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Keynote 1: Individual Multilingualism and reflective thinking. On the
effect of the exolingual mode on political (and other) language uses

Raphael Berthele
Université de Fribourg, Switzerland

The relationship between language and thought has long occupied philosophers,
psycholinguists, and applied linguists. Sometimes the relationship was explored with a
monolingual lens, but often also with respect to the effects of learning and using two or
more languages. In education, individual multilingualism is viewed as both a cognitive
liability (as some experts think it is causing underperformance) and an asset (as other
experts believe multilingualism confers various cognitive advantages).

This talk examines how individual multilingualism may foster reflective thinking
(Dewey, 1910). I analyse authentic data from Swiss political debates conducted in
French or German, focusing on ten speakers who debate frequently in both their
dominant and non-dominant languages. The analysis explores whether exolingual
communication - debates among individuals with asymmetrical linguistic repertoires -
reduces polarization through heightened reflectivity. Since non-dominant language use
requires greater cognitive effort, multilingualism may promote reflective thinking and
counteract increasingly polarized, affective discourse.

Results reveal consistent depolarization when speakers use non-dominant languages
(Berthele, 2025; Berthele & Shafer, 2025). I discuss these findings through the lens of
reflective thinking and alternative frameworks such as the foreign-language effect
(Corey et al, 2017), considering implications for current educational debates on
multilingualism and multilingual pedagogies.
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Berthele, R. (2025). Doing politics in the other language. Sentiment and subjectivity in Swiss
political debates. Journal of Multilingual and Multicultural Development, 1-18.
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Keynote 2: Reflective Thinking as a Core Element in Language
Education? Insights from Theoretical and Empirical Research

Eva Maria Hirzinger-Unterrainer
University of Innsbruck, Austria

Multilingualism is the global norm, and this fact has been increasingly recognized in
research, particularly since the “multilingual turn” (May, 2014). European frameworks
and reference works such as the Framework of Reference for Pluralistic Approaches to
Languages and Cultures (2012), the Common European Framework of Reference for
Languages (2001) and its Companion Volume (2018), as well as the Reference
Framework of Competences for Democratic Culture (2018), also foreground
multilingualism. These documents share a positive view of multilingualism, recognising
its cognitive, linguistic, and social advantages and emphasising linguistic and cultural
diversity within Europe.

Although this positive view is reflected in the Austrian curriculum, implementation in
schools lags behind. Language teachers are often not well prepared for linguistically and
culturally diverse classrooms, are unsure how to enact these approaches, and lack
suitable teaching materials (e.g., Heikkola et al., 2022). Against this backdrop, the
importance of reflective thinking and criticality on the part of teachers is growing, both
to provide learners with the best possible education and to avoid uncritical approaches
to attributions and stereotypes. Reflective thinking (e.g., Bechtel & Rudolph, 2022) is an
essential skill for navigating today’s classrooms; accordingly, Gerlach (2020) advocates
a critical foreign language pedagogy.

This plenary lecture examines the extent to which reflective thinking can serve as a
central element of language education. It offers insights from multiple perspectives to
determine whether reflective thinking is a core element of language education, presents
the beliefs of students, prospective teachers, and in-service teachers toward
multilingualism in the language classroom, and analyzes the extent to which these
beliefs are guided by critical thinking.

References

Bechtel, M., & Rudolph, J. (eds.) (2022). Reflexionskompetenz in der
Fremdsprachenlehrer*innenbildung. Theorien — Konzepte — Empirie. Peter Lang.

Gerlach, D. (ed.). (2020). Kritische Fremdsprachendidaktik: Grundlagen, Ziele, Beispiele. Narr
Francke Attempto.

Heikkola, L. M., Alisaari, J., Vigren, H. & Commins, N. (2022). Requirements meet reality:
Finnish teachers’ practices in linguistically diverse classrooms. Journal of Language,
Identity & Education, 1-17.

May, S. (Ed.). (2014). The multilingual turn: Implications for SLA, TESOL, and bilingual
education. Routledge.



Workshop 1: Reflexive practices and potentials in UKkrainian foreign
language teaching through a multilingual didactic framework

Oksana Turkevych
Universitat Regensburg, Germany

This workshop examines reflexive practices in the teaching and learning of Ukrainian as
a foreign language through the integrative lens of multilingual pedagogy. Drawing on
contemporary research in second language acquisition, metacognition, and cross-
linguistic awareness, it proposes a didactical framework that positions learners’ full
linguistic repertoires as active resources rather than peripheral backgrounds. Grounded
in principles of multilingual education, the workshop challenges monolingual norms in
language classrooms and emphasizes the cognitive, affective, and pedagogical value of
drawing on learners’ prior linguistic knowledge and competences (Garcia & Wei, 2014).
A key principle of the workshop is the concept of reflective and reflexive practice as
articulated in Farrell's (2003) framework for reflecting on practice, which
conceptualizes reflection as a dynamic and cyclical process encompassing teachers’
philosophy, principles, theory, practice, and critical engagement beyond the classroom.
Through concrete classroom examples, reflective tasks, and discussion prompts, the
workshop demonstrates how reflexive multilingual pedagogy can be systematically
integrated into curriculum design, assessment, and teacher education. It also addresses
institutional and ideological challenges, such as expectations of target-language
exclusivity and teachers’ beliefs about language separation. Overall, the workshop
argues that embedding reflexive practice in the teaching of Ukrainian as a foreign
language within a multilingual pedagogical framework enhances not only linguistic
development but also learner agency and critical language awareness.

References

Garcia, 0., & Wei, L. (2014). Translanguaging: Language, bilingualism and education.
Palgrave Macmillan. 165.

Farrell, T. (2003). Reflective practice in action: 80 reflection breaks for busy teachers. Corwin
Press. 515.

KouaH, I., Maupok, 3., Typkesuy, O. (2022). OcHOBM METOAMKMU BUKNAAAHHA YKPATHCbKOT MOBMU
AK iHo3emHoi. JlbBis, 2022. 152 c.



Workshop 2: Navigating diversity, fostering reflexivity: Rethinking
intercultural education in the language classroom

Jasmin Peskoller
University of Innsbruck, Austria

How can language teachers act as mediators of diversity within their own classrooms
without resorting to shortcuts that may simplify learners’ experiences or reduce their
complex, fluid identifications to surface-level categories? Building on critical
scholarship that positions interculturality as reflexive, power-aware, and fundamentally
non-essentialist and that cautions against equating culture with country or nationality
or treating it as a set of stable traits (Dervin, 2023), this workshop offers a concise
conceptual grounding in key perspectives on diversity and intercultural education in the
language classroom. It then moves to a hands-on, practice-based analysis of selected
classroom excerpts and extracts of EFL textbook materials to examine how intercultural
education is framed and enacted in everyday teaching. At its core, the workshop invites
participants to rethink intercultural education beyond Landeskunde and beyond
superficial identity markers.

Crucially, the workshop foregrounds reflexivity as the enabling competence for
implementing intercultural education in practice: when teachers are asked to ‘do’
intercultural education, they are inevitably also asked to navigate the diversity of
learners’ biographies, perspectives, and positioning. Reflexivity is pivotal for moving
beyond ‘target culture teaching’ towards engaging with culture as lived, plural, and
present in the classroom—so that intercultural learning is not reduced to content about
Others but becomes a way of working with perspectives, belonging, and meaning-
making in interaction. This also includes critically questioning the common impulse to
‘connect’ activities to learners’ presumed countries of origin, which can unintentionally
essentialise identities and trigger Othering processes.

Drawing on work that conceptualises reflexivity as central to critical intercultural
language education (Dervin, 2023) and racism-critical subject didactics (Fereidooni &
Simon, 2022), the workshop explores how a self-reflexive professional stance helps
teachers and teacher educators notice what classroom talk, tasks, and materials make
visible or invisible, identify instances of Othering, and work with the dialectics of
difference — reflecting on when a focus on difference may be justified and when it may
pose a risk to learners’ learning, wellbeing, and identity development. The workshop
concludes with transferable reflection questions and practical next steps for reviewing
materials, planning lessons, and sustaining reflexive routines (Drechsel, 2024) in
participants’ own contexts.

References

Dervin, F. (2023). Interculturality, criticality and reflexivity in teacher education. Cambridge
University Press.

Drechsel, S. (2024). Professionalisierung durch Reflexion. Klinkhardst.

Fereidooni, K., & Simon, N. (Eds.). (2022). Rassismuskritische Fachdidaktiken. Springer VS.



Section 1: Practice-based multilingual education

“This is my flag”: Elements of Ukrainian Identity
in the Drawings of Refugee Children

Svitlana Romaniuk & Magdalena Olpinska-Szkietko
University of Warsaw, Poland

Our study was conducted within the framework of the project The Multilingual World in
the Drawings of Ukrainian War Refugee Children in Poland, which we carried out in
2023-2024 in Warsaw, Poland. In response to the large influx of Ukrainian refugees to
Poland following the February 2022 war in Ukraine, many Ukrainian children have
enrolled in Polish educational institutions, where they faced the challenges of adapting
to a new linguistic environment. We sought to determine how these children perceive
themselves in new linguistic and cultural conditions and how they express this through
nonverbal means - specifically, in their drawings. For this purpose, we analyzed 40
drawings by Ukrainian children residing in Poland.

In the course of our analysis, we identified key elements such as expressions of
belonging to Ukraine, awareness of their cultural heritage, and connection to their
native linguistic and cultural environment. At the same time, we noted the children’s
understanding of another socio-cultural context related to their stay in Poland. The
study helps to reveal the children’s efforts to remain part of their country of origin, while
also demonstrating their openness to new languages and cultures, particularly Polish.
In our presentation, we will showcase an analysis of the drawings that vividly reflect the
elements of identity described above.

The initial findings provided a promising basis for supporting multilingual integration
in Polish educational and social settings; however, they also highlighted the need for
further research to deepen understanding of how these children perceive and manage
their multilingual experiences.

The diversity-sensitive approach for developing multilingualism, intercultural
and transcultural learning in language education

Julia Festman & Christine Reiter
Padagogische Hochschule Tirol, Austria

Earlier approaches, such as language-sensitive teaching and subject-learning, focus on
supporting language learning in the language of instruction to facilitate content learning
(see Vasylyeva et al., 2024 for a recent review) and to help develop academic language
skills in the language of instruction, which are vital for academic success (e.g., Heppt &
Schroéter, 2025). However, these approaches falls short in that they do not include the
learners themselves or their full linguistic repertoire and prior knowledge. This is
problematic, particularly in today’s classrooms, where multilingualism and
multiculturalism are omnipresent. Therefore, the development of multilingualism in
such language learning approaches is crucial. In this paper, we present the diversity-
sensitive approach (Festman, Jager & Reiter, forthcoming). This innovative approach
builds on the language awareness approach and language-sensitive teaching. It is an
approach applicable in schools and promoted in our teacher training, both for pre- and
inservice teachers. We will describe the foundations of this innovative approach, as well



as it's novel features, and present empirical data from a school project with first-graders
on the topic ,My home"“. Key features included for example use of home languages,
reflections on ,my home“ in a holistic and non-judgemental manner, as well as
stereotype-free reflections on ways of living and housing on different continents. With
our new didactic approach, we show that diversity can be actively integrated in language
learning, topic discussions and the way we talk and think about content such as
buildings, ways of living, and ,,my home*.

References

Festman, J., Jager, F. & Reiter, C. (forthcoming). Umfassende Sprachenbildung durch
diversitatssensiblen  Unterricht am Beispiel eines Unterrichtsprojekts zum
Themenbereich Mein Zuhause. Didacticum, Themenheft Umfassende Sprach(en)bildung
in Kindergarten, Schule und Hochschule (Gastherausgeberinnen: L. Fast-Hertlein, M.
Dorner-Pau & I. Knapp)

Heppt, B., & Schroter, P. (2023). Bildungssprache als Ubergeordnetes Ziel sprachlicher
Bildung. In M. Becker-Mrotzek, I. Gogolin, H.-J. Roth, & P. Stanat (Hrsg.), Grundlagen der
sprachlichen Bildung (S: 139-153). Waxmann.

Vasylyeva, T., Woerfel, T., Twente, L., & Hofler, M. (2024). Effectiveness of language-
sensitive subject teaching: Heterogeneity and quality of the evidence and implications for
future research. Review of Education, 12(3), e70000.

