quadrants and the corresponding

assessment evidence.

Table 1: Integration of Research-Teaching Nexus in Syllabus Design

Research-Based Students formulate User

Questionnaire
hypotheses and design Design
(Students as Researchers) original user surveys to

test dictionary efficacy. Usage Analysis Report
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Research-Oriented Application of digital 10 Weekly Lexical
tools (Lexonomy, Entries
TITerm) to compile
(Learning bilingual entries; Corpus Query Logs
research processes)
Solving equivalence

problems.

The core of the data consisted of the scholarly products produced by the cohort (N=7) across
the three targeted modules. These artifacts served as direct evidence of the students' ability to engage
in "research-based"” and "research-oriented" learning.

Task of user Research Studies (Learner Lexicography): Moving beyond theoretical study,
students were tasked with designing and conducting original user research. This involved formulating
hypotheses regarding dictionary usage and creating data gathering instruments (questionnaires).
Students designed specific items to test user behavior and preferences, such as querying frequency of
use, evaluating the clarity of definitions ("Is the definition vague?"), and identifying preferred
microstructural elements. Students then distributed these forms, collected the data, and analyzed the
results to draw conclusions about user needs.

Task of Critical Dictionary Analysis (Metalexicography): In this module, students produced a
formal academic article featuring a critical analysis of the macro- and microstructure of a specific
dictionary. To emphasize primary source research, students were required to visit the public library
and select a printed Georgian dictionary for evaluation. The assignment was graded on strict research
criteria: content depth, quality of analysis, data reliability, article layout, and the validity of
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conclusions. Following submission, students received extensive feedback to simulate the peer-review
process.

Task of Digital Lexicographic Projects (Practical Course in General English-Georgian
Lexicography): Throughout the semester, students engaged in the ongoing compilation of a bilingual
dictionary using industry-standard platforms (Lexonomy, TITerm). Each student was responsible for
processing 10 lexical units weekly. This research-oriented task required them to:

Disambiguate senses and find equivalents.

Translate illustrative examples and identify grammatical, paradigmatic, and syntagmatic
relationships.

Utilize corpus data and other lexicographic evidence to support their decisions.

These practical tasks were supplemented by weekly research seminars where students
discussed complex challenges, specifically focusing on issues of anisomorphism and equivalence
structures.

At the conclusion of the course, all 7 students submitted reflective essays. These narratives
required students to self-assess their learning journey, specifically focusing on the challenges of data
gathering and their evolving understanding of the lexicographer’s role. The reflection was not an open-
ended diary entry, rather, it was a guided self-assessment focused on the friction between theory and
practice. Students were prompted to deconstruct their decision-making processes during the research
tasks. Specifically, the narrative prompts (see Table 2) required students to articulate how they
navigated methodological ambiguity, such as resolving issues of equivalence in Lexonomy (Mechura
etal., 2017) or designing valid questions for the user survey in Learner Lexicography. These narratives
provided the critical qualitative data necessary to answer the research question regarding the shift in
student perceptions. They allowed the researcher to trace the cohort's evolution from passive recipients
of linguistic theory to active agents capable of defending their lexicographic choices.

Table 2. Guiding Prompts for Reflective Narratives

Guiding Prompts for Reflective Narratives
Methodological Challenges: Describe a specific moment during your data collection
(survey or corpus analysis) where the textbook theory did not provide a clear answer. How did

you resolve this?
How did using tools like TITerm/Lexonomy change your understanding of a dictionary
entry? Did you feel limited or empowered by the software structure?

Compare your view of a lexicographer’s role at the beginning of the semester vs. now.
Do you consider yourself a researcher? Why or why not?
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Research Results

The analysis of the student research outputs and reflective essays (N=7) suggests that the sillabi
redesign successfully facilitated a shift towards the student as Scholar model. The results are
categorized into three primary directions: Firstly, in the Learner Lexicography module, students were
required to formulate hypotheses (e.g. good dictionaries do not only display a linguistically sound
treatment of a specific selection of lexical items, good dictionaries are products that can be used as
linguistic instruments by their respective target user groups) and conduct small-scale usage studies.
The feedback in the reflective essays reveal that their research preparation was the primary driver of
deep learning.

Students reported that the process of gathering original data forced them to move beyond
theoretical knowledge. For example, one student noted:

"At the beginning, | was waiting for the lecturer to tell me which learner’s dictionary was
better. Or what were the specific questions for the questionnaire on the layout of the dictionary. But
after designing my own survey, I realized that “better” depends entirely on the user's needs. I had to
stop being a student and start thinking like a lexicographer.” This aligns with the research-based
quadrant of Healey’s (2005) model. By dealing with the messiness of real data, students developed the
critical skills to evaluate lexicographic resources not as static authorities, but as constructed tools
subject to critique.

Secondly, the introduction of TITerm (Joffe & De Schryver, 2004) and Lexonomy (Mechura
et.al., 2017) proved to be a significant catalyst for student engagement. While traditional teaching
might focus on analyzing existing dictionary entries, the research-oriented task of creating entries
required a higher level of cognitive engagement. Analysis of the student projects in Lexonomy
demonstrated a high degree of structural awareness. Students did not merely input words; they had to
make active decisions about data structure (XML tags, hierarchy). In their course evaluations, the
cohort emphasized that mastering these tools were important:

"Using Lexonomy gave me confidence that | could actually work in a digital publishing house,
because I edited the structure of entries, made several editing decisions.”

However, in terms of article writing as their assignment in Metalexicography, students
mentioned that the instructions were a bit overwhelming: “The prompt was one long block of text, so
a lot of us missed small details—like the requirement to include screenshots or the specific word count
for the abstract versus the paper.” Some of them wrote “I struggled to figure out how much theory
(Wiegand/Gouws) to include versus how much actual dictionary analysis to do.” The results showed

that they liked the freedom of the assignment, but they struggled significantly with the structure and
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density of your instructions.

Perhaps the most significant finding from the reflective essays was the shift in self-perception.
At the start of the course, students identified primarily as "learners" absorbing information. By the end
of the semester, the requirement to produce original usage studies and digital dictionaries fostered a
sense of ownership.

The small cohort size (7 students) allowed for intensive mentoring, which was crucial for this
identity shift. As one student reflected:

"The project made me feel like my opinion actually mattered because it was backed up by the

data | collected."

Conclusion

The case of the MA Lexicography program at TSU illustrates that integrating research-based and
research-oriented tasks into the curriculum does more than teach skills; it reframes the student-teacher
relationship. By engaging in the actual practices of lexicographers, gathering data and building digital
entries, students moved from passive consumers of knowledge to active producers.

The case study of the MA Lexicography program at TSU illustrates that integrating research-
based and research-oriented tasks into the curriculum does more than merely teach skills; it
fundamentally reframes the student-teacher relationship. By engaging in the authentic practices of
lexicographers (gathering user data, critiquing macrostructures, and compiling digital entries) students
moved from the position of passive consumers of knowledge to active producers.

The findings strongly support the application of Healey’s (2005) model in postgraduate
education. The transition across the elements, from the research-tutored critique of dictionaries to the
research-based creation of user surveys - allowed students to experience the discipline not as a static
set of rules, but as a dynamic field of inquiry. As evidenced by the student reflections, the lexicographic
editing tools served as cognitive scaffolds; they helped students transform the abstract theory into
concrete decision-making.

The study reveals that the discomfort associated with research is a necessary component of the
"Student as Scholar” identity (Hodge et al., 2007). The student feedback regarding the ambiguity of
assignment instructions and the complexity of real usage data highlights an important pedagogical
implication. The feedback suggesting that instructions were occasionally "overwhelming" indicates

that while autonomy is the goal, adequate scaffolding remains essential.
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ABSTRACT

The paper evaluates the prevalence, examines various forms, and studies the cognitive-pragmatic
mechanisms underlying manipulative discourse strategies within English as a Foreign Language
(EFL) classroom environments. Employing frameworks such as Speech Act Theory (Austin, 1962;
Searle, 1975, 1979; Purtseladze, 2024), the Cooperative Principle (Grice, 1978, 1989), Relevance
Theory (Sperber and Wilson, 1986/95a; Wilson and Sperber, 2004; Carston & Powell, 2009), and
critical discourse analysis (Fairclough, 1989; Van Dijk, 2006; Maillat & Oswald, 2011), the study
investigates the manner in which teachers’ linguistic choices may subtly exert psychological pressure
on learners. Data for this research were obtained through a survey administered to 100 undergraduate
students enrolled across various faculties at Thilisi State University.

The results demonstrate that manipulative discourse is both widespread and multifaceted: gaslighting
accounts for 42% of reported instances, followed by shaming (28%), guilt-tripping (20%), and
triangulation (10%). These strategies frequently overlap, producing complex perlocutionary effects
that students cannot pragmatically ignore. Through explicit, covert, and inclusive assertives, teachers
often generate cognitively inescapable implicatures that violate conversational maxims, prompting
students to internalize blame, experience anxiety, and question their competence. The findings
indicate that manipulative communication in educational contexts extends beyond traditional
pragmatic models, revealing how evaluative cues, sarcastic remarks, and comparative framing affect
students’ state of mind and academic performance. By identifying these communicative patterns and
their psychological impact, the study underscores the need for increased pedagogical awareness and
the development of ethical, supportive classroom discourse practices.

