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Section 1: Practice-based multilingual education

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

Svitlana Romaniuk & Magdalena Olpiriska-Szkietko
University of Warsaw

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

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 & Schroter, 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

4



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®“.
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sprachlicher Bildung. In M. Becker-Mrotzek, I. Gogolin, H.-J. Roth, & P. Stanat
(Hrsg.), Grundlagen der sprachlichen Bildung (S: 139-153). Waxmann.

3. 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.

The European Language Portfolio as a Reflective Tool for Supporting Early
Multilingual Development: Insights from Ukrainian Refugee Children

Shevchuk-Kliuzheva,
Borys Grinchenko Kyiv Metropolitan University, Ukraine

This paper examines the European Language Portfolio (ELP) as a reflective,
diagnostic, and pedagogical tool for early multilingual development among young
Ukrainian refugee children. The study draws on a six-month implementation of a
Ukrainian-language adaptation of the ELP with 23 first-grade pupils (mean age 6.3) at
the Ukrainian School in Warsaw in 2022-2023, in a context of wartime displacement.
It asks how the ELP can capture children’s emerging communicative competence and
plurilingual identities across Ukrainian, Russian, Polish, and English.

Grounded in the Common European Framework of Reference for Languages (CEFR),
the portfolio integrates language passport, biography, and dossier into an age-
appropriate visual format (drawings, icons, colour codes, and short “language
stories”). The analysis focuses on three key constructs: (1) early communicative
competence, understood as children’s ability to mobilise different languages across
home, school, and peer domains; (2) plurilingual identity in displacement, reflected in
how children position their languages in terms of belonging, continuity, and safety; and
(3) linguistic silencing, visible in gaps between declared languages in the portfolio and
those used in everyday interaction.

Data include children’s portfolios and participant observation of classroom and
breaktime interaction. Findings reveal a marked discrepancy between the almost
complete absence of Russian in children’s language biographies and its frequent use
in informal peer communication, alongside a strong emotional privileging of Ukrainian
as a “language of safety” and a generally positive orientation towards Polish as a
language of adaptation. These patterns indicate early internalisation of changing
language ideologies during war and ongoing reconfiguration of children’s plurilingual
repertoires.



The paper also reflects on critical aspects, including the limits of a small, context-
specific sample and the ethical challenges of researching war-affected children. It
argues that, despite these constraints, the ELP offers a powerful best-practice model
for combining reflective pedagogy with fine-grained sociolinguistic insight in
multilingual, migration-affected classrooms.

References

1. Busch, B. (2017). Expanding the notion of language biography. Applied Linguistics.

2. Council of Europe. (2020). Common European Framework of Reference for
Languages: Companion Volume.

3. Garcia, O., & Li Wei. (2014). Translanguaging: Language, Bilingualism and
Education. Palgrave Macmillan.

4. Little, D. (2006). The Common European Framework of Reference for Languages:
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From Communication to Reflection: The Role of Critical Thinking in
Multilingual and Intercultural Integration Contexts

Mykola Saltanov
Kharkiv, Ukraine

This paper investigates the interconnection between critical thinking and foreign
language acquisition within multilingual and intercultural integration settings. Building
on the my experience as a university lecturer in logic and rhetoric and as a researcher
in philosophy of recognition and multiculturalism, the study explores how reflective
reasoning and argumentation skills influence linguistic and sociocultural adaptation
among migrants and refugees (on the example of Ukrainian refugees). In
contemporary integration courses, particularly those designed for Ukrainian war
refugees in Austria, language learning often extends beyond grammatical competence
toward reflective engagement with meaning, identity, and cultural difference. My
starting point is critical thinking—understood as the ability to evaluate, justify, and self-
correct one’s judgments—plays a decisive role in transforming communicative
competence into intercultural understanding. Through qualitative analysis of
classroom reflection tasks, discourse samples, and teacher observations, my research
proposal demonstrates how metacognitive awareness supports both linguistic
progress and personal empowerment. It also discusses pedagogical strategies
derived from rhetoric and logic that help learners question stereotypes, assess
sources, and articulate informed perspectives in intercultural dialogues. Ultimately, the
contribution proposes a model of "reflective multilingualism,” where language
instruction functions as a platform for developing critical autonomy and intercultural
sensitivity. While communication-based approaches dominate multilingual education,
the reflective and critical dimension of thinking remains underdeveloped in integration
contexts. This study addresses the problem of how critical thinking can be
systematically fostered through language learning to enhance migrants’ and refugees’
ability to navigate intercultural situations, interpret meanings beyond stereotypes, and
participate in social recognition processes.