Teaching Ukrainian to a Multilingual Student Audience:
Challenges and Practical Experience

Olesia Lazarenko
European University Viadrina in Frankfurt/Oder, Germany

The Ukrainian Department at the Viadrina Language Center of the European University
Viadrina in Frankfurt (Oder), Germany, has a relatively new history that is linked to
several factors. First and foremost are the momentous events of the Maidan and the
Revolution of Dignity in 2013-2014.

Studying Ukrainian at the Viadrina Language Center is distinctive in that courses are
attended by students from various disciplines, including cultural studies, law,
economics, and digital studies. Another distinctive feature of Viadrina University is that
nearly 25% of the student body is international, hailing from various countries and
language backgrounds.

The Ukrainian Language Department usually plans four Ukrainian language courses
each semester - from level Al to level B2. The student audience attending Ukrainian
language courses is always multilingual. Various language groups are represented,
primarily Slavic, Germanic, and Roman. Less frequently, there are Hellenic, Turkic,
Korean, and other groups.

Since Ukrainian belongs to the Slavic language group, students from Poland, Slovakia,
the Czech Republic, Bulgaria, Serbia, and Belarus tend to grasp new grammatical and
lexical material more quickly. Teachers must bring a multilingual group to a level where
they can uniformly read Ukrainian texts, regardless of the students’ language
experience.

For example, when learning the alphabet and developing reading skills, we often use
Ukrainian studies material related to reading Ukrainian signs, comparing the spelling of
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Ukrainian city or region names with the original, studying tongue twisters or well-
known Ukrainian proverbs etc. We also find it interesting to transliterate the Latin
names and surnames of course participants into Cyrillic letters (for example, as in the
textbook KROK 1, authors Olesya Palinska and Oksana Turkevych). Exercises of this type
facilitate faster acquisition of the Ukrainian alphabet and pronunciation, and partially
writing, for a multilingual group, so that they can then move on to mastering other types
of speech activity.

References

Bergmann, Anka; Kratochvil, Aleksandr (2017), Ukrainisch lernen in Deutschland: eine
Einschatzung der Rahmenbedingungen, Moglichkeiten und Perspektiven. // Theory and
Practice of Teaching Ukrainian as a Foreign Language. Lviv 2017. Issue 13. C. 15-25.

Lazarenko, Olesia (2023), Lektorat fir ukrainische Sprache an der Europa-Viadrina in
Frankfurt (Oder): Ziele, Entwicklung und Erfolge. // Movni osvitni tekhnolohii u vymiri
multykulturalizmu. Kyjiw: KNEU Kuis: S. 72—85. https://ir.kneu.edu.ua/items/886d44b7-
5945-4956-8a5b-69cf49b31267

Skintey, Lesya; Turkevych, Oksana (2024), Ukrainischunterricht in Deutschland: Eine
Bestandsaufnahme // Zeitschrift flr Interkulturellen Fremdsprachenunterricht. 29.
Jahrgang (Oktober 2024). S. 283-305. https://zif.tujournals.ulb.tu-
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Worschech, Sussan (2020). Deutsch-ukrainische Kulturbeziehungen. Veranderungen nach
dem Euromaidan. Stuttgardt: Institut fir Auslandbeziehungen, 2020. 172 S.
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Section 2: School-based multilingualism research

Pragmatic Awareness as a Catalyst for Multilingualism, Reflective Competence,
and Intercultural Growth in Language Education

Brikena Xhaferi & Gezim Xhaferi
South East European University, North Macedonia

In multilingual classrooms, pragmatic competence is essential for helping learners
navigate diverse communicative situations. This study investigates how explicit
pragmatics instruction supports the development of multilingual abilities, reflective
learning, and intercultural awareness. Two key constructs guide the analysis: pragmatic
sensitivity, defined as learners’ ability to notice and interpret contextual cues—such as
social distance, power relations, and cultural norms—when evaluating meaning and
appropriateness (Taguchi, 2015), and pragmatic adaptability, understood as the
capacity to adjust language use strategically across languages and cultural contexts in
order to achieve communicative goals (Ishihara & Cohen, 2010; Kasper & Rose, 2002).
A mixed-methods design was implemented with English and German majors at South
East European University in North Macedonia. Data were collected through (1) a
Pragmatic Awareness Questionnaire assessing understanding of speech acts, politeness
strategies, and context-dependent meaning, and (2) Reflective Learning Journals
documenting learners’ observations of pragmatic variation and cultural influences on
communication. Analysis of questionnaire results demonstrated notable improvement,
meaning measurable gains in learners’ post-instruction scores compared to their pre-
instruction performance. These gains indicate enhanced ability to identify, evaluate, and
interpret pragmatic features. Parallel evidence from the reflective journals showed
increased awareness of how culture shapes communicative choices and growing
confidence in intercultural interactions. Learners also reported greater ease in shifting
between linguistic repertoires, illustrating the development of pragmatic adaptability.
Overall, the findings show that integrating pragmatics into language instruction
strengthens learners’ multilingual capacity, fosters reflective competence, and deepens
intercultural understanding. Emphasizing context-dependent meaning and cultural
variability prepares students to participate more effectively in diverse communicative
environments.

References

Ishihara, N., & Cohen, A. (2010). Teaching and learning pragmatics. Pearson.

Kasper, G., & Rose, K. R. (2002). Pragmatic development in a second language. Blackwell.

Taguchi, N. (2015). Developing interactional competence in a foreign language. Multilingual
Matters.

Thinking through Language: Ethnographic Insights
from a German School in South Tyrol

Kristina Savi¢ & Safa El Koura
University of Innsbruck, Austria

Language practices in institutions are often shaped by raciolinguistic ideologies (Rosa &
Flores, 2015), which frame linguistic difference through racialized perceptions of
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competence and belonging. Such ideologies, embedded in the educational system,
sustain what Gogolin (2008) describes as the monolingual habitus, constraining pupils’
participation and limiting recognition of their linguistic resources. Reflective thinking,
understood as a continuous process of meaning-making that takes place in interaction
with others and contributes to the process of transformative learning (Dewey, 1933;
Mezirow, 1997), becomes particularly crucial in migration societies (Mecheril, 2010). In
these contexts, teachers mustidentify and challenge implicit assumptions about
students labelled as “migrant”, assumptions that emerge through processes of
migrantisation, understood as a socio-political attribution of othering (Charsley &
Hoellerer, 2025), particularly with regard to those perceived as lacking language
proficiency. Building on this theoretical background this paper examines how
translanguaging practices (Garcia & Li Wei, 2014) could serve as a starting point for
fostering reflective thinking in multilingual classrooms, particularly in contexts
characterized by linguistic minoritization. Drawing on classroom and family
observations from the broader project Educational Transitions in the Context of
Linguistic Minoritization (EduLiM), we conceptualize schools as dynamic sites where
linguistic hierarchies are both reproduced and critically negotiated. Based on our
ethnographic observations, we present a case study from a German school in South
Tyrolh that discusses how teachers initially positioned children enrolled to begin
primary school as so-called “Migrantenkinder”, an institutional category that construct
children as migrant and associates them with limited competence in the German
language. From these points we draw the following research questions:
e In what ways do raciolinguistic ideologies construct and reproduce notions of
linguistic competence of pupils within the German school?
e How could translanguaging practices serve as a starting point for fostering
reflective thinking among teachers in linguistically minoritized educational
contexts?
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Linguistic Living Spaces: An arts-based tool to foster reflective, intercultural
and transcultural learning in language education

Carola Koblitz
University of Vienna, Austria

This paper presents Linguistic Living Spaces (LLS), an arts-based method that makes
multilingual biographies and everyday language practices visible. Learners design
visual “language houses” that map where, when, with whom, and for what purposes
different languages are used. Short, stimulus-based interviews then prompt learners to
articulate how languages connect to emotions, relationships, and identity. Empirical
evidence from a recent study (n = 6, aged 18-19) and professional trainings with youth
workers and teachers shows three consistent outcomes:

e Reflexive awareness: participants move from tacit practice (“I switch to Albanian
with my grandmother”) to explicit insight (“I use Serbian for family bonding, but
German for school tasks, and each feels emotionally different”).

¢ [dentity negotiation: spatial placement of languages (inside vs. outside the house)
makes visible belonging, ambivalence, or marginalisation. One participant initially
placed Turkish and Albanian on the ceiling, outside but attached to the home, to
reflect limited competence (passive understanding of Turkish, communicative but
weaker Albanian) compared to stronger German and Bosnian. In a later drawing, she
moved Turkish and Albanian inside, reclaiming them as part of her heritage identity.

e Pedagogical value: teachers report that LLS functions as a low-threshold classroom
activity: learners share houses, compare repertoires, and reflect together, fostering
empathy, motivation, and group cohesion.

LLS operationalises reflective thinking by turning metacognition into a tangible

practice: learners literally draw and place their languages, then discuss the meanings of

those placements. It supports intercultural and transcultural learning by surfacing the
affective dimensions of plurilingual lives, including those of recently arrived and
heritage language learners.
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Section 3: Reflective and intercultural teacher learning

From Words to Awareness: Multilingual Strategies for Reflective Reading in
Ukrainian with Barvysta Ukraiina: A collection of 14 Best Practice Examples

Nataliia Sorokina & Sonja Bacher
University of Innsbruck, Austria

Until recently, Ukrainian occupied a marginal position in Western European higher
education. Russia’s full-scale war against Ukraine has profoundly altered this landscape,
intensifying scholarly, educational, and public interest in Ukraine’s language, culture,
and identity. In response to this growing demand, the present manual introduces
fourteen best-practice teaching examples for Ukrainian as a Foreign Language (UFL) at
levels A1+ to A2+, developed and piloted in university settings. Grounded in the action-
oriented approach of the Common European Framework of Reference for Languages
(CEFR, 2001 and 2018; see also Hunter et al. 2019), the materials conceptualise learners
as social agents engaged in meaningful, real-world tasks. A central contribution of the
project lies in its systematic integration of multilingual and reflexive practices.
Acknowledging that learners draw on their entire linguistic repertoires, the teaching
examples promote cross-linguistic awareness, mediation, and transfer across Ukrainian,
English, German, and learners’ additional (heritage) languages (cf. Allgduer-Hackl &
Jessner, 2015 and Hufeisen, 2011). Multilingual scaffolding, mediation tasks, and
comparative activities—such as analysing proverbs, songs, and lexical items across
languages—support comprehension and foster metalinguistic reflection in line with
CEFR (2018) mediation descriptors. These practices are particularly beneficial in
heterogeneous classrooms where learners possess diverse linguistic biographies.
Equally important is the reflexive dimension of the materials, which foreground
intercultural and transcultural learning (cf. Byram 2024; see also Bacher, 2021).
Cultural topics—ranging from national symbols and traditional clothing to holidays,
cuisine, music, and cinema—invite learners to compare perspectives, question
stereotypes, and reflect on their own cultural positioning. Drawing on models of
Intercultural Communicative Competence (cf. ibid.), the activities address not only
knowledge (savoirs), but also interpretative skills, attitudes of openness, and critical
cultural awareness. Open-ended, collaborative tasks encourage learners to articulate
personal viewpoints, negotiate meaning, and engage in dialogue across differences.
Overall, “Barvysta Ukraiina” offers theoretically grounded, ready-to-use materials that
combine language learning with multilingual awareness and reflexive cultural
engagement. It contributes to the emerging field of UFL by demonstrating how action-
oriented, multilingual, and intercultural approaches can be productively aligned at
beginner levels.
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Forderung reflexiven Denkens und interkultureller Kompetenz im
Deutschunterricht: Konkrete Strategien und internationale Projekte

Oksana Vertesh-Hapak
Ushhorod, Ukraine

Als Deutschlehrerin mit iiber 20 Jahren Erfahrung in der Ukraine habe ich praxisnahe
Methoden zur Forderung reflexiven Denkens und interkultureller Kompetenz
entwickelt. Mein Ansatz kombiniert projektbasiertes Lernen, kooperative
Unterrichtsaktivititen und die Teilnahme an internationalen Bildungsprojekten.
Konkrete Strategien umfassen: 1) kritische Analyse von Texten und authentischen
Materialien aus unterschiedlichen Kulturen, 2) Debatten zu aktuellen interkulturellen
Themen, 3) Erstellung von multimedialen Prasentationen, Blogs oder Videos, die
kulturelle Perspektiven reflektieren. Gruppenarbeiten und Fallstudien unterstiitzen die
Zusammenarbeit, férdern Problemlosungsfahigkeiten und ermoglichen die Bearbeitung
realer interkultureller Situationen.