The research findings were partially presented at the Sixth International Conference on Second
Language Teaching/Acquisition in the Context of Multilingual Education (SeLTAME 2025).

The results of this study, both theoretical and practical, are applicable across a wide range of
educational contexts. By identifying and analysing the cognitive-pragmatic mechanisms underlying
manipulative discourse strategies, the research addresses a significant gap in existing pedagogical
and pragmatic scholarship.

Keywords: cooperative principle; classroom discourse; gaslighting; manipulation; relevance
theory; speech acts.

Introduction
Mental well-being and psychological self-awareness have become vital concerns in today’s fast-paced,
globalized world. People are becoming more aware of their emotional states, while society as a whole

is gaining a deeper understanding of the psychological processes that influence human interaction. In
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recent years, both public discussion and scholarly research have focused on the phenomenon of
psychological manipulation, reflecting a growing awareness of emotional abuse not only in personal
relationships but also in broader social and institutional settings. Linguistic pragmatics is no exception:
a significant amount of research has been dedicated to manipulative communication as a unique,
complex form of discourse. (Fairclough, 1989; Mooney, 2004; Van Dijk, 2006; Maillat & Oswald,
2011; Sorlin, 2017, etc.)

The classroom constitutes a distinctive environment for communication, characterized by the
integration of professional procedures and interpersonal dynamics. Interaction within this environment
does not always proceed harmoniously, as certain pedagogical practices may employ manipulative
tactics. Such strategies are frequently implicit and unintentional; however, they can be profoundly
detrimental to students. While the majority of research in the field of English as a Foreign Language
(EFL) pedagogy has focused on effective teaching methodologies and learner-centered strategies,
considerably less attention has been paid to the more problematic aspects of classroom discourse —
those involving manipulation, control, or psychological pressure exerted upon learners.

The current study aims to identify the types of manipulative discourse strategies used in EFL
classroom settings and to assess their effects on students’ academic performance and emotional well-
being. The study relies on the theoretical framework of linguistic pragmatics, drawing on Speech Act
Theory (Austin, 1962; Searle, 1975, 1979; Purtseladze, 2024a) and the Cooperative Principle (Grice,
1978, 1989), while also including key concepts from Relevance Theory (Sperber and Wilson,
1986/95a; Wilson and Sperber, 2004; Pickrell et al., 2004; Carston & Powell, 2009) and critical
discourse analysis (Fairclough, 1989; Mooney, 2004; Van Dijk, 2006; Maillat & Oswald, 2011; Sorlin,
2017). 1t also integrates contemporary psychological insights, including Birch’s (2015) work on
emotional manipulation and Vaknin’s (2014) examinations of narcissistic behavior.

The research is based on empirical data collected from a survey completed by 100 undergraduate
students representing the Faculties of Humanities, Psychology and Educational Sciences, as well as
Social and Political Sciences at Thilisi State University.

Understanding manipulative communication within educational settings is especially significant,
as the classroom serves not merely as a venue for knowledge dissemination but also as a formative
environment where students’ identities are shaped. When manipulative discourse becomes ingrained
in teacher—student interactions—whether intentionally or unintentionally—it can erode learners’
confidence, distort their self-perceptions, and foster an emotionally unsafe atmosphere. These effects

are particularly pertinent in EFL classrooms, where language anxiety, diverse proficiency levels, and
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heightened reliance on the teacher inherently render students more susceptible to psychological
influence.

Despite these challenges, manipulative strategies in pedagogical communication remain
insufficiently examined, especially in non-Anglophone academic contexts. By identifying these
strategies and assessing their consequences, this research fills a critical gap in both linguistic
pragmatics and pedagogy. Moreover, the findings have practical implications: they can inform teacher
training programs, contribute to the development of ethical communication guidelines, and promote
more supportive, transparent, and psychologically safe educational environments. In doing so, the
study not only advances the theoretical and practical understanding of manipulative discourse
strategies and harmful pedagogical practices but also supports the broader goal of enhancing students’

well-being alongside their academic performance.

Theoretical Framework

Fairclough (1989, p. 6) characterizes manipulation as “a devious way to control the others,”
highlighting its covert and strategic nature. Van Dijk (2006, p. 359) expands this definition, describing
manipulation as the illegitimate domination by a more powerful group over less powerful individuals,
typically to maintain social or institutional inequality. Within educational environments — and
particularly in EFL contexts — such asymmetries are structurally embedded. Teachers, administrators,
or more proficient interlocutors possess greater linguistic, institutional, and interactional power, which
can create conditions in which manipulative strategies may operate unnoticed and uncontested.

From a relevance-theoretic perspective, the effectiveness of manipulation is closely linked to the
cognitive mechanisms that underlie communication. Relevance Theory posits that the relevance of an
input depends on the ratio of cognitive effects to processing effort (Sperber & Wilson, 1995b; Wilson
& Sperber, 2004). Crucially, every utterance carries a presumption of optimal relevance: speakers
implicitly guarantee that their contributions are worth processing, and hearers rely on this guarantee
when interpreting them. As Carston and Powell (2009) note, this presumption supports a particular
comprehension procedure in which the hearer follows a path of least effort, testing interpretations in
order of accessibility and stopping once one fits his/her expectation of relevance.

Manipulative strategies leverage this cognitive framework. Given that listeners assume speakers
to be cooperative (Mooney, 2004; Sorlin, 2017) and that their utterances are optimally relevant, they
tend to accept interpretations that the speaker subtly guides them toward — even when the speaker’s

intentions are not benevolent.
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This dynamic is intensified in EFL settings, where the inherent power asymmetry between
teachers and students increases students’ vulnerability. The teacher’s epistemic superiority is not only
socially acknowledged but also structurally embedded in the educational environment. As a result,
students are institutionally positioned as epistemically dependent, which raises their susceptibility to
manipulative communicative tactics.

Numerous accounts of manipulative communication, particularly from a discourse-analytical
perspective, emphasize the conditions under which discourse may be deemed manipulative. A primary
focus is placed on the external contextual setting of the communicative event, including the broader
social context: the relationship between speaker and audience, their respective roles and prerogatives,
the relative status of their knowledge, and the purpose of the interaction. This social-contextual
perspective is exemplified by Van Dijk’s assertion that “it only makes sense to speak of manipulation
[...] when speakers or writers are manipulating others in their role as a member of a dominant
collectivity” (2006, p. 364). A secondary focus pertains to the discursive and linguistic devices that
speakers strategically deploy to gain consent through partially uncooperative means, often outside the
audience’s awareness. (Maillat and Oswald, 2011).

In EFL settings, the educator assumes the role of ““a member of a dominant collectivity” precisely
because of the contextual structures. In this regard, context is not merely an incidental element but an
active component of manipulative strategy, influencing the meanings that students are able to interpret
as relevant.

In the context of EFL teaching, subtle forms of pedagogical manipulation may depend on what
Maillat and Oswald (2011) describe as cognitive black holes — situations so emotionally charged and
cognitively dominant that they limit learners’ interpretive options. Drawing on Pickrell et al.’s (2004,
pp. 352-353) description of flashbulb contexts like 9/11, which serve as “highly salient memories”
with a “highly emotional, meaningful, and subjectively permanent nature,” such contexts can
overshadow competing information and steer learners toward a predetermined evaluative stance. From
a relevance-theoretic perspective, these emotionally intense frames effectively “erase” alternative
interpretations by overwhelming the learner’s cognitive environment, making certain meanings not
only more accessible but also seemingly inevitable or natural. In EFL classrooms, emotionally charged
contexts are often already assumed: low grades, public teacher criticism, peer comparison, academic
deadlines, and constant competition routinely increase affective pressure. Therefore, manipulation in
EFL settings does not necessarily require the deliberate introduction of emotionally extreme content;
instead, it can operate through the existing affective climate, which quietly absorbs learners’ attention

and constrains their interpretative choices.
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Research in cognitive psychology and Argumentation Theory demonstrates how certain
assumptions can be rendered so salient that they become cognitively inescapable. (Maillat and Oswald,
2011). In EFL classrooms, this implies that some implicatures—particularly those related to evaluation
or feedback—may attain such prominence that learners are compelled to interpret the teacher’s input
in the prescribed manner.

Regarding the linguistic devices employed in manipulative discourse, it can be argued that, from
a pragmatic perspective, most manipulative strategies depend on indirect speech acts, particularly
assertives. Purtseladze (2024a, see also 2025a) identifies three types of indirect assertives that are
prevalent in gaslighting discourse: explicit assertives, where the encoded illocution aligns with the
literal illocutionary act; covert assertives, where an assertive speech act is conveyed via a different
illocutionary act; and inclusive assertives, in which the encoded message is embedded within an
assertive speech act realized through a distinct illocutionary act, such as a directive or a commissive.
Considering that gaslighting, as a form of psychological manipulation, constitutes a complex cognitive
and communicative phenomenon (Purtseladze, 2025a) involving additional manipulative strategies (to
be discussed further in this paper), it is reasonable to assert that this classification, as a tool for
pragmatic analysis, can be more generally applied to manipulative discourse.