Section 2: School-based multilingualism research

Linguistic Living Spaces: An arts-based tool to foster reflective, intercultural
and transcultural learning in language education

Carola Koblitz
University of Vienna

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:

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

Identity 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.
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.

References

1. Busch, B. (2020). Discourse, emotions, and embodiment. In A. De Fina & A.
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349). Cambridge: Cambridge University Press.
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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

1. Ishihara, N., & Cohen, A. (2010). Teaching and learning pragmatics. Pearson.
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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
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 must identify 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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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
guestions 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 (Ricoeur 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 | 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. | 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, | 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 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. Allgauer-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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Transcultural Multilingual Project-Based Learning through the Arts: Fostering
Global Competence and Resilience

Nataliia Lazebna
Julius-Maximilians-Universitat Wirzburg

Transcultural Multilingual Project-Based Learning (TMPBL), implemented in the hybrid
course “Transcultural Project-Based Learning: Multilingualism through the Arts” at the
TEFL Chair of Julius-Maximilians-Universitat Wirzburg, represents an innovative
pedagogical framework that promotes multilingual development while cultivating
profound intercultural awareness of future foreign language teachers. By integrating
artistic practices, collaborative inquiry, and real-world problem-solving, TMPBL
empowers learners to navigate diverse cultural contexts, engage creatively with
multiple languages, and build the global competencies and resilience required in an
increasingly dynamic global landscape. This framework emphasizes collaborative
group work and creative digital projects, often featuring hybrid international
collaborations between students from diverse sociocultural and linguistic
backgrounds, notably between German and Ukrainian pre-service foreign language
teachers (Lazebna & Lut, 2025). The methodology leverages various art forms,
including visual arts, music, drama, performance, and digital media, as the primary
vehicle for both language acquisition and the critical interpretation of complex global
concepts (Moldere & Ceulemans, 2018; Nanni & Pusey, 2020). TMPBL projects tackle
pressing contemporary challenges by integrating them with multilingual activities,
utilizing languages such as English, German, Ukrainian, and in some cases,
depending on the linguistic competencies of students, Chinese, Korean, French, and
Romanian. Exemplary projects address critical societal themes: "Art Meets Society"
examines how creative expression serves as a tool for resistance and resilience during
social turmoil and times of crisis, focusing on Ukraine and India; "Everyday Feminism"
challenges gender stereotypes through personal reflection and artistic critique; and
"Waste to Words" promotes ecological awareness and global citizenship by examining
how diverse societies conceptualize and communicate issues related to waste, with a
particular emphasis on the fashion industry’s role in the narratives. Furthermore,
projects like "The Language of Feelings" delve into the subtle cultural nuances that
shape how emotions are expressed and interpreted across linguistic systems. The
curriculum features highly engaging, learner-centered activities, such as creating
multilingual word walls, implementing thinking routine practices (Harvard Project
Zero), engaging in art interpretation drama, performing storytelling across languages,
and conducting reflective journaling. These activities cultivate critical thinking,
linguistic development, and intercultural awareness. TMPBL aims to empower future
educators to integrate creative, socially responsive content into their classrooms. It
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offers a holistic learning environment that promotes emotional resilience and dialogue,
acting as a vital space for reflection and healing, especially for students affected by
conflict or displacement.
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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

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
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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 Geschichtsvermittiung im DaZ-Unterricht am Beispiel eines
Angebots im Haus der Geschichte Osterreich

Lisa Horak
Universitat Wien, Austria

,Was ist Osterreich fir 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 erdffnet das Angebot einen Diskussionsraum, in dem Teilnehmende
historische Inhalte, Konstruktionen von Zugehdrigkeiten und gesellschaftliche
Aushandlungsprozesse rund um die Vergangenheit artikulieren, bewerten,
reflektieren und infrage stellen kdnnen.