Internationale Online-Projekte mit Partnerschulen in Deutschland, Polen und Ungarn
ermoglichen direkten interkulturellen Austausch. Beispiele beinhalten den Austausch
von Lernmaterialien, gemeinsames Entwickeln von Projektergebnissen, Erstellung
gemeinsamer Videoprasentationen iiber kulturelle Unterschiede und virtuelle
Diskussionen tuber Feiertage, Traditionen und Bildungssysteme. Solche Aktivitaten
erweitern Sprachkompetenz, fordern kritisches Denken und stirken metakognitive
Fahigkeiten.

Lehrkrafte agieren als reflektierende PraktikerInnen, die Lernende aktiv begleiten,
Feedback geben und reflexives Denken modellieren. Sie unterstiitzen die Lernenden
darin, Fakten von Meinungen zu unterscheiden, kulturelle Unterschiede wertschatzend
zu analysieren und fundierte, ethisch begriindete Entscheidungen zu treffen. Durch die
Kombination = von  Unterrichtsaktivititen, internationalen  Projekten  und
aufderunterrichtlichen Initiativen wird eine praxisorientierte und reflektierte
Lernumgebung geschaffen.

Dieser Ansatz bereitet Lernende nicht nur auf den Erwerb sprachlicher Kompetenzen
vor, sondern stirkt auch ihre Fahigkeit, in plurikulturellen Gesellschaften
verantwortungsbewusst, kritisch und reflektiert zu handeln. Die vorgestellten
Strategien zeigen, wie reflexives Denken im Sprachunterricht systematisch und gut
gefordert werden kann und welche positiven Effekte dies auf die interkulturelle
Kompetenz, Selbstreflexion und ethische Entscheidungsfindung der Lernenden hat.
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Fostering Reflective Thinking and Intercultural Communicative Competence
of Pre-Service English Teachers via E-Case Learning

Hanna Podosynnikova & Vlada Homolia
Sumy State Pedagogical University, Ukraine

This session explores the use of E-Case learning - digitally represented circumstances
that require identifying and solving problems through reflective engagement.
Language, being inherently culturally charged (Baker, 2022), cannot be effectively used
without culture-specific knowledge, critical cultural awareness, and the skills of
discovery and interaction. For pre-service teachers, intercultural competence involves
recognizing their cultural perspectives and biases and developing the ability to engage
meaningfully with individuals from diverse backgrounds.
To achieve these aims, language education must employ innovative methods that foster
deep engagement with language in meaningful contexts (Singh & Yunus, 2021). E-Case
learning addresses this need by immersing students in authentic communicative
situations that require empathy, analytical reasoning, and ethical decision-making. For
instance, one E-Case tasks students with navigating a scenario where a student
attending a Sioux friend's birthday party encounters unexpected cultural practices and
must apply the Describe-Interpret-Evaluate technique to respond with open-
mindedness.
As E-Cases require more directive instruction (Besche et al., 2022, pp. 49-50), students
benefit from a structured procedure for discussing each E-Case. The suggested approach
encompasses three E-Case types with appropriate scaffolding: solution selection,
solution generation, and solution realization. The scaffolding supports language and
reasoning simultaneously through tasks such as completing and expanding speech
models for making inferences from factual statements and evaluating arguments for
strength. Within this framework, cultural awareness practices are embedded into
reflective discussions and scaffolded digital activities, enabling students to internalize
intercultural sensitivity.
Session structure
1. Overview of the role of reflection and intercultural competence in teacher
education; definition of E-Case learning.
2. Demonstration of E-Case design, learning stages (generation, selection,
realization), and integration of cultural awareness practices.
3. Practical guidelines for implementing E-Case learning in digital and classroom
environments.
4. Conclusion and Q&A
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Section 4: Critical reflective thinking in multilingual classrooms

Resonance and Artificial Intelligence in Foreign Language Teacher Education:
A Case Study from University-Level Teaching

Rukiye Alici
Trakya University, Turkey

This case study was independently conducted by the author and explores the
experimental use of GPT-40 in language teaching at a Turkish university. The context
involved students who were simultaneously enrolled in the Formasyon module (a
teaching qualification), creating an interface between translation studies and foreign
language teacher education.

The aim of the study was to investigate the potential of Al - particularly GPT-40 - as a
resonance-capable dialogue partner. Instead of a purely functional use of Al, a teaching
design was tested that integrated GPT-40 as a semantically and emotionally responsive
instance. The theoretical framework is based on Hartmut Rosa’s resonance theory
(2016) as well as transcultural perspectives in foreign language teaching (Mecheril
2010).

Students worked interactively with the Al in simulated classroom scenarios and
reflected on their experiences in writing and orally. It became evident that targeted
prompt design, role clarification, and meta-reflective tasks significantly contributed to
GPT-40 being perceived not merely as a “tool” but as a meaningful dialogue partner.
Particularly noteworthy was the emotional involvement of students with multilingual
biographies: they experienced the Al as a “resonance-capable instance” that helped
them connect linguistic, cultural, and personal content.

The study shows: When Al is used not only functionally but also in a relational way, it
can open up new spaces for language awareness, self-efficacy, and connectedness.

»Was ist Osterreich fiir dich?“ - Kulturreflexives Lernen und
kritische Geschichtsvermittlung im DaZ-Unterricht am Beispiel eines
Angebots im Haus der Geschichte Osterreich

Lisa Horak
Universitat Wien, Austria

,Was ist Osterreich fiir dich?“ - so lautet der Titel und zugleich die zentrale Frage
eines Workshops des Museums Haus der Geschichte Osterreich, der sich gezielt an
erwachsene Deutschlernende richtet. Der Workshop wurde gemeinsam mit
Lehrpersonen aus dem Bereich Deutsch als Zweitsprache (DaZ) konzipiert und
verbindet kulturbezogenes Lernen mit kritischer Geschichtsvermittlung. An dieser
Schnittstelle eroffnet das Angebot einen Diskussionsraum, in dem Teilnehmende
historische Inhalte, Konstruktionen von Zugehorigkeiten und gesellschaftliche
Aushandlungsprozesse rund um die Vergangenheit artikulieren, bewerten, reflektieren
und infrage stellen konnen. Dieses Angebot bildet zugleich den Gegenstand einer
empirischen Untersuchung im Rahmen meines Dissertationsprojekts, in dem erforscht
wird, welches Potenzial und welche Herausforderungen die Teilnahme an diesem
Workshop im Hinblick auf kulturreflexive Lernziele fiir DaZ-Lernende mit sich bringt
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(vgl. Schweiger et al. 2015). Zwischen April 2024 und Dezember 2025 wird hierzu - auf
Grundlage einer vorangegangenen qualitativen Untersuchung (vgl. Horak 2022) - eine
Fragebogenstudie durchgefiihrt, die von Workshop Teilnehmenden ausgefiillt wird. Ziel
dieser Forschung ist es, Einblicke in theoretische und praktische Implikationen
kulturreflexiver Lernprozesse im Kontext historischen Lernens im Museum zu
gewinnen und dadurch erweiterte Zugange und Angebote fiir Deutschlernende in der
mehrsprachigen Migrationsgesellschaft zu ermdglichen. Im geplanten Vortrag sollen die
didaktische und theoretische Konzeption des Workshops, empirische Ergebnisse der
Fragebogenstudie sowie daraus ableitbare Implikationen fiir den Sprachunterricht
vorgestellt werden. Diskutiert wird, wie die Verbindung von sprachlichem und
kulturreflexiv-historischem Lernen neue Perspektiven auf die Foérderung von
reflexivem Denken und kultureller Teilhabe insbesondere im Kontext von
Mehrsprachigkeit und Migration erodffnen kann. Dariiber hinaus wird erértert,
inwiefern historische Museen als multilinguale Lernorte Deutschlernende dazu anregen
konnen, kritisch zu reflektieren, die eigenen Perspektiven zu erweitern und
gesellschaftliche Aushandlungsprozesse aktiv mitzugestalten.
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Argumentierendes Schreiben als Spiegel kritischen und reflexiven Denkens:
Ressourcen und Herausforderungen neu zugewanderter ukrainischer
Schiiler*innen
im mehrsprachigen Bildungskontext

Ketevan Zhorzholiani-Metz
Leibniz Universitdt Hannover/TU Dresden, Germany

Die wachsende sprachliche und kulturelle Diversitat an deutschen Schulen - zuletzt
durch neu zugewanderte Schiiler*innen aus der Ukraine - eroffnet neue Perspektiven
fir die Forderung des kritischen Denkens sowie bildungs- und schriftsprachlicher
Kompetenzen im mehrsprachigen Kontext. Kritisches Denken und Argumentieren sind
eng miteinander verknlipft (Kruse 2024), da das argumentierende Schreiben die
Fahigkeit zur Reflexion, Perspektiveniibernahme und Bewertung von Standpunkten
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erfordert. Fiir mehrsprachige Lernende stellt sich die Frage, wie mitgebrachte
Kompetenzen in diesem Bereich als Ressourcen genutzt werden konnen. Wahrend
Integrationsmafinahmen haufig auf den raschen Erwerb des Deutschen fokussieren,
bleiben universelle, spracheniibergreifende Komponenten der Schreibkompetenz (Ott
2006) im Sinne der common underlying proficiency (Cummins 1984) oft ungenutzt. Das
Verfassen argumentativer Texte stellt hohe kognitive und sprachliche Anforderungen
(Becker-Mrotzek & Schindler 2007), insbesondere in der Zweit-/Fremdsprache (L2), da
es differenzierten Wortschatz und komplexe Satzstrukturen erfordert (Domenech &
Petersen 2018). Fehlen entsprechende Sprachkompetenzen in der L2, kann dies dazu
fithren, dass die Qualitat argumentativer Texte geringer ausfallt als in der Erstsprache
(L1). Vor diesem Hintergrund soll untersucht werden, wie neu zugewanderten
Schiiler*innen aus der Ukraine der Auf- und Ausbau argumentativer Schreibkompetenz
im Deutschen gelingt - unter Berticksichtigung mitgebrachter Ressourcen (L1-
Schreibkompetenz) und erworbener Deutschkenntnisse. Um Einblicke in die
Wechselwirkungen der argumentative Schreibkompetenz in L1 und L2 ukrainischer
Schiiler*innen zu gewinnen, werden ihre L1-ukrainischen und L2-deutschen Texte
anhand bestimmter, konzeptionell universeller Merkmale der Schreibkompetenz
analysiert. Ziel ist es, einerseits Erkenntnisse iiber die mitgebrachten L1-Kompetenzen
und die Ubertragung dieser beim L2-Schreiben zu gewinnen und andererseits die
Textmerkmalen zu identifizieren, deren Umsetzung trotz ihres universellen Charakters
starker von allgemeinen Sprachkompetenzen (gemessen durch C-Tests) abhiangt und
die daher in der L2 einer gezielteren Férderung bediirfen.