The peculiar and notably effective nature of these types of assertives lies in their ability, within
manipulative discourse, to acquire a double direction of fit—an attribute not commonly ascribed to
assertives in traditional pragmatics. In this configuration, the utterance ostensibly describes reality
(word-to-world); concurrently, it compels the hearer to modify his/her beliefs, emotions, or
behaviour to align with the speaker’s perceived version of reality (world-to-word). This dual
functionality enables manipulative assertives to alter the interlocutor's mental model while maintaining
the superficial appearance of mere factual assertions, thereby serving as potent instruments of covert
influence. (Purtseladze, 2024a)

Relevance Theory (RT) reconceptualizes communication as an inferential, ostensive process
rather than a straightforward code-based transmission of meaning (Wilson & Sperber, 2004). In
cognitive pragmatics, the interpretation of indirect speech acts in interactional communication is
initiated by the hearer’s assumption that the speaker is acting cooperatively (Grice, 1978) and by the
detection of a disparity between the literal utterance and the surrounding context. According to Bara,
Bosco, and Bucciarelli (1999), hearers initially endeavour to interpret the speaker’s utterance literally;
only when this interpretation fails—typically because it results in insufficient relevance—do they seek
an alternative meaning that aligns with the speaker’s primary illocutionary intent. Significantly, this

inferential process is not conducted consciously or deliberately: as Searle (1979, p. 34) observes, the

130



E ISSN 1512-3146 (online) International Journal ' . . .
ISSN 1987-9601 (print) of Multilingual Education https://multilingualeducation.openjournals.ge/

reasoning involved in interpreting indirect speech acts operates automatically, drawing on deeply
ingrained cognitive capacities.

This automatic inferential mechanism is of significant importance in manipulative discourse.
When the speaker utilizes indirect assertive speech acts that ostensibly meet the felicity conditions
of cooperation, the listener's cognitive system compensates for perceived gaps, rationalizes
inconsistencies, and reconstructs the speaker’s message to maintain coherence. The manipulator thus
exploits the hearer’s expectation of cooperation and his/her reliance on the presumption of optimal
relevance. What appears to be a mutually cooperative exchange is, in fact, an illusion of cooperation,
with its perlocutionary force mimicking genuine cooperation precisely because it is processed as such.
(Purtseladze, 2025b)

In this context, manipulative discourse systematically violates Gricean maxims — specifically
the maxims of quality and relation — while maintaining sufficient surface plausibility to sustain the
hearer's engagement in cooperative inferencing. The perceived cooperativeness encourages the hearer
to exert greater cognitive effort, whereas the concealed violations enable the manipulator to direct
interpretation and limit access to alternative contextual assumptions.

These effects become even more pronounced in EFL contexts, where learners face increased
cognitive load and an intensified epistemic dependence on the teacher. The teacher's presumed
authority reinforces students’ expectations of cooperation and relevance, making them less likely to
notice maxim violations and more susceptible to coercive influence. As a result, cognitive mechanisms
that typically support efficient communication — automatic inference, relevance-oriented processing,
and the assumption of cooperative intent — can be redirected to facilitate manipulation.

Taken together, these propositions demonstrate that manipulative communication in EFL
settings arises from the interaction of structural power asymmetries, cognitive constraints, and
pragmatic mechanisms. The teacher’s institutionally preestablished authority influences learners’
expectations of cooperation and relevance, while relevance-driven inferencing and the automatic
processing of indirect implicatures make violations of maxims difficult to detect. Consequently, the
very cognitive and pragmatic capacities that usually facilitate effective communication become
channels through which manipulation can be enacted and sustained. Notably, despite the significant
awareness of manipulative tactics among Georgian youth (Purtseladze, 2024b), such practices continue
to present challenges not only within second-language classrooms but also across various educational
contexts, where institutional hierarchies increase learners’ vulnerability to implicit discursive

influence.
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Methodology

The study employed a mixed-methods approach, integrating quantitative and qualitative analyses to
investigate the prevalence and cognitive-pragmatic mechanisms of manipulative discourse strategies
in EFL classrooms. The design combined survey-based data collection with detailed discourse
analysis, allowing both statistical assessment of strategy frequency and in-depth examination of their
linguistic realization. The methodology was guided by a cognitive-pragmatic framework grounded in
Relevance Theory, Speech Act Theory, and the Cooperative Principle, which facilitated the
interpretation of manipulative effects on students’ emotional state and classroom engagement.

The study involved 100 EFL students, aged 18-25, enrolled in intermediate and upper-
intermediate English courses across the Faculties of Humanities, Psychology and Educational
Sciences, and Social and Political Sciences at lvane Javakhishvili Thilisi State University. All
participants had completed at least one term of EFL instruction, thereby ensuring sufficient exposure
to classroom interactions to provide reliable accounts of manipulative practices. The gender of
participants was not considered, as the analysis concentrated on manipulative discourse patterns rather
than potential gender-based differences in perception.

Data were collected through a structured survey that incorporated open-ended questions aimed
at capturing both the frequency and qualitative characteristics of experiences with manipulative
discourse. The survey included:

1. Quantitative items assessing the occurrence of four primary manipulative strategies —
gaslighting, shaming, guilt-tripping, and triangulation — using a five-point Likert scale (1 =
never, 5 = very frequently).

2. Qualitative prompts inviting participants to provide examples of specific utterances or
classroom interaction fragments they perceived as manipulative, to describe the context, and to
report their cognitive and emotional responses.

Quantitative data were analyzed employing descriptive statistics to ascertain the prevalence of
each manipulative strategy. Percentages were computed to illustrate the distribution of reported
practices.

Qualitative data were subjected to a cognitive-pragmatic analysis. Each reported utterance was
examined for:

1) Speech-act type (explicit assertive, covert assertive, inclusive assertive).

2) Conversational maxim violations (relation, quality, quantity, manner).

3) Perlocutionary effect, including cognitive, emotional, and social impact on the student.
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4) Functional category — a thematic classification of manipulative utterances, characterized by the
specific implicatures it aims to communicate.

To ensure reliability, all qualitative data were carefully analyzed, with repeated checks to
maintain consistency in classifying speech acts and maxim violations. Validity was supported as
multiple students reported similar utterances and emotional effects across classrooms. To enhance
trustworthiness, the research findings were partially presented at the Sixth International Conference
on Second Language Teaching/Acquisition in the Context of Multilingual Education (SeLTAME
2025), and peer feedback was used to confirm the validity of the analysis and conclusions.

The study was conducted in accordance with the American Psychological Association (APA)
Research Ethics Code. Participation in the study was entirely voluntary and performed in the
participants’ mother tongue to ensure clarity, comfort, and accurate reporting of experiences. Data
were anonymized, and identifiers were removed to preserve confidentiality. Care was taken in
reporting illustrative examples to avoid exposing specific individuals or creating reputational harm.
All personal names used in examples throughout this study (e.g., Maria, John, Tina) are pseudonyms,

randomly assigned to preserve the realism of the classroom contexts.

Results and Discussion

The study demonstrates that the most frequently employed manipulative tactics, such as gaslighting,
guilt-tripping, shaming, and triangulation, are peculiar to classroom discourse. According to the
survey, practices which may superficially resemble routine pedagogical feedback can, in fact, function
as covert forms of manipulation.

The analysis reveals that gaslighting constitutes the most prevalent form of manipulative
behavior, accounting for 42%. It is followed by shaming (28%), guilt-tripping (20%), and
triangulation (10%), the latter of which generally involves comparisons or third-party involvement.
Collectively, these findings position gaslighting as the predominant manipulative pattern within
classroom discourse. Its significance extends beyond frequency; gaslighting also appears to be the
most impactful tactic, capable of encompassing or co-occurring with other identified strategies. This
suggests that gaslighting may serve as an overarching manipulative framework rather than a standalone
technique, warranting particular analytical focus in educational settings.

The following sections provide a cognitive-pragmatic analysis of the aforementioned

manipulative strategies, based on survey data.
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Gaslighting in EFL Teaching

The Merriam-Webster Dictionary defines gaslightingas a form of psychological manipulation
whereby an individual or group persistently seeks to undermine another person’s perception of reality.
This process often results in the victim questioning his/her own memories, perceptions, or
understanding of events, which can lead to confusion, diminished confidence or self-esteem, and an
increasing dependence on the manipulator for validation.