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 fur DaZ-Lernende mit sich bringt (vgl. Schweiger et al. 2015).
Zwischen April 2024 und Dezember 2025 wird hierzu — auf Grundlage einer
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vorangegangenen qualitativen Untersuchung (vgl. Horak 2022) - eine
Fragebogenstudie durchgefiihrt, die von Workshop Teilnehmenden ausgefullt 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 fur Deutschlernende in der
mehrsprachigen Migrationsgesellschaft zu erméglichen.

Im geplanten Vortrag sollen die didaktische und theoretische Konzeption des
Workshops, empirische Ergebnisse der Fragebogenstudie sowie daraus ableitbare
Implikationen fir den Sprachunterricht vorgestellt werden. Diskutiert wird, wie die
Verbindung von sprachlichem und kulturreflexiv-historischem Lernen neue
Perspektiven auf die Forderung von reflexivem Denken und kultureller Teilhabe
insbesondere im Kontext von Mehrsprachigkeit und Migration eréffnen kann. Dartiber
hinaus wird erortert, 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
Schiler*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 Schuler*innen aus der Ukraine — erdffnet neue Perspektiven
fur die Forderung des kritischen Denkens sowie bildungs- und schriftsprachlicher
Kompetenzen im mehrsprachigen Kontext. Kritisches Denken und Argumentieren sind
eng miteinander verknipft (Kruse 2024), da das argumentierende Schreiben die
Féahigkeit zur Reflexion, Perspektiventibernahme und Bewertung von Standpunkten
erfordert.
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Fur mehrsprachige Lernende stellt sich die Frage, wie mitgebrachte Kompetenzen in
diesem Bereich als Ressourcen genutzt werden konnen. Wahrend
Integrationsmalnahmen haufig auf den raschen Erwerb des Deutschen fokussieren,
bleiben universelle, spracheniubergreifende 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 fuhren, dass die Qualitdt argumentativer Texte geringer
ausfallt als in der Erstsprache (L1).

Vor diesem Hintergrund soll untersucht werden, wie neu zugewanderten
Schuler*innen aus der Ukraine der Auf- und Ausbau argumentativer
Schreibkompetenz im Deutschen gelingt — unter Berucksichtigung mitgebrachter
Ressourcen (L1-Schreibkompetenz) und erworbener Deutschkenntnisse. Um
Einblicke in die Wechselwirkungen der argumentative Schreibkompetenz in L1 und L2
ukrainischer Schuiler*innen zu gewinnen, werden ihre L1-ukrainischen und L2-
deutschen Texte anhand bestimmter, konzeptionell universeller Merkmale der
Schreibkompetenz analysiert. Ziel ist es, einerseits Erkenntnisse Uber 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) abhangt und die daher in der L2 einer gezielteren
Forderung bedurfen.

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

Kognaten als Ressource fiur reflexives Denken und interkulturelles Lernen im
Fremdsprachenunterricht

Nataliia Oberste-Berghaus
Universitat Osnabrick, 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 prifen. Interkulturelles Lernen bezieht
sich auf das Erkennen sprachlich-kultureller Bedeutungsverschiebungen und ihrer
historischen bzw. kontaktlinguistischen Hintergrinde. 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, ausgewahlte deutsch—ukrainische Lexeme zu Ubersetzen.
Die Analyse ihrer Erstreaktionen zeigte deutlich, welche Kognaten intuitiv erschlossen
werden und bei welchen semantischen Verschiebungen oder formale Nahe zu
Fehlinterpretationen fihrten. Diese Beobachtungen bilden die Grundlage der im
Beitrag dargestellten Fallstudien. Beispiele wie Magazin — maza3suH (,Zeitschrift” vs.
.,ceschaft’), Paket -  nakem (,Postsendung“  vs. .Plastiktute®), Mist  —
micm (,Dung/Unsinn“ vs. ,Bricke®), Kamera - kamepa (,Fotoapparat® vs.
,Raum/Zelle”) oder Lid — nid (,Augenlid“ vs. ,Eis“) veranschaulichen, wie formale
Nahe zu vorschnellen Bedeutungsiubertragungen verleitet. Erganzend zeigen echte
Kognaten wie Dach — dax, Diamant — diamarm und Ziffer — yugppa, sowie semantisch
nur teilweise transparente Paare wie Loffel — noxka 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 fir 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.qg.
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 forforeign language educators to foster critical cultural
understanding in today’s plurilingual and pluricultural classrooms — a peacekeeping
approach at its core.