Die Ergebnisse sollen neben didaktischen Implikationen fiir die Foérderung
argumentativen Schreibens im DaZ-Unterricht zu einer ressourcenorientierten
Wahrnehmung der Schreibprodukte neu zugewanderter Schiiler*innen beitragen.
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Poster session

Kognaten als Ressource fiir reflexives Denken und interkulturelles Lernen
im Fremdsprachenunterricht

Nataliia Oberste-Berghaus
Universitdt Osnabriick, Germany

Der Beitrag untersucht das didaktische Potenzial von Kognaten im Deutschunterricht
mit Lernenden, deren L1 Ukrainisch ist und das Deutsch als L2 erwerben.
Unter reflexivem Denken wird hier metasprachliche Bewusstheit verstanden, also die
Fahigkeit, Bedeutungsannahmen kritisch zu priifen. Interkulturelles Lernen bezieht sich
auf das Erkennen sprachlich-kultureller Bedeutungsverschiebungen und ihrer
historischen bzw. kontaktlinguistischen Hintergriinde. Ausgehend von einem
mehrdimensionalen Ansatz (genealogisch, semantisch, kontaktlinguistisch) wird
gezeigt, wie deutsch-ukrainische Kognaten Lernende zur Analyse formaler
Ahnlichkeiten und semantischer Divergenzen anregen. Zur Datenerhebung erhielten
Studierende die Aufgabe, ausgewdahlte deutsch-ukrainische Lexeme zu iibersetzen. Die
Analyse ihrer Erstreaktionen zeigte deutlich, welche Kognaten intuitiv erschlossen
werden und bei welchen semantischen Verschiebungen oder formale Nahe zu
Fehlinterpretationen fiihrten. Diese Beobachtungen bilden die Grundlage der im Beitrag
dargestellten Fallstudien. Beispiele wie Magazin - maza3un (,Zeitschrift” vs.
»,Geschaft"), Paket - nakem (,Postsendung” VS. »Plastiktiite“), Mist -
Mmicm (,Dung/Unsinn“ vs. ,Briicke“), Kamera - kamepa (,,Fotoapparat” vs. ,Raum/Zelle“)
oder Lid - .10 (,Augenlid” vs. ,Eis“) veranschaulichen, wie formale Ndhe zu vorschnellen
Bedeutungsiibertragungen verleitet. Ergianzend zeigen echte Kognaten wie Dach -
dax, Diamant - OJdiamanm und Ziffer - yugpa, sowie semantisch nur teilweise
transparente Paare wie Ldffel - n10scka oder Méhre — mopkea, welche Kriterien Lernende
zur Unterscheidung echter, erweiterter und falscher Kognaten entwickeln. Die
Ergebnisse belegen, dass die bewusste Arbeit mit Kognaten das Sprachbewusstsein
starkt, Missinterpretationen vorbeugt und heuristische Erwartungen reduziert. Durch
dialogische = Vergleiche = entwickeln = Lernende  Hypothesen, reflektieren
Bedeutungswandel und erkennen kulturell gepragte Bedeutungsfelder. Der Ansatz ist
exemplarisch fiir Deutsch-Ukrainisch, lasst sich jedoch auf weitere Sprachpaare
Ubertragen und stellt ein vielseitiges Instrument plurilingualer Sprachbildung dar.
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Culture-Reflective Practices: Creating Momentum for Understanding
in the Foreign Language Classroom

Bianca Hoppner
Catholic University of Eichstaett-Ingolstadt, Germany

Culture is the mainly unconscious and dynamic mental system of a collective that shapes
the way its members construct reality. It can hence be considered the “software of the
mind” (Hofstede et al.,, 2010, p. 5) that lays the very foundation on how we perceive the
world (Han & Makela, 2020; Nardon, 2017). Yet, it is often only noticed in case cultural
misinterpretations or miscommunications occur, which in turn offer a central gateway
to better understanding via reflection (Binder, 2018) - a conscious and active cognitive
process that can be triggered in case of cognitive dissonance, is analytic in nature and
leads to the synthesis of (different) perspectives into one coherent and evaluated
one. This poster presentation therefore aims to specify the very notion of these
reflective practices - referred to as culture-reflective practices - as well as portray
central didactic considerations and conducive approaches (e.g. student-centered,
guided) to sustainably incorporate these in the foreign language classroom. More
specifically, the results of a qualitative content analysis (n = 42 studies) that investigated
which approaches of culture reflective practices that are easily adaptable to educational
settings and found to foster the development of cultural understanding - more
concretely, the development of cultural awareness and sensitivity - are presented
(Kuckartz & Radiker, 2022). In addition, possible implementation options that
incorporate these approaches, connect them to divergent media formats (e.g. cartoons,
memes, and social media posts) and the foreign language educational

setting are depicted.

In conclusion, this contribution substantiates the importance of reflective practices
for better understanding of divergent cultural perspectives with research findings,
while at the same time offering practical guidance. It presents culture-reflective
practices as a tool for foreign language educators to foster critical cultural
understanding in today’s plurilingual and pluricultural classrooms - a peacekeeping
approach at its core.
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The Role of Reflective Thinking in Teaching Ukrainian as a Foreign Language in
Germany: Practical Experience

Liubov Zavalska & Nataliia Kondratenko
Odesa Mechnikov National University, Ukraine/University of Tiibingen, Germany

The development of reflective thinking is one of the key prerequisites for shaping an
integral linguistic personality capable of self-awareness, self-organization, and critical
perception of linguistic phenomena. The formation of reflective thinking is of particular
importance in language pedagogy, as teaching approaches and methods must be
grounded in the integration of theory and practice and directed toward activating
feedback from learners. Researchers of reflective thinking propose various algorithms
and models of learning that encompass different stages and phases. According to
M. Jasper’s model, the learning process consists of three stages: experience, reflection,
and action (Jasper, 2013). The attempt to apply the reflective approach solely to the
generalization of practical experience and the assessment of learners’ own skills and
results in language acquisition appears somewhat simplified. Reflective thinking is
primarily formed at the stage of lesson planning and methodological design, particularly
in the context of teaching Ukrainian as a foreign language.

The aim of the study is to demonstrate, using practical material, the formation of
reflective thinking in the teaching of Ukrainian as a foreign language through
multimodal texts (Kress, Leeuwen2001). Depending on the level of instruction - from
Al to C2 - the formation of reflective thinking involves the comprehensive
implementation of various didactic forms accompanied by systematic feedback. The
main types of such forms include dialogic and polylogic speech, group communication,
and the analysis of linguocultural cases grounded in learners’ individual experiences.
Reflection takes place through the modeling of specific situations in which students
apply acquired knowledge in practice and analyze their reactions and preparedness. A
special role in the process of reflection belongs to interdiscursive content - the study of
Ukrainian cinema, music, and visual arts in combination with linguistic topics (Forker
2012). This approach fosters the development of analytical and synthetic skills in
Ukrainian, enhances logical and critical thinking, and enables learners to project their
knowledge onto the contemporary informational space.
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MeTa fomnoBiai: mpeACTaBUTH JOCBij ycHiliHOI MPaKTUKK PO3BUTKY pedJieKCUBHOTO
MUCJIEHHS Yepe3 3acTOCyBaHHA LUPPOBOI TeXHOJOTII HaBYa/IbHOI B3aEMOAII, mij yac
KOl BUKJ/IaJa4, BUCTYIa4yu GpacuaiTaTopoM i napTHEPOM, BUKOPHUCTOBYE aHATITUKY
LMS MOODLE ansa dopMyBaHHSA i miATPUMKH pedJieKCUBHUX YMiHb, CaMOIi3HAHHSA
CTYJEHTIB, CTHUMYJIIOE CaMOOLiHKY Ta ¢opMye 37AaTHICTb A0 npodeciiiHol
camopedJiekcii. ¥ cy4yacHii MOBHIM OCBiTi, 30KpeMa B HiATOTOBL{i 3JaTHUX [0
epeKTUBHOTO aHaJsi3y, IPOrHO3yBaHHA Ta NPOEKTYBaHHSA MalOYyTHLOI MeAaroriyHoi
JlisiibHOCTI  QaxiBLiB, 0COOJMBOr0o 3HAaYe€HHS HaOyBa€ pPO3BUTOK pedJIEKCHBHOTO
mucseHHs (Bechtel & Rudolph, 2022; Schadlich, 2019), uwo nigBuinye MMoBipHICTb
iHHOBaniiHux pimeHb (Dwyer &Walsh, 2019; Quinn Ta iH., 2020), po3pobseHHsA U
yIpPOBa/PKEHHS BiANOBIAHUX IM MeJaroriyHMUX TEXHOJIOTiK. 3aCTOCOBYEMO KOHIIEINILit0
nejaroriyHoi pedJiekcii Ik TeopeTHYHe MiAIPYHTS pedJIEeKCUBHOTO MHUCJEHHS.
ABTOpCbKMH MiAXiJ 10 po3yMiHHA NeAaroriyHoi pedJiekcii BUOyA0ByeEMO Ha iHTerpanii
Pi3HUX TpPaAULiK, ajie KJIFOYOBUMU BU3HAYAEMO CUCTEMHO-CTPYKTYpHUH (Grant, 1984;
Van Manen, 1977) i KOMyHiKaTUBHHUHM migxoau. AKTyaJlbHUMHU pedJieKCUBHUMU
TexXHOJIOTisIMM (pi3HOBMUJ, OCBITHIX TEeXHOJIOTiIM, 10 iHililOIOTh pedieKCUBHUN
NoTeHlliaJs neJaroris i 3100yBaviB OCBITH SIK CBiIOMUX aKTHUBHUX CY6 EKTIB OCBITHBOTO
npoliecy) BHU3HAYAEMO TaKi: CcaMOIi3HAHHS, CaMOOLiHKA, CaMOBH3HA4YeHHS],
caMoaKTyausti3aljisi 1 caMopo3BUTOK. OKpecJ/ieHi TEXHOJIOTII — aKTyasibHi iHCTPYMEHTHU
npodeciiiHOro CTaHOBJIEHHS Ta MeXaHi3MM NeJaroriyHoi mapTHepCcbKoi B3aEMOJil.
[lnatrdopma LMS MOODLE € ebeKTHUBHUM LIMPPOBUM iHCTPYMEHTOM peaJisdauii
nezaroriyHoi pedJiekcii y MOBHIM 0CBiTi, 0C06JIMBO B epioj, AUCTAHLiIMHOTO HaBYaHHS
B yMOBaX BOEHHOTO CTaHy. li iHT€pPaKTMBHi MOX/JIMBOCTI CIPHUSAITb YCBiZIOMJIEHHIO
CTYZleHTaMH BJIACHOI HaBYaJbHOI JiAJIbHOCTI, aHaJi3y pe3yJbTaTiB Ta KOpeKIil
MOBJIEHHEBUX JiKl. Moayni Forum i Journal cTBOpOOTH NPOCTIp AJS caMoOaHaJli3y,
00MiHYy JyMKaMHu I10J0 TPYZAHOLIIB 3aCBOEHHS MOBHHUX HOPM | MOLIYKy IJIAXiB
yaockoHaneHHs. Yepe3 Assignment i Workshop cTyleHTH OTPUMYIOTb MOXKJIMBICTb
ped/ieKCHBHO OLIIHUTH BJIaCHI TEKCTM Ta pPOOOTH OJHOTPYINHHUKIB, pO3BUBAIOUYU
KpUTUYHE MHUCIeHH W  emnarito. EQeKTUBHUMM  NpakTUKaMU  PO3BUTKY
pedJieKCUBHOTO MUCJIE€HHS, fKi OyAyTb MpejCcTaBJ/ieHI B MOCTepi, € BUKOHAHHSA
CTPYKTYpOBaHUX pedJIeKCHBHUX 3aBJlaHb y ¢dopmaTi ece, aHa/li3 iHAUBiAyaJbHUX
INOMMWJIOK 3a JaHUMM aHadiTuku LMS MOODLE, y4acTb y KeilC-OOTOBOpPEHHSIX i
YHUTaHHSX CTBOPEHHS aBTOPCbKUX MO/lesiel, po3p0o6ieHHS CaMOOLiHIOBaJIbHUX JIUCTIB,
NOPIBHAHHA BJIACHUX pe3yJbTaTiB y AWHaMILi, NiArTOTOBKA KOPOTKUX aHAJITUYHUX
3BITIB 1L1[0/10 3aCBOEHHA MOBHOI'0 MaTepiasy TOLLO.
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Forderung transkultureller Lernprozesse im DaF-Studium:
Landeskunde der DACH-Linder als dynamischer Reflexionsraum

Larysa Kovbasyuk
Staatliche Universitat Cherson, Ukraine

Der Beitrag untersucht Strategien zur Férderung inter- und transkultureller Kompetenz
im universitaren DaF-Unterricht an der Staatlichen Universitat Cherson. Im Mittelpunkt
steht die Frage, wie Landeskunde zu Deutschland, Osterreich und der Schweiz als
integrativer Bestandteil akademischer Sprachbildung genutzt werden kann, um
Studierende zu befahigen, sich als reflektierte, sprachbewusste und kulturell sensible
Teilnehmende in internationalen Kommunikationskontexten zu bewegen.

Ausgehend von einem Stufenmodell kulturellen Lernens, in dem Landeskunde,
interkulturelles und transkulturelles Lernen als Kontinuum dargestellt werden, wird
Landeskunde nicht als statische Sammlung von Fakten, sondern als dynamischer
Reflexionsraum verstanden. In Anlehnung an Ansatze inter- und transkultureller
kommunikativer Kompetenz werden Lernprozesse so gestaltet, dass die Studierenden
unterschiedliche gesellschaftliche Kontexte, Diskurse und Deutungsmuster in den
DACH-Landern mit ihren eigenen lebensweltlichen Erfahrungen und Positionierungen
in Beziehung setzen.