Within the context of classroom discourse, gaslighting pertains to instances whereby an
educator's verbal or non-verbal conduct causes students to question their own understanding,
competence, or interpretation of events. This may manifest through the denial of prior statements, the
dismissal of concerns, or the suggestion that the student’s perception is inaccurate. Throughout the
dataset, numerous representative examples demonstrate how gaslighting functions pragmatically. In
one instance, a student expressed confusion, to which the educator responded that all explanations had
been provided clearly. In this case, the statement functions as an explicit assertive, as its literal and
encoded illocutionary forces are aligned, thereby infringing upon the maxims of quality and manner.
The pragmatic impact resides in the implied assertion that the student was inattentive. Such implicature
serves a manipulative purpose by denying the student’s experience and fostering self-doubt.

In a different instance, an educator asserted that an idiom employed by a student did not exist.
This statement can be categorized as an explicit assertive, violating the maxim of quality. Although it
appears as a factual correction, the implicature of this remark serves as an implicit assertion
regarding the student’s lack of proficiency, functioning as epistemic dominance by superseding the
student’s linguistic evaluation.

A further set of examples involves emotional invalidation. When a student expressed anxiety
about presenting, the teacher responded, You re just exaggerating, everyone else is fine. The explicit
assertive, in this case, violates the maxims of relation and manner. It encodes an evaluative illocution
portraying the student as oversensitive, thereby reframing a legitimate emotional state as irrational.

Gaslighting can also manifest through covert assertive speech acts. For example, the
interrogative directive illocution How come you don’t know it by now?! implicitly conveys an
assertion—You are inadequate—and breaches the maxims of quality and manner. This statement
induces guilt and deters subsequent inquiries.

In more severe cases, such as Maybe English just isn’t your thing, the teacher produces an
inclusive assertive that covertly performs a directive illocution: You should consider switching
departments. By violating the maxims of relation, quality, quantity, and manner, this statement

undermines the student’s sense of belonging and induces self-doubt.
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Such examples are particularly insidious because a single suggestion can violate all four maxims
simultaneously. First, it breaches the maxim of relation by introducing an irrelevant evaluative
implication that is not connected to the student’s initial concern — for example, confusion caused by
instructions or a request for clarification. Second, it breaches the maxim of quality because the
utterance is not evidence-based but serves as an unfounded negative evaluation of the student’s overall
linguistic competence. Third, it breaches the maxim of quantity by providing considerably more
evaluative content than is pragmatically necessary. Instead of addressing a specific difficulty within
the classroom, the teacher elevates it into a comprehensive judgment regarding the student’s academic
aptitude. Finally, it breaches the maxim of manner because the statement is framed ambiguously and
indirectly, leaving the underlying invalidating illocution (You should not be studying this subject)
implicit rather than explicitly articulated. This layered pattern of violations enhances the manipulative
potential of the utterance, allowing it to appear superficially harmless while exerting significant
psychological pressure on the student.

Taken together, the corpus reveals four recurrent functional categories of gaslighting:

1) Memory distortion, including utterances such as I already explained this, you just weren 't
paying attention; We talked about this yesterday, don’t you remember, That’s not what [
said, you must’ve misunderstood again; You understood it perfectly before, so what
happened now; You re misremembering what I said, which erode the students’ trust in their
own cognitive reliability;

2) Causing self-doubt, exemplified by statements like You're the only one who doesn’t
understand; Nobody else seems confused, maybe you just need to focus more; It’s not that
the instructions were unclear, you just didn’t listen properly; You're making a big deal out
of nothing. Such statements shift responsibility from instructional clarity to student
inadequacy;

3) Emotional invalidation, including You're overcomplicating things, it’s actually very
simple; You always take things too personally; I didn’t raise my voice, you'’re being too
sensitive, I wasn’t criticizing you, you just can’t take feedback, which minimizes emotional
responses and inhibits open communication.

4) Authority-based gaslighting, wherein educators invoke their status or expertise — I'm the
teacher here, I know how this language works,; Native speakers don’t say it that way, trust
me; [’ve been teaching English for twenty years; I believe I know what’s correct — Serves

to override students’ perceptions. The perlocutionary effects associated with these strategies
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include the erosion of epistemic self-trust, the suppression of emotional expression, and an

increased reliance on the teacher’s validation.
Ultimately, gaslighting induces cognitive dissonance, diminishing students’ linguistic autonomy
by encouraging them to doubt their interpretive abilities and to depend on external authority rather

than cultivating internal self-assessment mechanisms.

Shaming in EFL Teaching

Shaming is among the most frequently reported manipulative strategies observed in classroom
discourse. It typically manifests through mockery, public embarrassment, or belittling comments,
thereby creating an atmosphere of fear and insecurity rather than motivating students. From a
pragmatic standpoint, shaming statements often breach the maxim of relation (irrelevance to the
pedagogical objective) and the maxim of manner (lack of clarity, tact, or empathy). Furthermore, these
utterances primarily serve as, but are not limited to, explicit and covert assertives—evaluative
judgments disguised as neutral observations. In the dataset, shaming utterances can be categorized into
two broad functional groups: (1) mocking and ridicule, and (2) competence shaming.

Within the initial category, humor, sarcasm, or exaggerated tones are frequently employed to
conceal criticism, thereby undermining students’ dignity while maintaining an appearance of
playfulness. For instance, when a student mispronounced a word, the teacher repeated it in a mocking
voice, ostensibly as a joke. The student reported feeling embarrassed and self-conscious, experiencing
a sudden loss of confidence in his/her speaking ability. Similarly, when a student requested
clarification, the teacher rolled her eyes and said, You really don’t get anything, do you? — a covert
assertive, containing an implicature of mocking the student’s cognitive abilities, which violates the
maxims of manner and quality. This left the student feeling belittled and anxious, reluctant to ask
further questions, and hesitant to participate in future classroom interactions. Another example is an
explicit assertion: the teacher laughed and remarked, This is so basic — you can 't be serious, violating
the maxims of relation and manner. Consequently, the student reported feeling humiliated and
intellectually inferior, perceiving the classroom as an unsafe environment for expressing uncertainty.

Pragmatically, the literal humor of such utterances conceals an evaluative illocution: You are
inadequate or incapable. The manipulative function of such discourse resides in normalizing
humiliation, discouraging students from expressing uncertainty or seeking further clarification, and

fostering enduring self-doubt that impacts both academic performance and engagement.

136



E ISSN 1512-3146 (online) International Journal ' . . .
ISSN 1987-9601 (print) of Multilingual Education https://multilingualeducation.openjournals.ge/

Within the second functional category, shaming may target students’ abilities, effort, or
perceived potential, typically through definitive or comparative judgments that implicitly position the
learner as deficient. For instance, one student reported that the teacher looked at his/her essay and
asked, Did you even try? — a covert assertive that violates the maxims of relation and manner and
produces an immediate sense of diminishment, as its implicature is that the student’s work is so
inadequate that it barely qualifies as an attempt. Another recalled being told, You should be
embarrassed to make such a basic mistake — an explicit assertive breaching the maxims of relation,
manner, and quality, which induced a strong sense of personal inadequacy.

Explicit assertives manifest as comments such as | expected more from you, delivered publicly
and thereby intensifying humiliation through social exposure. Similarly, the remark, You are the only
student who received a mark this low, violates multiple maxims and singles out the student as uniquely
incompetent; as the student observed, this resulted in a complete loss of motivation. Pragmatically,
these utterances encode evaluative assessments of the student’s competence and serve manipulatively
to induce shame, erode self-confidence, and foster long-term linguistic insecurity. By discouraging
students from asking questions, attempting challenging tasks, or engaging openly in classroom
discourse, such practices contribute to patterns of learned helplessness. Both mocking and
competence-based shaming diminish willingness to participate and cultivate a classroom environment

characterized by fear, conformity, and dependence on the teacher’s approval.

Guilt-tripping in EFL Teaching
According to Merriam-Webster, to guilt-trip means “to cause feelings of guilt in (someone): to try to
manipulate the behavior of (someone) by causing feelings of guilt.”

In the context of EFL teaching, guilt-tripping involves inducing students to feel personally
accountable for the teacher’s emotional well-being, workload, or perceived shortcomings in the
educational process. For instance, one participant recalled the teacher stating, | spend hours preparing
lessons, but some of you clearly don’t care. It’s very disappointing. This statement functions as
an explicit assertion, subtly assigning blame to the group while implicitly targeting individuals. It
breaches the maxim of manner through ambiguous generalizations and emotional appeals, and the
maxim of relation by diverting focus from instructional objectives to the teacher’s personal
sentiments.

Another student reported the statement, /'ve explained this so many times; it’s frustrating that
you still don’t get it, which constitutes an explicit assertive that portrays the student not as a learner

facing challenges but as the source of the teacher’s emotional frustration.
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A covert assertive is exemplified by the statement, You are not interested at all, are you? — a
rhetorical question that serves as an implicit accusation. Although it is grammatically an interrogative
directive, it functions as an assertive illocution by presupposing the student’s disengagement, thus
eliciting guilt without explicit articulation.

Guilt-tripping is also evident through more explicit accusations, such as If you had studied
properly, you wouldn 't keep making this mistake. These statements violate the maxims of quality and
relevance by overestimating personal responsibility and portraying academic difficulties as moral
shortcomings. Pragmatically, guilt-tripping operates as a form of emotional manipulation rather than
constructive feedback: students internalize responsibility for the teacher’s frustration, which over time
results in emotional exhaustion, reduced participation, and a distorted perception of accountability.