References

1. Binder, N. (2018). Promoting and assessing students' intercultural competence
development: The role of self-reflection, peer-learning, and multi-method
assessment [Dissertation, Bremen]. media.suub.uni-bremen.de.
https://media.suub.uni-bremen.de/handle/elib/1570

2. Han, S., & Makel4, I. E. (2020). Cultural neuroscience basis of intercultural training
and education. In D. Landis & P. S. D. Bhawuk (Eds.), The Cambridge handbook
of intercultural training (4th ed., pp. 601-616). Cambridge University Press.

3. Hofstede, G., Hofstede, G. J., & Minkov, M. (2010). Cultures and organizations:
Software of the mind (3rd ed.). McGraw-Hill.

4. Kuckartz, U., & Radiker, S. (2022). Qualitative Inhaltsanalyse: Methoden, Praxis,
Comput erunterstitzung (5th ed.). Grundlagentexte Methoden. Beltz Juventa.

5. Nardon, L. (2017). Working in a multicultural world: A guide to developing
intercultural com petence. University of Toronto Press.

20



The Role of Reflective Thinking in Teaching Ukrainian as a Foreign Language
in Germany: Practical Experience

Liubov Zavalska & Natalila Kondratenko
Odesa Mechnikov National University, Ukraine/University of Tlbingen,
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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LMS MOODLE: Ak UudpoBa PechnekcnBHa TexHonoris MapTHepcbKoi
B3aemogpii «Buknapay-CtyaeHT» Y MoBHin OcBiTi

'epmaH Bikmopis & lNpokoneHko Mapis
CyMCbKOro gepxaBHOro neaaroriyHoro YHiBepcuteTy iMeHi
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A. C. MakapeHka, YkpaiHa

MeTa pgonosigi: npegcTaBUTU OOCBIL YCMILWHOT NPaKTUKA PO3BUTKY peddrieKCUBHOIO
MUCNEHHS Yyepes 3aCToCcyBaHHSA UMGPOBOT TEXHOMONIT HaBYaneHOI B3aeMogil, nig yac
SKOI BUKNagay, BUCTynaw4dm acunitaTopomM i napTHEPOM, BUKOPUCTOBYE aHaniTuky
LMS MOODLE pns dpopmMyBaHHSA i NIATPUMKN pedNekCUBHUX YMiHb, CaMOorisHaHHSA
CTYOEHTIB, CTUMYJIIOE CaMOOUiHKYy Ta dopMye 3daTHICTb [0 nNpodecinHol
camopednekcil.

Y cyyacHin MOBHIN OCBITi, 30Kpema B NiAroToBLUi 34aTHUX A0 ePEeKTUBHOIO aHaniay,
NPOrHO3yBaHHS Ta MPOEKTYBaHHS ManbyTHLOI neaaroriyHol AisinbHOCTI dhaxiBLiB,
ocobnmnBoro 3HayeHHss HabyBae poO3BUTOK pecdbrniekcmBHoro mmcreHHs (Bechtel &
Rudolph, 2022; Schadlich, 2019), wo nigsuuye MMOBIPHICTb iIHHOBALNHUX pPilLeHb
(Dwyer &Walsh, 2019; Quinn T1a iH.,, 2020), po3pobneHHa W YNpoBaKEHHSA
BiANoBigHMX TM neaaroriyHnux TeXHOMNOrin.