Die didaktische Konzeption folgt mehreren Leitprinzipien: Erstens wird ein
plurizentrisches Verstindnis des deutschsprachigen Raums zugrunde gelegt, das
innergesellschaftliche Diversitat (z.B. Mehrsprachigkeit, regionale Varietaten,
unterschiedliche Erinnerungs- und Migrationsdiskurse) systematisch thematisiert.
Zweitens steht Reflexivitdt im Zentrum: Lernaufgaben regen Studierende an, eigene
Wahrnehmungen, Normvorstellungen und Stereotype zu benennen, zu hinterfragen
und mit Perspektiven aus deutschsprachigen Medien- und Fachdiskursen zu
konfrontieren. Drittens orientiert sich die Landeskunde an aktuellen Diskursen (u.a. zu
Geschlechterverhadltnissen, sozialer Ungleichheit, Krieg und Flucht) statt an
vermeintlich ,typischen” kulturellen Merkmalen. Viertens werden handlungs- und
projektorientierte Formate genutzt, in denen Studierende sprachliche Mittel, fachliche
Inhalte und mediale Gestaltungskompetenzen verbinden.

Landeskundliche Lernaufgaben beruhen auf vergleichenden und kontrastiven Analysen
zwischen unterschiedlichen gesellschaftlichen Kontexten, ohne diese als homogene
,Eigen-“ oder ,Fremdkulturen” zu verstehen. Stattdessen riicken spezifische Praktiken,
Normen und Diskurse in den Fokus, die in den deutschsprachigen Gesellschaften und in
den Kontexten der Studierenden jeweils unterschiedlich ausgehandelt werden.
Studierende arbeiten mit authentischen Materialien, digitalen Medien und vielfdltigen
Textsorten, um Spannungsfelder, Gemeinsamkeiten und Differenzen zu erkennen und
zugleich Macht- und Ungleichheitsverhaltnisse mitzudenken.
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In Truth - Peace: Ukrainian Concept of Just Peace in
Intercultural and Multicultural Communication

Nataliya Popovych
Uzhhorod National University, Ukraine / Technical University of Darmstadt, Germany

The verbalized concept of just peace has become a significant object of interdisciplinary
and multilingual research. In the context of the Russian Federation’s aggressive war
against Ukraine, the concept of just peace acquires particular relevance as an
internationally recognized, value-based foundation for defending Ukraine’s
independence, sovereignty, and territorial integrity, as well as the Ukrainian language,
culture, and identity in national and international information spaces. This study
examines the interrelations between the concept of just peace and -culturally,
historically, literary, and religiously marked concepts that explicitly articulate truth
about Ukrainian identity, cultural uniqueness, and history. It also adopts a comparative
multilingual perspective to assess whether similar conceptual interconnections
between Ukrainian identity-related concepts and just peace can be observed in other
languages. Based on the Sketch Engine corpus platform, the analysis focuses on
quantitative and qualitative parameters, including frequency and collocational patterns,
across different contexts in Ukrainian. The results reveal strong historical, cultural, and
lexico-semantic links between the concept of just peace and key Ukrainian identity-
related concepts nowadays. Comparable multiligual corpus-based analyses, however,
do not reveal similarly structured connections. The study demonstrates that in
Ukrainian, just peace is closely associated with concepts representing Ukrainian
identity, historical memory, cultural continuity, and value orientations, whereas such
connections are largely absent in other languages in contexts related to just peace in
relation to Ukraine. This indicates an asymmetry of conceptual knowledge within the
multilingual information space and highlights the insufficient representation, in non-
Ukrainian-language discourses, of the fundamental link between just peace and truth
about Ukrainian identity. Such disproportionality is caused not only by linguistic and
cultural differences but also by the characteristics of the contemporary information
environment, including the influence of disinformation narratives and the fragmented
representation of true Ukrainian historical, socio-political, and cultural narratives
across centuries.
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Developing Reflective Competence Through Al-Augmented Autoethnographic
Inquiry
in Pre-Service Foreign Language Teacher Education
Nataliia Shevtsova
Sumy State Pedagogical University named after A.S. Makarenko, Ukraine

The aim of the report is to introduce an innovative approach to fostering reflective
thinking of pre-service foreign language teacher, which is based on an Al-Augmented
Autoethnographic Inquiry. We argue, that autoethnography (Anderson, 2006;
Canagarajah, 2012; Hopkins, 2020; Hughes, 2008; Hughes, Pennington, & Makris, 2012)
can offer a deeper and more transformative reflective framework, which, combined with
Al, can provide new opportunities for enhancing reflective processes. We are going to
introduce autoethnographic inquiry as a research method (Méndez, 2013; Kessler,
2023) and show how it can be reinforced within critical autoethnographic narrative
(Yazan, 2019; Stanley, 2020). We also present the results of a single-case pilot study to
illustrate how an Al-augmented autoethnographic inquiry can be used as a reflective
activity that fosters richer emotional and cognitive engagement compared to traditional
reflective activities in pre-service foreign language teacher education. The method is
designed both as a research approach and a pedagogical reflective activity. Pre-service
foreign language teachers act simultaneously as reflective students, autoethnographers,
and narrative authors. In the first phase, participants engage in raw reflection, which
they document in reflective journals or short narrative sketches. In the second phase,
they transform these initial reflections into a first-person autoethnographic narrative,
relating personal experience to broader discourses of language teaching, pedagogy, and
teacher identity. In the third phase, participants interact with Al as a dialogic reflective
partner that supports the linking of individual experiences to relevant theoretical
concepts and provides theoretical scaffolding. In the fourth phase, participants revise
and expand their original narratives, making the connections between experience and
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theory more explicit. The final phase focuses on meta-reflection and evaluation.
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baraToMoOBHICTh 1K KJ/II0Y 0 PO3yMiHHA iHIIMX HALliOHA/IbHUX MEHTaJIiTeTIiB

Jlotiko Onekcandp
XapKiBCbKOT0 HallioHa/JIbHOTrO yHiBepcuTeTy iMeHi B. H. Kapa3sina, Ykpaina

Y cy4dacHuUX AOC/HiIKEeHHAX MOBU Ta MHUCJIEHHA MOLIMPEHUM € MiAxiz, 3a AKUM MOBHI
CTPYKTYPH CYTTEBO BIJINBAIOTh HAa OKPEMI aclleKTH Mi3HaHHA, X04a W He BU3HA4Yal0Th
roro noBHicTi0. Cemnip po3rJis/laB MOBY SIK CUCTEMY KaTeropusatii ocBifgy, ujo popmye
3BUYHI COCOOM BHUOKpEMJIEHHS CYTTEBUX O3HAK mpeAMeTiB i mofik (Sapir, 1921).
Yopd, cBO€w 4Yeprow, TPaKTyBaB JIIHFBICTUYHY BIiJIHOCHICTb fIK NPUHLMI, SKUH
MOSICHIOE pi3HiI Mojesi iHTepnpeTarlii cBiTy, BJacTuBi okpeMuM Kysabtypam (Whorf,
1956). Moganbwi mocaifKeHHSI KOHKpPeTH3yBasM 1ii ifiel: cbOro/lHi BUBYAKOTb He
3araJibHUM «BIJIMB MOBH Ha MUCJIEHHSI», @ CTa0i/IbHI KOTHITUBHI aTepPHHU, MOB’s13aHi 3
areHTHICTIO, IPOCTOPOBUMMU OPIEHTALIAMHU, YACOBOK CTPYKTYPOIO il Ta KaTeropiaMu
BUAy. Lli maTepHU NPOSBASAIOTHCS He JIMIlEe B AaOCTPAaKTHUX MOBHUX KOHCTPYKIiSIX, a K Y
NOBCAK/JEHHUX PillleHHAX, K1 JII0JU IPUKUMAaOTh aBTOMAaTUYHO, CIUPAOYMCh HA 3BUYHI
MOBHi cxeMH. [loka3oBuM MNpuKIagoM € pe3dyabTaTd bepsina i Kesa (1969). Bouu
JLOBeJIY, 1110 X04a 3arajibHi TeHeHIii B I03Ha4yeHHI KOJIbOPiB MOBTOPKIOTHCA B Pi3HUX
MOBaX, CIIOCi6 MOAiNy ClieKTpa Ha KaTeropil CyTTEBO pisHUTHCSA. Yepes 1ie HOCii OKpeMux
MOB LIBUJIIE PO3PI3HAKTH NEBHi BiATIHKY, TOAI 4K iHIII He MOMIYalOTh MiXK HUMU
pi3HMLi: MeXi, 1[0 BCTaHOBJIIOE MOBa, POPMYIOTh creludiuHi «30HW YYyTIUBOCTI» B
KOJIbOPOBOMY cIieKTpi. Taki epekTH NiiTBepAKEH] eKClIepUMEHTaMH, Y IKUX YYaCHUKHU
pi3HUX MOBHUX I'pyll po3ni3HaBa/ly 6JIM3bKi BiTIHKY 3 Pi3HOIO IBUAKICTIO — 3aJI€EKHO
Bi, TOro, 4d mNpoBoJAWJA iXHS MOBAa MeXy MK IUMU KoJjbopaMu. [loaioHi
3aKOHOMIpPHOCTI criocTepiraemo # B iHIKUX cpepax nisHaHH:A. JleBiHcoH (2003) nmoka3sas,
1110 HOCII MOB, Y IKMX IPOCTip OMUCYETHCS Yepe3 abCoM0THI KOOpAUHATH (HanpUKIaj,
«MiBHIY-MiBJ€Hb»), CIPUUMAIOTh NPOCTOPOBI BiJIHOLIEHHS iHaKIle, Hi*k HOCiI MOB i3
Bi/IHOCHMMHU Opi€EHTALisIMU («IiBOpYy4Y-paBOpyY»). Y AesKUX KyJbTypax ILie BIJIMBaE
HaBITb Ha HaBirauiiHi crparerii Ta cnoci6 opieHTanii Ha MicueBocrTi. JItoci (1992) foBiB,
110 kJacudikaTopH, poZioBi Ta BUA0BI KaTeropil BIJIMBAIOTh Ha Te, SIK JIIOJIU TPYNYIOTh
00’€KTH Ta BH3HA4YalOThb areHTa Jii. ¥ I[bOMy KOHTEKCTi 6araTOMOBHICTb iCTOTHO
PO3ILIMPIOE Mi3HaBaJIbHI MOXJIMBOCTI. OnaHyBaHHA HOBOI MOBH BiIKpHUBAa€ JOCTYI [0
aJIibTepHAaTUBHUX CIIOCO0OIB CTPYKTYPYBaHHS NMOJiH, IPOCTOPY Ta COLiaIbHOI B3aEMOJI,
JIO3BOJISIIOUM 6aYWTH U iHTepnpeTyBaTH SBUIIA, SIKi B MeXaxX piZJHOI MOBHOI CUCTEMU
3a/JMIINUIKCSI 6 HemoMiTHUMU. CaMe TOMy BOJIOJiIHHSI KiJIbKOMa MOBaMU CTa€ Ji€BUM
IHCTpyMEHTOM TIJIMOUIOTO pPO3yMiHHS IHIIMX HaALlilOHAJbHUX MEHTaJITeTiB |
KyJIbTYPHUX MOJiesiel y r/106a/1i30BaHOMY CBITi.
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Negotiating Linguistic Identity through Drama Pedagogy:
A Conceptual Framework for Multilingual Education

Anastasiia Ovchinnikova
University of Padua, Italy / University of Innsbruck, Austria

In an increasing diverse educational context, language learning has undergone a shift
from a primary focus on acquiring linguistic competence to constructing and performing
identity through language use. Multilingual learners often navigate between linguistic
and cultural selves, negotiating belonging and voice across different contexts of
communication. This complex process is known as linguistic identity negotiation, where
a language becomes a means of learners’ emotional, sociocultural and ideological
experiences (Benson et al.,, 2013; Hammine & Rudolph, 2025; Yang, 2005). Within this
perspective, drama pedagogy offers a reflective, performative and embodied approach
that supports learners in exploring, expressing and reshaping their linguistic identities
in a safe and dialogic space through activities such as process drama, role-plays and
improvisation (Kao & O’Neill, 1998). The poster presents a conceptual and pedagogical
proposal for using drama-based pedagogy to support linguistic identity negotiation in
multilingual English language education. The framework is developed in relation to a
planned series of drama-based English language workshops for migrant and refugee
learners in Tirol, Austria, in collaboration with Tiroler Soziale Dienste. While empirical
phase of project is scheduled for Winter/Spring 2026, the poster focuses on
pedagogical rationale of drama-based teaching approach as well as its benefits and
challenges for identity work in multilingual context. The project aims to contribute to
broader discussions on intercultural learning in language education, emphasizing how
reflective, creative and socially responsive pedagogical methods can enrich both
language learning and self-perception in today’s pluralistic classrooms.
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dopmyBaHHs ped1eKCUBHOr0 MUC/JI€HHS iHO3€eMHHUX CTYAEHTIB IPU BUBYEHHI
YKpaiHCbKOI MOBHY Ta YKpPaiHO3HABYMX AMCUMILIIH
Bipa bepkoseyb
KuiBcbkuil HallioHa/ibHUM YHiBepcuTeT iMeHi Tapaca llleBuenka, KuiB, Ykpaina /
YuiBepcuteT KomeHcbkoro B BpaTtuciagi, CiioBanbka Pecniy6sika