Consequently, two primary functional categories of guilt-tripping in EFL classrooms can be
identified. The first, imposing emotional responsibility, occurs when students are held accountable for
the teacher’s emotions, frustration, or workload, thereby shifting the instructor's emotional burden to
the learner. The second, imposing blame, involves attributing underperformance or a perceived lack
of effort to the student, even when the learner may be sincerely engaging with the material. As
demonstrated in the examples above, both categories operate through subtle cognitive-pragmatic
mechanisms, generating implicatures that compel students to internalize responsibility for pedagogical
outcomes. In doing so, they influence emotional states and classroom behavior in ways that go beyond

the legitimate scope of instructional feedback.

Triangulation in EFL Teaching

Triangulation is an interpersonal strategy characterized by manipulation, wherein an individual fosters
or intensifies competition or alliances amongst others to achieve control, influence, or
advantage. (Holland, 2023) In EFL settings, triangulation refers to the creation or reinforcement of
competition, rivalry, or favoritism among students as a means of exerting control. One participant
reported, The teacher always praises the same two students and compares the rest of us to them. It
makes everyone anxious and resentful. Another noted, We're compared to other classes constantly.
When I struggled, the teacher said, ‘Last year’s students learned this in one lesson.’ It made me
anxious and ashamed. It’s demotivating. Furthermore, praise can inadvertently contribute to
triangulation: when a student is singled out as an exemplary figure and compared to less capable peers,
feelings of pressure or isolation may arise. As one participant remarked, When the teacher praised me
and compared me to the weaker students, | felt awkward and distant from the rest of the class. Another

confessed, Even though I was praised, it didn’t feel good; I didn’t want to draw attention to myself.

138



E ISSN 1512-3146 (online) International Journal ' . . .
ISSN 1987-9601 (print) of Multilingual Education https://multilingualeducation.openjournals.ge/

A standard illustration of triangulation involves direct comparisons among students, as in the
statement, Why can’t you be more like Maria? She’s always well-prepared. This expression acts as
a covert assertive: although it appears as an interrogative directive, it implicitly implies that the student
addressed is inferior to Maria. Another form, involving comparison at the class level, is evident in
statements such as, Last year’s students learned this in one lesson, and you 're still struggling. Here,
the teacher makes an explicit assertive statement suggesting that previous students demonstrated
greater competence.

Additionally, triangulation may be conveyed through praise, as demonstrated by, I'm so
impressed with John’s essay. Some of you should take notes. This exemplifies an inclusive assertive,
where the indirect command masks the assertion that other students are inferior to John.

Consequently, the data reveal two primary functional categories of triangulation within EFL
classrooms. The first, comparison by diminishment, encompasses explicit or implicit contrasts that
position one student (or group) as inferior to another, thereby fostering competition, anxiety, and
shame. The second category, creating inequality through praise, transpires when a positive evaluation
of one student implicitly renders others inadequate, even in the absence of direct criticism.

From a pragmatic perspective, triangulation functions as a manipulative strategy that primarily
breaches the maxim of relation (though other maxims may also be simultaneously violated): the
instructor’s comments no longer serve an educational purpose but manipulate interpersonal
relationships. These practices undermine social cohesion in the classroom, fostering distrust, rivalry,
and anxiety rather than encouraging cooperation within a shared learning environment. By strategically
accentuating differences among students, triangulation not only exerts pressure on individuals but also

divides the class, fostering distance and eroding both confidence and collaborative engagement.

Pragmatic Observations
It is noteworthy that, within EFL classroom settings and likely in other contexts as well, the
manipulative strategies previously discussed often overlap. In other words, an interflow of
manipulative functions across these tactics can be observed. For example, guilt-tripping often
integrates elements of shaming, producing a complex perlocutionary effect on the listener, whereas
triangulation may imply both shaming and guilt-tripping. Collectively, these strategies may contribute
to the cognitive-pragmatic manifestation of gaslighting.

Furthermore, in the context of shaming and guilt-tripping, both explicit and covert assertives
frequently share the illocutionary force of inclusive assertives, as they impose specific emotional

responses on the listener, thereby inducing particular behaviors. This observation reinforces the
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perspective that, within manipulative discourse, assertive speech acts demonstrate a double direction
of fit. It further emphasizes that the linguistic mechanisms underlying manipulative discourse strategies
extend beyond the explanatory capacity of conventional pragmatic frameworks.

In the course of data analysis, a distinct type of “manipulative” speech act was identified. The
utterance Go on, carry on like this! functions as a countermanding directive: superficially permissive,
it implicitly communicates disapproval while simultaneously requesting the opposite behavior,
effectively combining elements of shaming and guilt-tripping. This classification is deemed
appropriate because, although the literal form appears to endorse the student’s behavior, the
illocutionary force indicates that the behavior is inappropriate and warrants correction. For instance,
such utterances may occur when a student repeatedly submits poorly prepared work or underperforms;
the instructor employs sarcasm to underline the disparity between the student’s effort and the expected
standard.

This concept aligns with Zhang's (2024) description of impositive irony. Nonetheless, within
manipulative discourse, the illocutionary force of such directives surpasses the ironic tone, bearing a
more potent and coercive implicature. Unlike irony, in which the listener may resist or ignore the
implied directive, manipulative utterances evoke an emotional reaction that effectively prompts a
behavioral response. As a result, the perlocutionary force is not solely ironically suggestive but
functionally coercive, leading to specific actions or compliance from the student. Therefore, | employ
a distinct term to capture the peculiar pragmatic dynamics of this type of directive speech act.

From a Relevance Theory perspective, these multifunctional manipulative speech acts
generate cognitively inescapable implicatures: the intended meanings — such as the student’s
inadequacy, failure to comply with expectations, or inferiority to other students — must be inferred to
make sense of the utterance within its context. Even innocently phrased statements, such as You should
follow Tina’s example, are processed by students as disapproval rather than encouragement, because
contextual cues and prior classroom interactions (previous discourse experience) render alternative
interpretations irrelevant or implausible. It is precisely because these implicatures are cognitively
inescapable that even unconscious manipulation can be so harmful within the classroom,

undermining students’ confidence and autonomy.

Conclusion
The current research elucidates the prevalence and intricacy of manipulative discourse strategies within
EFL classroom environments. Gaslighting is identified as the predominant tactic, representing 42% of

documented cases, followed by shaming (28%), guilt-tripping (20%), and triangulation (10%). These
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statistics not only reflect frequency but also underscore functional significance: gaslighting emerges
as the most impactful strategy, often integrating or co-occurring with elements of shaming, guilt-
tripping, and triangulation. This indicates that gaslighting may function as a comprehensive
manipulative framework, rather than a singular category, capable of encompassing various evaluative,
corrective, and comparative illocutions.

From an analytical perspective, the findings demonstrate that these manipulative strategies
infrequently operate independently. Instead, they display considerable overlap and fusion. Shaming
systematically involves guilt-inducing implicatures; triangulation often incorporates comparative
shaming; and guilt-tripping commonly elicits evaluative judgments analogous to covert shaming.
Collectively, these tactics generate cumulative perlocutionary effects that amplify their psychological
influence.

The analysis further revealed that each strategy comprises distinct functional categories that
shape its manipulative force. Gaslighting operates through four core functions — memory distortion,
inducing self-doubt, emotional invalidation, and authority-based epistemic domination — each of
which systematically erodes epistemic trust and destabilizes students’ interpretive capacities. Shaming
comprises two primary functions — mockery and ridicule, and competence shaming — both of which
undermine students’ confidence, discourage inquiry, and foster participation anxiety. Guilt-tripping is
realized through imposing emotional responsibility and instilling blame, shifting the instructor’s
emotional or instructional burden onto learners, and pressuring them to internalize guilt. Triangulation,
likewise, manifests in two key forms — comparison by diminishment and creating inequality
through praise — which strategically restructure peer relations and generate interpersonal
competition, mistrust, and insecurity.

From a speech-act perspective, these tactics are enacted through explicit, covert, and inclusive
assertives, often violating multiple conversational maxims. Notably, the study delineates a specific
subtype of manipulative speech act — the countermanding directive (e.g., "Go on, carry on like this!")
— which employs sarcasm to shame, blame, and correct the learner’s behavior concurrently. Its
pragmatic structure largely conforms to traditional taxonomies but diverges in function by
simultaneously permitting and censuring, thereby producing a coercive implicature that transcends the
typical scope of directive force. Moreover, both explicit and covert assertives converge in their
pragmatic effect, functioning similarly to inclusive assertives and thereby producing a directive
perlocutionary impact on the student. This underscores the necessity for a revised conceptual

framework for speech acts within manipulative discourse.
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From the perspective of Relevance Theory, the implicatures arising from manipulative utterances
are inherently unavoidable cognitive phenomena: students are compelled to deduce evaluative,
corrective, or comparative implications, which lead to internalizing blame, experiencing self-doubt,
and depending on educators for validation. Even seemingly benign statements, such as comparisons
or ostensibly encouraging directives, are perceived as critical or corrective owing to contextual cues
and preceding classroom interactions.