3acToCoByEMO KOHUEMUito negaroriyHol  pedpniekcii 9K TeopeTudHe NiarpyHTs
pednekCMBHOro MMCNEHHS. ABTOPCbKUM Niaxia A0 po3yMiHHS negaroriyHol pedonekcit
BMBYOOBYEMO Ha iHTerpauil pisHUX Tpaguuin, ane Knio4oBMMU BU3HAYAEMO CUCTEMHO-
cTpyktypHunn  (Grant, 1984; Van Manen, 1977) i KOMYyHiKaTUBHWUNI nigxoau.
AKTyanbHUMKN pednekCUBHUMU TEXHONOTIAMU (Pi3HOBUA OCBITHIX TEXHOMOrIN, LWO
iHiLilOTE pednekcMBHMIA NOTEHUian negaroriB i 34obyBadviB OCBITU SIK CBIAOMUX
aKTMBHMX CyO’eKTiB OCBITHBOrO Mpouecy) BU3HA4YaeMO Taki: CcaMOni3HaHHSA,
CaMOOLiHKa, CaMOBM3HAYEHHs, camoakTyanisauis 1 camMopo3BuUTOK. OkpecneHi
TEXHOSOoril — akTyanbHi IHCTPYMEHTU MPOMECINHOINO CTAHOBMEHHA Ta MeXaHi3aMu
negaroriyHol NnapTHEPCLKOI B3aeMosil.

Mnatdopma LMS MOODLE € eektmBHUM UMGPPOBUM iHCTPYMEHTOM peanisauii
negarorivyHoi pednekcii y MOBHIl OCBITi, 0cOGMBO B Nepioa ANCTaHLINHOMO HaBYaHHS
B YMOBax BOEHHOrO CTaHy. i iHTEPaKTUBHI MOXIMBOCTI CMPUAIOTb YCBIOOMIEHHIO
CTyAEHTaMu BracHOl HaB4anbHOI AiSNbHOCTI, aHanidy pesynbTaTiB Ta Kopekuil
MOBMeHHeBUX Ain. Moayni Forum i Journal cTBOpOOTb MPOCTiIp ANA camMoaHarnisy,
0OMiHY OyMKamu WOAO TPYAHOLLIB 3aCBOEHHS MOBHWX HOPM i MOLUYKY LUNAXiB
yaockoHaneHHs. Yepes Assignment i Workshop cTyaeHTM oTpuMyOTb MOXIUBICTb
pedrIEKCMBHO OLIHUTU BracHi TEKCTM Ta pobOTM OOHOrpPYMNHUKIB, PO3BMBaYN
KPUTUYHE MUCIIEHHS 1 eMnaTito.

EdekTnBHUMM npakTMkaMn po3BUTKY PedNEKCUBHOIO MUCIEHHS, sk ByayTb
npeacTaBneHi B NOCTePi, € BUKOHAHHA CTPYKTYPOBaHUX pedrneKCUBHUX 3aBAaHb Yy
dopmati ece, aHanis iHOMBIgyanbHUX MNOMWMOK 3a AdaHUMW aHanitukm LMS
MOODLE, y4acTb Yy Kenc-OBroBOpPEHHSAX i YUTAHHAX CTBOPEHHS aBTOPCbKUX
mMoaenen, po3pobrieHHss  CaMOOLUIHIOBANbHUX  JIUCTIB, MOPIBHAHHA  BNacHUX
pes3ynbTaTiB y AWHaMILi, NiArOTOBKA KOPOTKMX aHaniTUMHUX 3BIiTiB LWOAO 3aCBOEHHSA
MOBHOrO MaTepiany TOLLO.
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Forderung transkultureller Lernprozesse im DaF-Studium: Landeskunde der
DACH-Lander 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 Verstdndnis des deutschsprachigen Raums zugrunde gelegt, das
innergesellschaftliche Diversitat (z.B. Mehrsprachigkeit, regionale Varietaten,
unterschiedliche Erinnerungs- und Migrationsdiskurse) systematisch thematisiert.
Zweitens steht Reflexivitat 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
Geschlechterverhéltnissen, 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 ricken
spezifische Praktiken, Normen und Diskurse inden Fokus, die in den
deutschsprachigen Gesellschaften und in den Kontexten der Studierenden jeweils
unterschiedlich ausgehandelt werden. Studierende arbeiten mit authentischen
Materialien, digitalen Medien und vielfaltigen Textsorten, um Spannungsfelder,
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Gemeinsamkeiten und Differenzen zu erkennen und zugleich Macht- und
Ungleichheitsverhaltnisse mitzudenken.