Y Yacu WBUAKUX 3MiH, IJIMOMHHUX TpaHcpopMalliii, BUCOKOTro piBHA iHpopMaLiiiHOro
IIyMy 0COGJIMBOI Baru HabyBalOTh HABUYKU pep1eKCUBHO20 MUCAEHHS, CIPSIMOBAHOI0
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Ha CaMOYCBiJIOMJIEHHSl, CaMOpPO3BUTOK 3 BHCOKOKI €MOLINHOI CKJI3aJ0BOW, Ta
KpUMU4YHO20 MUC/EHHs, $sIKe TpPU HEWTpaJbHOMY eMoljilHOMYy piBHI dopmMmye
palioHa/IbHY OLiHKY 30BHilIHbOI iHpopMallil. YCBiOMJIEHHS CTYA€HTCbKO MOJIO/II0
BJIACHUX MOMUJIOK 1 30H 3pOCTaHHS, PO3BUTOK €MOL[IMHOTO IHTEJIEKTY CIPUATUMYTh
edeKTUBHOMY HaBYaHHIO Ta yCHIlIHIA iHTerpanii B cydyacHe MYJIbTUKYJbTYpHe
CyCMiJIbCTBO. 31 3pOCTaHHSAM POJIi 1 3HA4YIIOCTi YKPAaiHCbKOI MOBH Yy CBITi SIK eJleMeHTa
JIEKOJIOHI3al[illHOI MOJIITUKH, PO604YOi MOBM MDXKHApPOAHOrO CHiBPOOITHUITBA,
0060B’sI3KOBOT0 MpeAMeTa Ha KadeJpax CJaBiCTUKH, B OCBITHIX 3aKJiaZjaX MOCUJIIOEThCS
HeOoOXiZIHICTb neperJisgly HaB4aJJbHUX MeTOJUK, le Ha OJHE 3 YiJIbHUX MiCl|b BUXOJWUTh
pO3BUTOK pedJieKCUBHOTO MuUcJeHHA [1].JloCliHUKKA aKLeHTYITb YyBary Ha
HeOOXiJHOCTI MpPaKTUK peQJIeKCMBHOTO MMCJEHHS TaKOoX 1 JAJA Nejaroris, L0
COpUATHME MiJBUILEHHIO IXHbOI epeKTUBHOCTI K ¢dacuaiTaTopiB i MoaepaTopiB
HOBITHBOI'0 OCBITHBOTO Ipouecy, npodeciiHOMYy M 0COOMCTICHOMY 3pOCTaHHIO [2].
JloBOAATh NMO3UTHMBHUU BIJIMB pedJieKcil Ha pPO3BUTOK €MOLIMHOro iHTeJeKTy Ta
BOXJIMBICTb  TpbOX  pedsieKCMBHUX  IHCTpyMeHTIB  (BeJleHHs  L0/IeHHUKIB,
pediekcuBHUX nopTdosaio, pedeKCMBHUX 06roBopeHb Ha 3aHATTAX) [3]. [Ipu
BMBYEHHI yKpalHCbKOI MOBM Ta VyKpalHO3HaBYUX [JUCLUIUIIH CTYJEeHTaMH
YuiBepcutety KomeHcbkoro B BpatuciaBi (CsioBay4MHa) BUCOKY NPOAYKTUBHICTb
NOKa3aJu:

e AHasi3 Ai/bHOCTI (8i0kpumms 3aHssmms: TPUPOJHI 6araTcTBa YKpaiHCbKUX
Kapnat; Hatieaxcuutll momenm: 4epryBaHHS TOJIOCHUX i NPUTOJIOCHUX; YOMY
HABYU/IUCL Cb0200HI: pEKJIaMyBaTH yJiI06JIeH] MiClisl BiATOYHUHKY ).

o I[llogeHHUK pedJeKkcii: aHa/li3 BJAaCHUX TUIOBUX BUMOBHHUX, opporpadiiyHux,
rpaMaTU4YHUX IOMUJIOK.

e [lucbmoBi peduJiekcii - ece 3 icTopii Ta JiTepaTypu: 3 KUM i3 BUJATHUX TOCTATEN
KuiBcbkoi Pyci ninwiy 6 cboroasi Ha kaBy? [Ipo mo cnutanu 6 ix? o 3po6uiu 6
iHakule Ha iXHbOMY Miclli i Ik OM Ije MO3HAYMJIOCh Ha NOJaJblliil icTopil
Ykpainu? fkow morsa 6ytu goss llleBueHkoBoi KaTepuHu B cy4yacHOMY
CycnisibCTBi? YU MOXKHa 3p03yMiTH KpaiHy 4yepes ii jliTepaTtypy?

e MeTos mectu KaneswXxiB EnBapaa e boHo, Hamp., npyv BUBYEHHI J006M
YKpalHCbKOr0 KO3alTBa 3 MOIIYKOM (akTiB, eMolil, HebaxkaHUX HaCJiJKiB,
NNO3MUTUBHUX MOMEHTIB, HOBUX i/lel Ta aJIbTEpHATUBHUX LJIAXIB, NiJCYMKaMH.
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TpaHckyabTypHa KomyHikanist Ha 3aHATTAX 3 YKpaiHCbKOi MoBH B [lostieTHiUHI T
I'pyni
OkcaHa TpocmuHcoka & Onena TimapeHko
XapkiBCbKOro HauioHaabHOro yHiBepcutety iMmeHi B.H. Kapasina, Ykpaina

He3Baxaryu Ha CKJIaJlHY BHYTPIlIHIO CUTYyallil0 iHO3eMHi IpOMaAAHU NPOJOBXKYIOTh
obupaTy HaBYyaJIbHI 3akjaAu YKpaiHM JJd 3400yTTSA BULIOI OCBITU BCiX piBHIB.
Po3mypeHHs KOHTUHTEHTY iHO3eML|iB, 110 HaBYalTbCA B yKpalHCbKUX 3BO, BIuiMBae
Ha eTHIYHUU CKJIaJ, CTYAEHTCbKOI ayAuTOopil, 36i/bIIy0YM KiJIbKICTh NpeACTaBHUKIB
pi3HUX HaLiOHAJNBHUX CHIJIBHOT, AKi TOBOPATH Pi3HUMU MOBAMU i € HOCIAMHU Pi3HUX
HallilOHAJIbHUX  KYJbTYyp. Y TMOJieTHIYHIK Trpyni QOpPMYETbCA CBOEPIAHUU
TPAHCKYJIbTYPHUM KOMYHIKaLlIMHUM MNpOCTiIp, fAKUA BHUMArae BiJi Yy4YacHUKIB
KOMYHiKallil HOBUX KOMIIETEHLIil CNiJIKyBaHHs. Po60Ta BUKJIaJlaya B TAKUX I'Pynax Mae
I'PYHTYBATHCA Ha NPUHLMUIIAX MOJIKYJbTYPHOCTI Ta aKTUBHOI NIATPUMKU PO3MaITTH
KyJbTYp, fIKi CTalOTb HEBiJ€MHUM CKJaJHUKOM YHIiBEPCUTETCbKOTO OCBITHBOTO
npoctopy. Meta moc/iKeHHs — NpoaHasli3yBaTh MeTOAHU i cTpaTerii HaBYaHHS, SKi
3abe3ne4y0Th GOpMyBaHHSA TPAHCKYJIbTYPHOI KOMYHiKalii B OJIieTHIYHUX Irpynax Ta
CIPUAITDH MiZiBULIEHHI0O ePEeKTUBHOCTI OCBITHBOrO IpOLeCy, 30KpeMa BUKJ/IAJaHHA
yKpaiHCcbKoi MOBU. [HO3eMHi 3/106yBaui BUI11[0i OCBITH MalOTh Pi3Hi HABUYKU Y BUBYEHHI
MOB, pi3Hi akajeMiyHi cTepeoTuny, chopMoBaHi nonepeaHiM JOCBiJlOM HaBYaHHS,
pi3Hi o4iKyBaHH4 11100 opraHi3alii ocBiTHbOro npoiuecy. EQpeKkTUBHICTh BUKJIaJJaHHS
NiABUILYETbCA ILIJIAXOM CTBOPEHHA Ha 3aHATTAX YMOB, AKi [JO3BOJIAIOTbH KOXHOMY
CTYZLEHTOBI NPUBHECTHU €JIeMEHTHU CBOEI HALiOHAJbHOI KyJbTYpU B HaBYaJIbHY
JIAJIBHICTb, CTBOPIOIOYM THUM CaMMM CHIJIBHAM TpPacKy/JIbTYpHUW HaBYaJIbHUU
npoctip.Cepes; OCHOBHMX CTpaTeridi HaBYaHHSA TpPACKyJbTYpHOI KOMyHiKaLii Ha
3aHATTAX 3 MOBM JOCJAIAHUKU BUOKPEMJIIOIOThb pedJieKCUBHE MUCIEHHA (pO3BUTOK
caMoaHa/idy Ta BMiHb O0’€KTUBHO OI[iHIOBAaTH BJIACHI 3HAaHHS MOBH, 3/aTHICTb
dbopMyBaTH IHAUBIAya/bHY TPAEKTOPII0 HaBYaHHSA), TPAHCJAALII KYJbTYPHUX
0COOJIMBOCTEN (BUKOPUCTAHHA HaA 3aHATTAX XYJAO0XKHIX Ta MUCTELbKUX TBOpIB
NpeJCTaBHUKIB KOXHOI HAILiOHAJIbHOI CIIJIBHOTU CIPUAE PO3YMIHHIO KYJIbTYPHOI
pPi3HOMAHITHOCTI Ta pPO3IIMPIOE 3HAHHSA CTYJEHTIB MNpO 4YJEeHIiB CBOEI Tpymnu),
NPaKTUKOOPIEHTOBAHUM MiAxiA (CTBOpeHHS CUTYyalill peasibHOrO CHiJIKyBaHHSA i3
3aJIy4eHHSIM pOJIbOBHX irop Ta Npe3eHTalil MPOEKTIB, COPAMOBAHUX Ha B3aEMOJII0
Y4aCHUKIB CTYZleHTCbKOI I'PYIIH, L03BOJISE B I04AJIbIIOMY BUKOPUCTOBYBATH OTPUMAaHI
HaBUYKU 3a MexaMu aygutopii). [loefHaHHA MeTOAMKM BUKJ/AJAaHHS yKpalHCbKOI
MOBU AK IHO3€MHOI 3 NPUHLMUIAMU NOJIKYJbTYPHOIO HaBYaHHSA [03BOJIAE€ 3HAYHO
NiIBUIIUTH ePEeKTUBHICTb 3aCBOEHHSI HOBOTO0 MaTepiasly B MOJIIETHIYHUX Ipynax Ta
cpopMyBaTHU KOMIIETEHTHOCTI, HEOOXiAHI A1 ycnilHoi yyacTi iH03eMHUX CTYJeHTIiB Y
TPAHCKYJIbTYPHIA KOMyHiKalil. 3HaHOMCTBO 3 KYJbTYPHUM pPO3MAiTTAM CIPUSE
36arayeHHI0 J0CBily Ta GOpPMYBaHHIO B CTYZEHTIB BifUyTTS NPUHAJIEKHOCTI 0
MDXXHApO/JHOI CIIJIBHOTH.
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Section 5: Reflective multilingual Practices in DaF/DaZ education

Mehrsprachige Podcasts im DaF-Unterricht als Impuls fir
die Reflexion mehrsprachiger Praktiken

Marco Triulzi
Ludwig-Maximilians-Universitat Miinchen, Germany

Im Zuge des Multilingual Turn gewinnen mehrsprachigkeitsorientierte Ansatze in der
Fremdsprachendidaktik zunehmend an Bedeutung. Insbesondere das Konzept des
Pedagogical Translanguaging (Cenoz & Gorter 2021) betont die systematische Nutzung
und Reflexion der gesamten sprachlichen Ressourcen der Lernenden, um kognitive,
affektive und kreative Lernprozesse zu unterstiitzen. In der vorliegenden Studie wird
das Potenzial mehrsprachiger Podcasts untersucht, die bewusste Reflexion des eigenen
sprachlichen Handelns im und aufderhalb des DaF-Unterrichts zu fordern.