These findings highlight that manipulative discourse within educational settings extends beyond
the explanatory capacity of conventional pragmatic models. The convergence and multifunctionality
of these strategies enhance their influence, undermining students’ confidence, autonomy, and
willingness to engage, thereby fostering learned helplessness. Therefore, it is essential to increase
awareness of such practices to promote reflective teaching, prevent both conscious and unconscious

manipulation, and establish a learning environment that is supportive both mentally and emotionally.
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ABSTRACT

Critical reading goes beyond surface understanding of a text. It involves readers' interpreting,
analyzing, questioning, and evaluating texts while recognizing assumptions, assessing evidence, and
linking ideas to broader academic, cultural, and social contexts. Within various frameworks of critical
thinking development, such engagement is vital for constructing meaning and developing analytical,
cognitive, and reflective skills necessary for independent interpretation of a narrative. These skills are
best cultivated through well-organized reading strategies.

This paper reviews the textbook Unlocking Reading — Developing Reading and Critical Thinking
Skills, which aims to improve university students’ critical and analytical reading skills. The textbook
is currently being piloted in the Department of English Philology at Ivane Javakhishvili Thilisi State
University (TSU).

It analyses the organization, content, and teaching implications of the textbook. Additionally, it
presents and analyses findings from an electronic survey conducted at TSU among students and
teachers using the book during the current academic term, evaluating its effectiveness concerning
developing and enhancing critical reading skills and strategies.

Keywords: critical thinking, reading strategies, EFL, reading skills

Introduction

Critical reading skills involve active, reflective, and evaluative engagement with a text. Moreover, it
requires readers to infer, interpret, analyze, and assess meaning while questioning assumptions,
evaluating evidence, and transferring ideas within broader academic, cultural, and social contexts.
Theoretical work on reading, literacy, and critical thinking highlights that cognitively engaged reading
enables the construction of meaning and fosters independent, analytical thought.

This paper describes and analyses the textbook Unlocking Reading — Developing Reading and
Critical Thinking Skills, designed to develop and enhance analytical and critical reading skills among
university students. Currently piloted at the Department of English Philology, TSU, this textbook
integrates teaching reading strategies through authentic reading materials. Based on feedback survey
from students and teachers collected via an electronic questionnaire during the current academic term,
this paper also evaluates the textbook’s pedagogical effectiveness and identifies opportunities for

further improvement.
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Literature Review

Developing Critical Thinking: Theorizing a Tradition

Critical reading is rooted in two main traditions, each with different philosophical orientations but
connected by shared concerns about knowledge, literacy, and the reading process.

The first tradition, mainly associated with academic contexts, concentrates on comprehension,
analysis, and evaluation. In this framework, critical reading involves identifying main ideas in a text,
recognizing structural features, evaluating textual credibility, and evaluating arguments (Bartholomae
& Petrosky, 1991; Harris, 1993; Behrens & Rosen, 2013). Knowledge is seen as relatively stable and
accessible through systematic inquiry (Cervetti, Pardales, & Damico, 2001). Research in applied
linguistics demonstrates that academic literacy concerning critical reading skills depends on
understanding argumentation, analyzing evidence, and mastering disciplinary conventions
(McWhorter, 2010).

The second tradition situates critical reading within broader sociocultural and pedagogical
frameworks. Freire (1970) conceptualizes critical literacy as a way of questioning assumptions,
challenging dominant ideologies, and promoting social change (Dozier, Johnston, & Rogers, 2000).
Meaning is thus shaped through the interaction of reader, text, and context. Critical literacy theory
emphasizes agency, ethical participation, and reflection, encouraging readers to interrogate social
power relations and imagine alternative possibilities (Stevens & Bean, 2007).

Although these traditions differ in aims—academic mastery versus social change—they share core
cognitive processes, including inference, interpretation, and contextualization. Together, they portray
reading as both cognitive and sociopolitical.

The importance of developing critical reading skills is evident across academic disciplines.
Rosenblatt’s (1994) transactional model views reading as a dynamic process where meaning is co-
constructed. Research by Pressley and Afflerbach (1995) indicates that active engagement improves
comprehension and memory. Critical reading also enhances analytical judgment by helping readers
evaluate arguments and recognize assumptions (Paul & Elder, 2006; Bailin et al., 1999). Beyond
academia, critical reading supports informed participation in a complex information environment
(Kuhn, 1999; Luke, 1996). Freire (1970) and Bizzell (1992) further argue that readers become active

creators of meaning through such engagement.

Reading Strategies in L2 Acquisition:
Reading involves activating prior background knowledge and applying cognitive and metacognitive

processes to construct meaning. Research on second language acquisition in applied linguistics and
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cognitive psychology emphasizes the importance of explicit strategy instruction to support
comprehension and learner autonomy. Schema Theory (Bartlett, 1932; Rumelhart, 1980; Anderson,
1984) suggests that comprehension occurs when readers connect new information to existing
knowledge structures. In L2 contexts, where unfamiliar vocabulary and cultural references often
present challenges, activating prior knowledge is particularly essential (Carrell & Eisterhold, 1983).

Strategy-based practices such as previewing, predicting, and anticipating content strengthen
engagement and comprehension. Cognitive strategies include summarizing, inferring, and note-taking
(O’Malley & Chamot, 1990; Anderson, 1991). Summarizing enables the identification of main ideas
(Pressley & Woloshyn, 1995), while inference skills allow readers to deduce meaning using contextual
clues (Carrell, 1989). Classroom instruction often reinforces these strategies through activities
involving context clues, paraphrasing, and guided synthesis (Pauk & Owens, 2013).

Interactive models of reading (Rumelhart, 1977; Stanovich, 1980) highlight the interaction
between top-down and bottom-up processes, which is particularly relevant for L2 learners and involves
balancing decoding skills and background knowledge. Strategies such as skimming and scanning
operationalize these models. Metacognitive skills, for instance, planning, monitoring, and evaluating
comprehension, are vital for L2 readers (Flavell, 1979; Pressley, 2000). Strategies like self-monitoring
and self-questioning enhance understanding and awareness (Pressley & Afflerbach, 1995).
Collaborative approaches such as reciprocal teaching (Palincsar & Brown, 1984) support L2 readers
through prediction, questioning, clarification, and summarization. Transactional and reader-response
theories (Rosenblatt, 1978, 1982) emphasize that meaning is co-constructed through interaction with
the text. Instructional practices like response journals, reflective tasks, and personal connections
facilitate deeper engagement.

Recent research emphasizes integrating critical reading with analytical thinking,
metacognition, and sociocultural awareness. Ha and Huertas-Abril (2024) argue that critical reading
instruction should follow a two-stage model: identifying the author’s purpose and responding through
evaluation. Archila et al. (2025) highlight the value of active engagement with scientific texts.
Strategy-based interventions (Olifant, 2024) have demonstrated measurable improvements in critical
reading comprehension. Large-scale studies emphasize the predictive value of metacognitive reading
strategies for comprehension and academic performance (Ghimire & Mokhtari, 2025).

Further scholarship highlights teacher preparation and equity, emphasizing culturally
sustaining critical reading practices (Walker, Yoon, & Pankowski, 2024). Across these studies,
contemporary trends favour explicit, structured instruction that integrates analytical, metacognitive,

and sociocultural dimensions of reading.
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The Need for a Skills Development Textbook at TSU

Unlocking Reading — Developing Reading and Critical Thinking is one of several textbooks produced
within the Department of English Philology at TSU to support the integrated development of speaking,
listening, reading, writing, and critical thinking skills. Authored by the writers of this paper, the
textbook is currently in its piloting phase. Other textbooks in the series include Speak Out the Box
(2003, two parts) and Think, Write, Rewrite, also in pilot. Final versions of these materials will
incorporate feedback from teachers and students.

The need for this reading-focused textbook arises from several considerations, namely, alignment
with the specific needs of Georgian learners, explicit attention to reading strategies, expansion of
vocabulary knowledge, improvement of comprehension at multiple levels and development of critical
thinking, cultural awareness, and textual evaluation skills.

The textbook incorporates theoretical foundations from schema theory, cognitive and
metacognitive strategy research, interactive models of reading, sociocultural theory, and transactional
theory.

These frameworks support practical, evidence-based strategies enabling L2 learners to integrate
cognitive, metacognitive, and socially mediated approaches to reading.

Using authentic texts, including newspaper articles, reference materials, and literary excerpts, the
book provides structured pre-reading, while-reading and post-reading tasks, guiding questions, multi-

level exercises designed to activate background cultural knowledge and engage students cognitively.

Methodology of the research and findings of the survey

To assess student engagement with the textbook, an anonymous 43-item online questionnaire was
administered in November 2025. Twenty-five undergraduate students with B1+ English proficiency
participated in the survey, providing both quantitative and qualitative data on developing reading skills,
the employment of strategies, challenges faced, and perceptions of the textbook's design and
effectiveness.