References

1. Demmig, S., Hagi, S. & Schweiger, H. (2013) (Hrsg.). DACH-Landeskunde. Theorie
— Geschichte — Praxis. ludicium.

2. Middeke, A., Ruck, J. (2023). Das DACH-Prinzip. In: Fritz, T., Sorger, B.,
Schweiger, H., Reitbrecht, S. (Hrsg.), IDT 2022: mit.sprache.teil.haben Band 5:
Sprachenpolitik und Teilhabe. Erich Schmidt Verlag.

3. Reinmann, D. (2015). Inter- und transkulturelle kommunikative Kompetenz, 1-
29. https://lwww.unidue.de/imperia/md/content/prodaz/reimann_intertranskulturelle
__kompetenz.pdf (Abgerufen am 08.12.25)

In Truth — Peace: Ukrainian Concept of Just Peace in The 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
gualitative 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 theory more
explicit. The final phase focuses on meta-reflection and evaluation.
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BaraToMOBHICTb SIK KN4 A0 PO3YMiHHSA iHWKMX HaLioOHaNbHUX MeHTaniTeTiB

Jlotiko OnekcaHOp
XapKiBCbKOro HauioHanbHoro yHisepcuteTy iMeHi B. H. KapasiHa

Y cy4acHUX JOCRIAKEHHAX MOBWU Ta MUCIIEHHS NOLWUMPEHUM € Niaxid, 3a SKMM MOBHI
CTPYKTYpPU CYTTEBO BNNBAIOTb HA OKPEMi acnekTu MidHaHHSA, Xxo4a 1 He BU3Ha4aTb
noro nosHicTio. Cenip po3rnsagas MOBY siK CUCTEMY KaTeropmsauii gocsigy, WO
dopMye 3BUYHI CNOCOOM BMOKPEMITEHHSI CYTTEBMX O3HAK NpeaMeTiB i nogin (Sapir,
1921). Yop, CBOEID Yeproto, TpakTyBaB MiHMBICTUYHY BIAHOCHICTb SIK MPUHLUMMN, KU
NOSICHIOE Pi3Hi Mogeni iHTepnpeTauii cBiTy, Bnactusi okpemum KynbTypam (Whorf,
1956). lMopanbli AOCHIOKEHHS KOHKpeTu3yBanwu Ui igel: CborogHi BMBYalOTb He
3aranbHU «BNIMB MOBU HA MUCIEHHSA Y, a CTabinNbHi KOrHITUBHI NAaTEPHW, NOB’A3aHi 3
areHTHICTIO, MPOCTOPOBUMUN OpIiEHTALIMKN, YAaCOBOK CTPYKTYPOR Ail Ta KaTeropiamu
Bunay. Lli natepHn nposiBnsoTbCA HE Nue B aBCTPaKTHUX MOBHUX KOHCTPYKUISX, a 1
Yy MOBCAKOEHHUX PILEHHAX, SKi Nogu npuruMalroTb aBTOMaTUYHO, CNUparyucb Ha
3BUYHI MOBHi CXeMW.

lMokasoBuM npuknagom € pesynbtatn bepniHa 1 Kea (1969). BoHn gosenu, wo xo4va
3aranbHi TeHAeHUiT B MO3HAYeHHI KONbOpiB NOBTOPKOKOTHCH B Pi3HMX MOBaX, Cnocib
noainy crnekrtpa Ha KaTeropii CyTTEBO pi3HUTbCA. Yepes ue HOCii okpeMmx MOoB
LBMALlEe PO3Pi3HAOTL NEBHI BIATIHKK, TOAI SK iHWI HE NOMIYaTb MK HAMMU Pi3HUL:
MeXi, Lo BCTAHOBMKE MoBa, (OPMYKTb CcrneundivyHi «30HM YYTIIMBOCTI» B
KONbOPOBOMY CnekKTpi. Taki epekTn nigTBepoKeHi eKcnepuMeHTamu, Y SKUX y4aCHUKN
Pi3HMX MOBHUMX rpyn po3nidHaBanu 6nunabKi BIgTIHKA 3 PI3HOK LWBMAKICTIO — 3a5neXHOo
BiZ TOro, Y/ NpoBOAMSIA IXHS MOBa MEXY MK LMMKU KONbOopaMu.