Grundlage ist das Projekt PluriPodS, das die Implementierung des italienisch-deutschen
Podcasts Uberall Konfetti an vier italienischen Universititen begleitet. Der Datensatz
umfasst drei Erprobungsphasen (2023-2025) mit 64 Studierenden sowie
leitfadengestiitzte Fokusgruppeninterviews mit DaF-Studierenden (A2-B1; n=8). Die
Auswertung folgt der qualitativen Inhaltsanalyse (Kuckartz & Radiker 2022).
Vorlaufige Ergebnisse belegen, dass die mehrsprachige Gestaltung der Podcasts eine
kognitive Entlastung bietet und die Lernenden zur Reflexion ihrer Sprachpraktiken
anregt. Die Analyse zeigt insbesondere auf den Stufen der Vernetzung mit personlichen
Erfahrungen sowie der vertieften Begriindung und Analyse (Brendel 2017)
Reflexionsprozesse auf: Die Studierenden verkniipfen ihre Sprachhandlungsstrategien
mit den Podcast-Inhalten und erkennen die Natirlichkeit des dynamischen
Sprachwechsels in mehrsprachigen Kontexten. Die mehrsprachige Gestaltung des
Podcasts unterstiitzt laut den Studierenden die Konzentration und fordert eine
differenzierte Wahrnehmung von Bedeutungsnuancen. Zugleich eréffnet das Format
Lernrdaume, in denen sprachliche und kulturelle Grenzen reflexiv ausgehandelt werden
konnen. Dadurch kann Mediationskompetenz (Europarat 2020) gestarkt werden.

Die Ergebnisse zeigen, dass mehrsprachige Podcasts ein innovatives Format fiir
reflexionsorientiertes Lernen darstellen konnen, das im universitaren DaF-Bereich noch
wenig erforschtist. Sie kdnnen als wichtiger Bestandteil mehrsprachigkeitsdidaktischer
Lernangebote fungieren, die kritische Sprachreflexion fordern, und bieten
konzeptionelle sowie praktische Impulse, die sich auch auf andere Sprachkontexte, etwa
Ukrainisch, tibertragen lassen.
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Sprachreflexion im Unterricht durch mehrsprachige Materialien:
Didaktische Potenziale in sprachheterogenen Lerngruppen

Olena Vasylchenko
Universitit Wien, Austria

Im Sprachunterricht erwerben die Schiler*innen nicht nur kommunikative
Kompetenzen, sondern entwickeln auch die Fahigkeit, iiber Sprache nachzudenken.
Sprache wird dabei selbst zum Gegenstand der Analyse. Diese sprachreflexiven
Prozesse fordern die Auseinandersetzung mit sprachlichen Strukturen und Inhalten
sowie mit der eigenen Sprache im Verhdltnis zu anderen. Nach Budde stirken solche
reflexiven Handlungen die sprachliche Handlungsfihigkeit und unterstiitzen den
Erwerb von Zweit- und Fremdsprachen (vgl. Budde 2012). Zudem werden
Zusammenhange zwischen Sprache und sprachlicher bzw. kultureller Umgebung
hergestellt (ibid.). Die aktuelle Forschung stellt heraus, dass die sprachreflexive
Tatigkeit ein verantwortungsvolles sprachliches Handeln unterstiitzt (vgl. Gornik
2010). Ein zentrales Ergebnis sprachreflexiver Prozesse ist die Entwicklung von
Sprachbewusstheit, die aus Sprachaufmerksamkeit und Nachdenken tiber die Sprache
entsteht (vgl. Wildemann & Bien-Miller 2023). Gerade in sprachlich heterogenen
Gruppen wird haufig auf das Konzept der Sprachbewusstheit zuriickgegriffen (vgl.
Busch 2013: 193), das das Interesse an Sprache(n) weckt und metalinguistische
Fahigkeiten vertieft (vgl. Luchtenberg 2010).

Der Einsatz von mehrsprachigen Materialien sensibilisiert fiir Sprachen und gibt einen
Anlass, mit sprachlichen Phanomenen auseinander zu setzen, wodurch ,sprachreflexive
Aktivitaten gefordert, Sprachbewusstheit angeregt und sprachliches Wissen aktiviert
und aufgebaut® werden (Budde 2010: 60).Im geplanten Vortrag wird ein
Didaktisierungsvorschlag fiir den Einsatz des Magazins Trio ,Hallo Osterreich!”
vorgestellt. Trio ist ein Magazin zur Leseférderung, das sowohl in der Volksschule als
auch in den ersten Schuljahren der Sekundarstufe eingesetzt werden kann, und eine
anregende Lektiire in unterschiedlichen Sprachen anbietet: Arabisch, Bosnisch,
Deutsch, Englisch, Kroatisch, Russisch, Serbisch, Tiirkisch, Ukrainisch. Es schafft Anlass,
Unterschiede und Gemeinsamkeiten zwischen den Sprachen gemeinsam mit
Schiiler*innen zu erarbeiten und zu reflektieren, eine neue Sprache zu erkunden sowie
»uber die Zusammenhange zwischen Sprache und Weltanschauung nachzudenken und
tiber das eigene Tun zu reflektieren. All diese reflektierenden Tatigkeiten tragen zur
Entwicklung der Personlichkeit bei“ (Budde 2010: 61).
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Section 6: Ukrainian-language education in multilingual settings

Between Languages and Identities: Developing Reflective Thinking
through the Comparative Analysis of Cultural Codes in Texts

Yaroslava Kisilevych
Taras Shevchenko National University of Kyiv, Ukraine

Upper secondary classrooms today are increasingly becoming spaces where students
not only learn languages but also reflect on their own identities in a multicultural world.
The educational mini-project “Between Languages and Identities” is an ongoing project
designed for 10th-grade students and aims to foster reflective thinking through the
comparative exploration of cultural codes in Ukrainian and English texts. The project is
implemented as part of language and literature education and focuses on helping
learners recognise how language reflects cultural values, shapes worldviews, and
supports awareness of one’s own perspective. Working with texts of various genres,
including essays, opinion pieces, poems, and media articles, encourages students to
notice how different linguistic communities construct the notions of “self” and “other”
and how these constructions influence interpretation and judgement. The project is
structured around four interconnected stages: reading and comparing Ukrainian and
English texts; guided group discussions focused on linguistic choices, cultural
references, and implicit meanings; reflective journals in which students articulate
personal insights, questions, and moments of reconsideration; and a final creative task
involving the production of a short bilingual story or essay on cultural identity.
Throughout the project, reflective thinking is approached as a metacognitive process
that enables learners to analyse meanings, question assumptions, and consciously relate
linguistic form to cultural content.Particular attention is paid to creating a safe dialogic
classroom environment in which diverse interpretations are welcomed and negotiated,
allowing reflection to emerge through interaction rather than prescriptive evaluation.
The ongoing implementation of the module is accompanied by qualitative methods,
including classroom observations and semi-structured interviews with students, aimed
at capturing learners’ perceptions of reflective dialogue and identity-focused tasks. In
the longer term, the project envisages the use of student questionnaires to complement
qualitative insights with quantitative data.

By combining cross-linguistic analysis with guided reflection, the project supports
students’ awareness of language as a social and cultural phenomenon, fosters empathy,
and strengthens critical engagement with texts. The presentation will outline the
pedagogical rationale of the project, share examples of classroom activities, and discuss
strategies for supporting reflective dialogue about identity in multilingual learning
environments.
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Heritage Language Maintenance and Reflective Multilingual Education:
Ukrainian Migrants and Digital Language Practices in Germany

Anastasiia Kuznietsova
Humboldt-Universitat zu Berlin, Germany

The 2022 escalation of the war in Ukraine triggered a new wave of migration to Western
Europe, particularly Germany, creating dynamic Ukrainian-speaking communities
navigating multilingual, intercultural, and digital spaces. This paper examines how
family language practices and identities evolve in the context of forced migration, with
a particular focus on Ukrainian families’ perspectives and educational decision-making
related to heritage language maintenance. Against the backdrop of empirical evidence
pointing to limited institutional availability of heritage language provision, particularly
at key educational transition points (Lengyel, 2017), the study situates Ukrainian
families’ language practices within broader structural and educational conditions in
Germany. Building on scholarship on language, identity, and migration that
conceptualises linguistic practices as dynamic, transnational, and shaped by mobility
(Borlongan, 2023), as well as on research into heritage language education and
maintenance (Lengyel, 2017; Olfert, 2019; Woerfel, 2020), this paper explores how
Ukrainian families navigate school-based, extracurricular, and digital language learning
opportunities. Particular attention is paid to digital communication environments —
such as social media and online cultural platforms — as informal yet influential arenas
that support heritage language practices, reflective multilingual development, and
ongoing processes of identity negotiation. The paper also draws on empirical insights
from the author’s professional experience as an examiner for the Feststellungspriifung
in German Gymnasien, where Ukrainian refugee students demonstrate heritage
language competence. These observations underscore the pedagogical potential of
connecting formal educational contexts with informal, digitally mediated family
practices. Anchored in frameworks of reflective thinking and critical multilingual
awareness (Synekop, 2023), the paper argues that digitally mediated language practices
can serve as a catalyst for developing intercultural sensitivity, critical reflection, and
self-awareness in multilingual learners while compensating for gaps in institutional
heritage language provision. The study concludes by outlining directions for future
research on heritage language education and reflective pedagogy.

References

Borlongan, A. M. (2023). Migration linguistics: A synopsis. AILA Review, 36(2).

Lengyel, D., & Neumann, U. (2017). Herkunftssprachlicher Unterricht in Hamburg. Eine
Studie zur Bedeutung des herkunftssprachlichen Unterrichts aus Elternsicht (HSUBE). Die
Deutsche Schule, 109(3), 273-282.

38


https://doi.org/10.26803/ijlter.22.5.33

Olfert, H. (2019). Spracherhalt und Sprachverlust bei Jugendlichen. Eine Analyse
begiinstigender und hemmender Faktoren fiir Spracherhalt im Kontext von Migration
(Language Development, 40). Tibingen: Narr.

Synekop, T. J. N., Schroeder, C., & Lengyel, D. (2023). Critical multilingual language
awareness: The role of teachers as language activists and knowledge generators.
Language Awareness.

Woerfel, T. J. N., & Schroeder, C. (2020). Herkunftssprachlicher Unterricht. In I. Gogolin, A.
Hansen, P. Leseman, S. McMonagle, & D. Rauch (Eds.), Handbuch Mehrsprachigkeit und
Bildung. Berlin: Springer.

Section 7: Mediation and exchange in transcultural learning

Mediation im Fokus transkulturellen Lernens.
Slowakische und osterreichische Translationsstudierende im Austausch

Eva Seidl, Agnes Grond & Olga Wrede
Universitat Graz, Austria / Philosoph Konstantin-Universitat Nitra, Slovakia

In diesem Beitrag betrachten wir die Forderung transkulturellen Lernens und kritischen
Denkens aus der Perspektive der Mediation. Dem Begleitband zum Gemeinsamen
europdischen Referenzrahmen fiir Sprachen, kurz GeR, (Europarat, 2020) liegt ein
erweiterter Mediationsbegriff zugrunde, der einen umfassenden padagogischen Ansatz
verfolgt, indem sprachliche, pragmatische und plurikulturelle Kompetenzen mit
emotionalen und psychosozialen Aspekten von Kommunikation vereint werden.
Beispielsweise wird Empathie und der Fahigkeit zu einem Perspektivwechsel im
Vergleich zur Erstausgabe des GeR im Jahr 2001 grofdere Bedeutung zugeschrieben. Als
zentrale Mediationsaktivitiaten nennt der aktualisierte GeR (2020) unter anderem die
Forderung eines plurikulturellen Raums sowie die Forderung von Gesprachen tliber
Konzepte und Ideen. Beides sind Kompetenzen, die im Rahmen einer
Translationsausbildung zur professionellen Tatigkeit als akademisch gebildete
Ubersetzer:innen und Dolmetscher:innern im Vordergrund stehen (Wrede 2015). Steht
im Sprachlehrberuf Sprach- und Kulturvermittlung im Zentrum, so geht es im
Translationsberuf um Sprach- und Kulturmittlung (Schmidhofer 2024). Folglich ist es
von grundlegender Bedeutung, dass Mediationsaktivitaten und -strategien auch aus der
Sicht der Translationsdidaktik sowie der translationsorientierten Sprachlehre
empirisch und konzeptionell erforscht werden (Seidl 2024).