Overall, students viewed the textbook as effective, engaging, and pedagogically sound. They
reported consistent use of embedded strategies, especially skimming, scanning, rereading, and
summarizing, that supported comprehension and confidence. The challenges identified were generally
related to the variations in language proficiency and text complexity. Feedback focused not on
fundamental revisions but on optimization of the textbook through more precise instructions,

additional guided practice, and greater variety.
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Engagement and reading habits

Students generally completed assigned readings and felt that the materials were well-balanced in length
and difficulty. Shorter or vivid passages, especially those linked to real-world issues or contemporary
themes, were highly engaging. Longer texts were sometimes demanding but recognized as essential
for developing higher-level analytical skills. Overall, the textbook balances accessibility with

appropriately challenging content.

Strategy use

Skimming and scanning were commonly used to identify key information efficiently. Rereading
supported accuracy and understanding. Other beneficial strategies, as indicated, included inferencing,
contextual analysis, previewing, summarizing, note-taking, and highlighting. Learners appreciated
breaking texts into manageable sections and valued guided practice and examples. According to the

survey, the textbook effectively supports diverse reading preferences and cognitive styles.

Perceptions of textbook design

Students praised the textbook's conceptual and linguistic clarity, noting that strategy instruction
boosted both confidence and independence. Suggestions aimed at refinement rather than a complete
redesign of the textbook, including more precise instructions, reduced redundancy, and improved

scaffolding.

Challenges and support needs

Identified challenges included inferencing with unfamiliar vocabulary, scanning when questions used
different vocabulary from the text, interpreting figurative language, and managing longer passages
alongside multi-step tasks. Additionally, students stressed the importance of scaffolded guidance and

targeted practice.

Practice priorities
Learners expressed a desire for more practice in inferencing, skimming, scanning, and time
management. They valued gap-filling, sequencing tasks, and real-world application activities, as well

as vocabulary development and summarizing.
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Suggestions for exercise improvements

Students recommended incorporating more contemporary, culturally rich, and engaging content. They
also suggested adding interactive elements, clearer formatting, a wider variety of question types, self-
check quizzes, sample answers, and more visual aids. Although some exercises appeared to address

similar needs, students understood their pedagogical purpose as reinforcement

Conclusion

Students consistently reported that Unlocking Reading — Developing Reading and Critical Thinking
Skills is an engaging, effective, and helpful resource. The textbook fosters active and independent
learning, supports diverse reading strategies, and encourages critical thinking. While learners proposed
refinements of the textbook, such as more precise instructions, increased scaffolding, additional
activity types, and shorter or more varied texts, these suggestions reflect a constructive aim to enhance
the already strong foundation on which the book is based.

The survey demonstrated that the textbook has a positive impact on learners’ reading skills
development, supports the acquisition of essential strategies, and promotes confidence and
independence in academic reading. Incorporating the suggested improvements will further strengthen
student engagement and support the continued development of critical reading skills through

methodically taught reading strategies.
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ABSTRACT

This papemresents general conclusions considering the dthguoistic aspects of Svan (pagan

and Christian) religious vocabulargince the primary aim and objective air research was to
conduct, as far as possible, a systematic analysis of numerous lingaistiembedded in
ethnographic texts and containing diverse ethnocultural information, as well as to compile these
units comprehensivelywe used as illustrative material found #Chrestomathy of the Svan
Language” and Svan Prose Texts D O Qrolumid)both based on ancient Svan sources; M.
.DOGDQL DQG 9 xvaR BixtidhayfV % 1L M D BEedegiahfSvanRussian
Dictionary ©~ $V /L S D U Wvaxhdo@iar] Wictionary ~ (Cholur subdialect); and Al.
Davitian { VSvan Proverbs’. These raterials were compared with the relev&#orgian-Zan
linguistic dataThrough the use of various research metl{ddscriptive, historical-comparative,
contrastive, etc.) we identified bottCommon Kartvelian elements and materials borrowed from
different languages (from Georgiafan directly or indirectly, as well as from Greek, Hebrew,
Russian, etc.).Naturally, Svan material itself was separately identified. Although no
correspondences are found in other Kartvelian languages, it is particularly vétoabiegeneral
linguistic perspective, as even minor details play an important role in presenting the most complete
picture of ancient worldviews and beliefs. The results of our research are also important from the
point of view of teaching Svan, which Wicontribute to improving the quality of teaching
Kartvelian languages, training highly qualified specialists, and developing relevant fields.

keywords:Vocabulary, Ethnology, Phonetics, Semantics, Borrowing

Introduction

The dialectssub-dialects of Svan are quite rich in religious (pagan and Christian) lexical units, the main
stock of which comes from Kartvelian language. However, alongside this material, Svan also contains a
large amount of vocabulary borrowed from Geadan (and not only Georgian), the complete documentation
and structuratsemantic and etymological analysis of which, despite the great interest in religious

vocabulary in the linguistic community, has unfortunately not been carried out to date. The studySefan

! Corresponding authoMedea Sagliani, medeasagliani@yahoo.com

2 The research was conducted in 2022 within tifeamework of the project funded by Shota Rustaviiational
Science Foundation of Georgia_ Ethno-linguistic Aspects of Svan Religious Vocabular"R-22-7056).
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vocabulary from the perspective of various semantic groups, which allows for a more comprehensive
understanding of the lexical richness of the language and the corresponding social realities, is clearly very
important and necessary, especially in hg of the serious warning issued in 1978 by the patriarch of
.DUWYHORORJ\ $FDGHP Lwd dafstiHl Satch Hrid Qdcriett tife materials of folk speech,
which belong to subdialects.” 7KLV LV HVSHFLDOO\ WUXH IRU @ paQe: & inddérkl F WV
life and the recent intense movement of the population inside or outside the country, are strongly
influenced by both related andunrelated languages. The severance of the linguistic connection between
the generations derives certain tleats to the viability of Svan, so it is important to work on the lexicology

of Svan, in particular on the diverse archaic religious (pagan, Christian) vocabulary, taking into account
ethno-linguistic aspects. The main task and noveltyf our work is to sysematically research as much
linguistic data as possible, containing a lot of ethnocultural information, stored in ethnographic texts, and
to fully collect these units. Over time, lexical items reflecting forgotten religious (pagan or Christian) rituals,
which are preserved, fossilized, and often used solely to perform rituals, have been gradually disappearing

and are at risk of being lost entirely.

Research Methods

The specific research we conducted, based on extensive Svan textual and lexicographiciahainvolves
various types of scholarly activities, including: the comprehensive documentation of borrowed religious
lexical units and the identification of the circumstances, pathways, and chronological layers of their
borrowing from different languags (GeorgianZan, Greek, Hebrew, Russian, etc.); the phonetic
phonological and semantic analysis of this vocabulary with consideration of ethnographic materials; the
phonetic phonological, semantic, and etymological analysis of Common Kartvelian lexicahie likewise
drawing on ethnographic sources; the structuraemantic and etymological analysis of Svan material itself;
the structuralssemantic and etymological analysis of archaic Svan ¢@eristian) lexical items; and the
extraction of empirical datafrom various types of texts (ethnographic, dialectological, folkloric, etc.),
dictionaries, ethnological studies, and related sources.

Naturally, in order to carry out these activities, the study employed various research methods,
including the descriptive method, historical-comparative and internal reconstruction methods the
contrastive method and others. lllustrative material will be taken from the data collected over the years
with strenuous efforts of A. Shanidze, M. Kaldani and Z. Chumburidze based ancient Svan texts
S X E O L V Ehilgstom@thy of the Svan Languagend 'Svan Prose Textgall four volumes), Cholur Prose
Texts' which is already prepared to be published (by the Heatl Nato Shavreshiani and coordinatot
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Medea Saghliani of the subnW WH G S BvanMbidliolary 3 FRPSLOHG E\ 0 .DOGDQL DQC

"GeorgianSvanRussian Dictionary compiled by B. Nizharadze SvanrGeorgian Dictionary(Cholur sub

dialect)" compiled by As. Liparteliani, Svan Proverbscompiled by Al. Davitiani ard so on. The research

will also use the fieldwork material collected by us in Mestia and Lentekhi districts over the years. Svan

dialectological medical (pagan, Christian) material used for illustration will be compared to Georgdaam

linguistic data, which will allow us to identify material borrowed from both Common Kartvelian and

different languages (GeorgiaZan, AbkhazeAdyghean, Latin, Greek, Hebrew, Russian, Arabic, Pahlavi,

etc.). Naturally, the specifically Svan material was also treated separatsiiyrough it has no equivalents in

the other Kartvelian languages, it is highly valuable from a general linguistic perspective, since even the

smallest details are significant for reconstructing as complete a picture as possible of ancient worldviews

and EHOLHIV $V 9 %DUGDYHOLG]H QRWHG WKHVH HOHPHQWYV 3DUH

DVSHFWV RI WUDGLWLRQDO ULWXDO DQG EHOLHI" %DUGDYHOLG]H
Given the specificity of the material, the study required theoretical inethodological framework

within ethnolinguistics. Since Svarreligious (pagan and Christianyocabulary and the ethnographic

material associated with ithave not previously been the subject of specialized linguistic researcle

attempted to address this gap by applying a complex analytical approach grounded in an appropriate

theoretical #methodological base. In this work, we took into account both ethnological and linguistic studies

on archaic religious lexical units by varigs researchers, including V. Bardavelidze, N. Berdzenishvili, R.