Das in diesem Beitrag prasentierte Austauschprojekt zwischen Bachelor- und
Masterstudierenden der Translationswissenschaft aus Osterreich und der Slowakei
verfolgt das Ziel, die Studierendenperspektive auf Mediation zu erforschen und dabei
Mehrsprachigkeit, transkulturelles Lernen und kritisches Denken zu fordern.

References

Europarat (2020): Gemeinsamer europaischer Referenzrahmen fir Sprachen: lernen, lehren,
beurteilen. Begleitband. Stuttgar: Klett.

Schmidhofer, A. (2024): Sprach- und Sprachmittlungskompetenz in Translationswissenschaft
und Sprachdidaktik. Lublin Studies in Modern Languages and Literature 48(4), 111-121.

Seidl, E. (2024): Mediation in der translationsorientierten Sprachlehre. ILT — Interconnected
Learning and Teaching. International Journal for Foreign Languages 1, 39-51.

39



Wrede, O. (2015): Bewusster Umgang mit dem Fremden und dem Eigenen in der Ubersetzer-
und Dolmetscherausbildung. In: Grozeva-Mikova, M. (ed.): Scientia est potentia: jubileen
sbornik po slucaj 65-ta godiSnina na doc. d-r Neli Radanova. Sofia: New Bulgarian
University, 128-141.

Best practice example: academic orientation for refugee students

Elisabeth Reiser-Bello Zago & Carmen Delgado Luchner
University of Fribourg, Switzerland

In 2021, the University of Fribourg started to develop support measures for refugees
and asylum seekers wishing to continue or start studying in Switzerland. Over time, this
initiative evolved into a full-fledged preparation year dubbed. The war in Ukraine gave
the project, that was initially designed around the needs of refugee populations
established in Switzerland before 2021, a new orientation.

Since September 2022, participants from Ukraine have been a majority in every cohort,
alongside peers from Afghanistan, Ethiopia, Syria and Tiirkiye. The preparation year is
thus a dual locus of socialisation for these students: on the one hand, it is aimed towards
facilitating their orientation and integration into the local university context, on the
other hand, they are part of a small yet highly diverse group (culturally, linguistically,
but also in terms of age, family situation, duration of stay in Switzerland, legal status,
etc.) and have to build trust in order to learn together.

Until 2024, participants of the preparation year shared all their language classes with
the regular students of the University of Fribourg. This inclusive approach has clear
benefits for a programme aiming to facilitate integration into the regular student body,
but it also presents challenges, which have led other institutions to opt for separate
classes (see for instance Racine et al. 2024). In order to address these challenges without
compromising on the benefits, we added a “transversal module” to the preparation year
in 2025. The objective of this module is dual: it provides a space to consolidate language
skills in a way that is targeted to the needs of preparation year participants, but it also
aims to promote reflective thinking and open discussions about the experiences -
positive and negative - that participants face in our institution and enable them to gain
knowledge, self-assurance and autonomy.

In this contribution, we aim to show what shortcomings in the preparation year the
transversal module has allowed us to address, and what questions remain unsolved
regarding access to our university for refugees and asylum seekers from Ukraine and
other countries.
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De-naturalizing Language Use in Migration and Diversity Research:
A Critical Multilingual and Non-Language-Centered Approach

Tetiana Havlin
Brandenburg University of Technology Cottbus-Senftenberg, Germany

Language is a multi-purposeful research medium, yet a non-neutral one. Its use reveals
a person’s class, cultural, regional, and educational backgrounds. It raises questions such
as whether one employs a vernacular or standard language, speaks with an accent,
exhibits traces of dialect, regiolect, or ethnolect, falls into the contested categories of
native or foreign speakers. Migration and diversity studies must be sensitive to these
distinctions, which shape their ontologies and epistemologies. This awareness of
nuanced language use belongs to the process of de-naturalizing language as an objective,
timeless system (Ricceur 1971). Not to overlook the link between a standard language
and a nation-state. Language formalization had been strongly intertwined with nation-
building processes during the 19th century and onwards (Bourdieu 2003). Standard
languages such as, English, Russian or German - the linguistic repertoire I draw upon in
my empirical research - can hardly be detached from sociopolitical and socioeconomic
developments of their respective countries.

In my contribution, [ focus on de-naturalizing language within migration and diversity
studies, particularly in the context of conducting empirical research in multilingual
settings, where language hierarchies influence positionalities of both researchers and
participants. I explore the critical awareness of language hierarchies in knowledge
production, the mitigation of language dominance through visual analysis, and the
acknowledgement of multilingualism’s variability as potential ways to de-naturalize
languages. This process parallels earlier efforts to de-naturalize ethnicity or national
(Amelina and Faist 2012; Wimmer 2007). In doing so, I will elaborate on
translanguaging methodology (Martin-Jones et al. 2012; Donley 2022; Havlin 2022) as
a possibility for a critical multilingual approach. Although translanguaging alings with
comparable conceptual ideas such as language interference (Weinreich [1953] 1979)
and code-switching (Dirim and Auer 2004; Auer 2003), its primary focus is on
languaging, that is, viewing language as a a process rather than a fixed code (Turner and
Lin 2020, p. 428). This approach transgresses “the boundaries between languages”
(Pérez Fernandez 2024, p. 13) while emphasizing the dynamic nature of multilingual
linguistic practices.
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Section 8: Reflective digital and pedagogical innovation

Enhancing Al-Assisted Writing Development Through Reflective Thinking:
Piloting an Open Educational Resource from the Erasmus+ Project AI Write

Katharina Isser
University of Innsbruck, Austria

The widespread availability of artificial intelligence (AI) tools has been seen not only as
a challenge but also an opportunity for foreign language education. One promising
application is automated written corrective feedback (AWCF) from Al tools, offering
learners low-barrier access to writing support. However, concerns have been raised
over the accuracy of the tools’ output (e.g., Shi & Aryadoust, 2024) and the fact that
learners may misuse Al in a number of ways, including over-reliance, blind acceptance,
or misinterpretation of Al output (e.g.,, Chanpradit, 2025; Zhai et al., 2024). This poses
the question of how to optimize the benefits of Al for learners’ writing development
while avoiding dependence on Al support and encouraging critical thinking and Al
literacy. Building on previous research by Liu et al. (2023), who showed the benefits of
a reflective thinking approach for Al-supported writing development, we piloted an
open educational resource (OER) in the form of a lesson plan that encourages learners
to reflect on feedback given by a popular generative Al tool in response to an uploaded
text. The OER was developed and tested as part of AI Write, an Erasmus+-funded project
aiming to leverage Al tools to support the learning and teaching of academic writing in
English. University-level EFL students in Austria, including future EFL teachers, were
invited to think critically about the Al tool’s feedback and to articulate key takeaways
for their own writing and usage of Al tools in a written reflection. The presentation will
offer insights into preliminary results of the piloting process, including data from a
student survey which will be used to refine the OER before it is made openly accessible
for educators.
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Global Englishes and the Ukrainian Context:
Challenges, Standards, and Teaching Strategies

Valentina Guseva
Karlsruhe University of Education, Germany

This presentation explores the multifaceted nature of English as a global language
through the lenses of World Englishes and English as a Lingua Franca. | examine how
linguistic and cultural diversity shape the ways English is used around the world and
how these influences create both opportunities and challenges for cross-cultural
communication. A central part of the presentation focuses on examples of linguistic
interference from German, Turkish and Ukrainian, illustrating how local languages
norms affect English use in everyday contexts. Reflecting on these examples, I highlight
how many forms traditionally labelled as “mistakes” actually represent natural patterns
of multilingual development, shaped by learners’ linguistic backgrounds. This reflection
encourages a shift in perspective—viewing interference not as a deficiency, but as
evidence of emerging, context-sensitive varieties of English. The presentation also
engages with the ongoing debate about the role of Standard English in a globalized
world. While Standard English retains practical value for mutual intelligibility, it can
also be viewed as a colonial instrument that prioritizes certain norms and
delegitimizes others. To counterbalance these colonial legacies and promote a more
inclusive understanding of English, I argue for the implementation of Global Englishes-
oriented courses in pre-service and in-service teacher education. Such courses can help
educators critically reflect on linguistic diversity, challenge traditional hierarchies, and
better prepare learners for real-world communication across varied Englishes. The
presentation concludes with practical insights and suggestions for teachers on how
to navigate the realities of Global Englishes in classroom practice and support students
in developing confident, flexible, and culturally aware English communication skills.

References

Kachru, B. B., & Nelson, C. L. (2006). World Englishes. In A. Davies & C. Elder (Eds.), The
handbook of applied linguistics (pp. 1057-1070). Blackwell Publishing; 2. Mohammad A.
Al-Mutairi. (2020). Kachru’s Three Concentric Circles Model of

English Language: An Overview of Criticism & the Place of Kuwait in it. English Language
Teaching; Vol. 13, No. 1; 2020 ISSN 1916-4742 E-ISSN 1916-4750 Published by Canadian
Center of Science and Education;

Crystal, D. (2003). English as a global language (2nd ed.). Cambridge University Press; 4.
Devrim, D., & Bayyurt, Y. (2010). Students’ understandings and preferences of the
role and place of “culture” in English language teaching: A focus in an EFL context.

TESOL International Journal, 2, 4-23. https://tesol-international-journal.com/wp
content/uploads/2013/11/A2V2_TESOL.pdf;

Jenkins, J. (1998). Which pronunciation norms and models for English as an international
language? ELT Journal, 52(2), 119-126. https://doi.org/10.1093/elt/52.2.119.

44



Mehrsprachigkeit als Ressource und Reflexionsraum im
Fremdsprachenunterricht: Empirische Einblicke aus Litauen

Diana Babusyté
Universitat Vilnius, Lithuania

Individuelle Mehrsprachigkeit wird in der aktuellen Sprachlernforschung als zentrale
Ressource fiir den Erwerb weiterer Sprachen betrachtet. Sie ermdglicht Lernenden, auf
vorhandene sprachliche Kenntnisse und Strategien zuriickzugreifen und diese bewusst
in neue Lernprozesse einzubringen (Council of Europe 2020, Dietrich-Grappin &
Hufeisen 2023, Hofer & Jessner 2022). Der vorliegende Vortrag befasst sich mit der
Frage, wie Studierende ihr mehrsprachiges Repertoire reflektieren und als
Unterstitzung beim Erlernen zusatzlicher Fremdsprachen wahrnehmen. Die Studie
basiert auf einer Befragung von 149 Studierenden zweier litauischer Universitaten, die
im Rahmen universitarer Wahlkurse Deutsch oder Franzosisch lernen. Auf Grundlage
eines Fragebogens wurden Einstellungen, Lernmotive sowie subjektive
Wahrnehmungen zu Vorteilen, Herausforderungen und mdglichen Interferenzen
zwischen den Sprachen erhoben. Ziel war es, aufzuzeigen, in welchem Mafde Lernende
frihere Sprachlernerfahrungen bewusst nutzen und welche Reflexionsprozesse dabei
entstehen. Die Ergebnisse zeigen, dass viele Studierende Mehrsprachigkeit als kognitive
Ressource erleben. Durch den Vergleich sprachlicher Strukturen entwickeln sie ein
vertieftes Verstandnis fiir Gemeinsamkeiten und Unterschiede zwischen Sprachen.
Gleichzeitig regen wahrgenommene Interferenzen ein kritischeres Nachdenken tiber
Sprache und individuelle Lernstrategien an. Die Studie leistet somit einen Beitrag zum
Verstandnis reflexiver Lernprozesse im Fremdsprachenunterricht und pladiert fiir eine
starkere Berticksichtigung mehrsprachiger Ansitze in der Fremdsprachendidaktik.
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