Kharadze, J. Oniani, Ak. Shanidze, T. Mibchuani, Sh. Chartolani, M. Makalatia, O. Oniani, A. Gelovani, Z.

Chumburidze, K. Tuite, I. Chantladze, E. Gazdeliani, A. Arabuli, R. Topchishvili, Nserediani, N.

Gabuldani, M. Saghliani, R. Gujejiani, and etc. The comparative analysis revealed similarities and

differences both among the Svan dialects themselves and between Svan and other Kartvelian and foreign

languages (from which various borrowingsave entered). We believe that the results of our research, as

well as the material collected, will have significant scientific value not only for linguistics, but also for

theoretical linguistics, ethnology, cultural studies, and other fields of the huniges and social sciences.

Most importantly, they will be of interest to researchers studying the history of the Caucasus in general,

since a detailed diachronic study of the lexical composition of Svan reveals numerous notable facts about

the prehistory of Western and Central Caucasus, the past in general, and the cultural and economic

connections of the ancestors of the Svans both with other Georgigpeaking communities and with

neighboring peoplesThe results of the research will contribute to improvig the quality of Kartvelian

language education, training highly qualified specialists, and developing the relevant fields.
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Researchresults
The study of Svan archaic (pagan or Christian) religiouscabularyfrom the ethno-linguistic perspective,
which we conducted on the basis of simple roots andmposite materialsusing data from the traditionally
known dialects of Svan (Upper Bal, Lower Bal, Lash&h, and Lentekhan) and from Cholur speech,
enabled us to draw seral important and interesting conclusionsBased on the comparison of the
illustrative Svan dialectological material withGeorgianZan linguistic data, we identified bothCommon
Kartvelian elements andborrowings from various languages (from Georgiafian 2 directly or indirectly,
as well as from Greek, Hebrew, Russian, and others). Naturally, Svan material itself was also separately
identified; although it lacks equivalents in other Kartvelian languages, it is of particular value from a general
linguistic perspective.

Borrowed vocabularySince foreign religious lexical units occupy an important place in the lexical
stock of Svan, and since they have undergone significant phonegitonological and semantic adaptation
in the process of borrowing, we examined them separatetgking into acemunt the various phonetic
processes occurring during borrowing and relying on data from the dialects and subdialects of Svan:
Borrowed religious lexical units that are phonetically completely unchanged or phonetically modified;
stems with finalconsonant tuncation (in the auslaut); consonant alternation in the auslaut of borrowed
religious lexical units stems that have undergone umlautowel length phenomena; vowel reduction
consonant and vowel alternation according to their typévoicing, devoicing, agiration, assimilation,
affrication *leaffrication, alternation of consonants and vowels, alternation of the sonorant consonants
I/minftr LQVHUWLRQ RU ORVV RI VRXQGYV ); compbsites ddmaring Dokrawed) PHYV
religious lexical units; eligious lexical units containing borrowed verbal roots; borrowed religious
vocabulary formed by Svan morphological system; borrowed religious lexemes that are semantically
identical or modified with semantic nuances, etc.

As it turns out, the roots of foeign lexical units in Svan are attested in a phonetically and
semantically unchanged form (e.g. ° " ® 3diazma(US) < Gea aiazma(<Gre. . AE. 1 E»>EBD H V ViIQRIO\
EOHVVHG+ZD WH3dlanda(Lent.) < Gea (Gur.) kalanda (< Lat. calendae 3 W Krkt days of the
PRQWK’~ 31HZ3<H Diieania(US., LS.<Gea metania(<Gre. 3-°{8 1" °'meb{glonia E02 %I E.
Fegret reSHQWDQFH?3 3NQHHOLQJ DQG ERZLQJ GRZQ WR WKH JURXQG
*RG17 ¢ « "sddanLash, Chol., Ushg) < Geo.sakdari "church, temple"; ©, " - @apezUS., LS.<Geo.
trapezi (< Gre.trapeza*WDPEOHWKH DOWDU WKURQH LQ D FX XablefeastWKH VDP|
"feast, dinner, party"; % , °1° kris & (LB., Lent., Chol.)< Geo. Kriste(< Gre. OTE 1 2adinted") "Jesus
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Christ"; A 1" °%snil (Lash., Chol) <Gea khsnil-i S3WKH SHULRG G X éhling df ahnaFokodwitts H

(meat, eggs,dairy products HWF LV S HdrdPdldy WihH@&fious phonetic variants (e.g.,

57qM}2- @57 220 ® ang{w}lezéngloz (UB., Lent)/s"22-® &nglez (LB)/ " 22p® angloz (LB.,

Lash)/5” 392+ Céangwled ™" %2 - ®angwlez (Chol.) < Old Geo.angelozi(< Gre. 0 "“PHVVHQJHU
HQYR\ DSRMWIDQQERUSRUHDO EHLQJ UHSUHVEQMWHGDmVHRERIGLPHY
JRRGQHVYVY EHDXW\ WUDQTx&8t W \tveD QUB.)/ &&1X U\ Odi/xéids V'd  wan

(Lash) <Gea diakon-i (<Gre. / E ¥% E T&&Pant") "assistant of the priestdeacon™; "~ ~ #anaf(US., LS.
"Easter'<Zan (Meg-Laz WDQDID (DVWHH° &~ %4n@ed 105., Chol)/+°, 0" 2LURQ
(Lash)/ £°,=2L U Hent) & large wax candle (lit for the deceased)'Gtd Gea kereoni, kerovari "a

large wax candle”;3”, &g marxw (US., LS. <Old Geo. markhv-a (< S E Klparx > markh through
metathesidrom Pahl. S EK U "religiousrule that prohibits the eating of meat and dairy products”, 2he

period during which this rule waskept..."); 3~ B u©mejsaob (UB. "festival dedicated to the strength

and multiplication of cattle" < Geo.(Lech) meisroba Yeligious festival, prayef E - % °*+ [ Jgpi®?0poz

(UB.) <Gea episkoposi (<Gre. 0: A E1)TBnhe head of the diocese or his assistadigh priest"; 1“3 -~/

(UB.)/ 173~ gEsame kw (Ushg) < Geo. samotkhe'the Garden Created by Godprchard’; 173 54

samré? Z(UsS., Lent) <Geo.sam-rek-1-o "the tower in which the church bells hang"# -~ A& 4we k aw

(Ushg) < Geo. otkhtav-i "it's the same as the gospets -  H2u© SHUFEBRE) Y~ A2u®© SHUFORE
(UB.)/¥%~,A2"© SHUF)OGDE *A2u© SHU L HZDO Rdigious holiday; a holiday for horses

Old Geo. fer-is-tsv-al-eb-a 3/RUG TV, AHIBARES., LS. < Geo. sh-ob-a 1. 'birth, Christmas', 2.

"religious holiday celebrating the birth of Christ";A g «cod (US., LS. < Gea tsod-v-a (< Oss.cawd "bad,

wicked") "disobedience to the will of God, offense against God's moral lai£E P “¢xenab(Lash.,Chol.),

cf. US. A /£ p€cxondb< Geo.tskhon-eb-a S\WKH VRXOfV HWHUQD A °BdUS. VLY. QOM KH DIV
Geo. tsirv-a *WHK&in & KULV W L D EXatWI LLént)/ &£ "Rat(Lash., Chol) <Geo. khati (<Arab.
xal30LQH GQUDEDQH Rl D G HBAAENMME (OQBY * GHPRQ HYLO VOHULW G
Geo.(<Pahl. KK &R L &&vil, wicked, rabid, furious") "same as the devil"...) or in the case of data altered

by semantic nuances (e.d4 , «5“iwrdan (LB.) "holy water "< Geo. iordang<Old Hebr. /. ™river,

flowing") "one of the rivers of Palestine% ® A viy(US., Lent., Cho)/ » Atym (Lash) 3IDVW WKH 1DW
IDVW $GYHQWWIKOH/WRQWK RI WKH 1 DWGaaluvwhm-i, Pt BQ RW HDWLQJ
u-chm-eli SRQH ZKR A PD\WWHIan/ A ¢ U 3 Ewklpan (US)/ A ¢ °3 wilan (LB.)/ A ¢ U2BAR OMD Q
(Lash., Choly A ¢ U3° wKiigin (Lent)/ A ¢ °2° " WwKilian(Ushg) 3SKRO\ SXUH LPPDFXODWH

(literally _ tskl-ian-i (watery)) 3<Gea tskali 3 xolorless, transparent liquid _ a chemical compound of
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