MoAibHi 3aKOHOMIPHOCTI cnocTepiraemMo N B iHLWIMX cdyepax NidHaHHS. J1esiHCOH (2003)
rnokasaB, L0 HOCii MOB, Yy SIKMX MPOCTIP ONUCYETbCA Yepe3 abConTHI KoopauHatu
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(Hanpuknag, «niBHIY-NIBOEHbY), CNPUAMAlOTb NPOCTOPOBI BIAHOLWIEHHA iHaKLWe, HiK
HOCIT MOB i3 BiAHOCHMMM OpieHTaLisMK («JliBOpyY-NpaBopy4»). Y OesKux KynbTypax ue
BM/MBAE HaBiTb Ha HaBirauinHi cTpaTerii Ta cnocib opieHTauii Ha micueBocTi. Jlioci
(1992) posiB, WO knacudikaTopn, poaoBi Ta BUOOBI kaTeropii BNAnMBaKTb Ha Te, sK
nan rpynyoTb 06’eKTM Ta BU3HAYal0Tb areHTa Aii.

Y UbOMYy KOHTEKCTi ©araTOMOBHICTb ICTOTHO pPO3LUMPIOE Mi3HaBaNbHi MOXMBOCTI.
OnaHyBaHHA HOBOI MOBM BigKpUBae AOCTyn [0 anbTepHaTUBHMX Cnocobis
CTPYKTYPYBaHHA MOAiN, NPOCTOpPY Ta couianbHOi B3aemMogii, 403BoNA4M 6auntm 1
iHTepnpeTyBaTh sBULLA, SKi B MeXaX PiaHOI MOBHOI cucTemmn 3anuwmnuca 6
HenoMiTHUMKN. Came TOMY BOSOAIHHS KiflbkOMa MOBaMK CTa€ 4i€BUM IHCTPYMEHTOM
rMUBLIOro PO3YMIHHA [HLIMX HaLiOHaNbHUX MEeHTaniTeTiB i KynbTypHUX Moaenen y
rno6anisaoBaHoOMY 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
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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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PopmyBaHHA pedreKCUBHOINro MUCIEHHS iIHO3eMHUX CTYAEHTIB NPU BUBYEHHI
YKpalHCbKOiI MOBM Ta YKpaiHO3HaB4YUX AUCLUMUNNIH

Bipa bepkoseub
KuniBcbknin HauioHanbHUIM yHiBepcuTeT iMeHi Tapaca LLleByeHka, Knis, YkpaiHa /
YHiBepcuteT KomeHcbkoro B bpatucnasi, Cnosaubka Pecnybnika

Y 4acu WBMAKNX 3MiH, MUMOBUHHUX TpaHChopMaLliin, BUCOKOro piBHS iHopMaLinHOro
WwymMy ocobnueoi Barm HabyBalwTb HaBUYKN  PEQrIEKCUBHO20  MUCIIEHHS,
CMPSIMOBAHOIO Ha CaMOYCBIAOMIIEHHS, CaMOPO3BUTOK 3 BUCOKOK €MOLINHOK
CKNaZoBOW, Ta KPUMUYHO20 MUCIIEHHSI, IKe MPU HeUTpasibHOMY €MOLIMHOMY pPiBHI
dopMye pauioHanbHy OLUIHKY 30BHILWHbLOI iHpopMaUii. YCBIOOMNEHHA CTyOEeHTCbKOK
MOJSIOA4K0 BIIACHMX MOMWMIOK | 30H 3POCTaHHSA, PO3BUTOK €MOLINHOrO iHTEenekTy
CpUATUMYTb  edEeKTMBHOMY HaBYaHHKO Ta YCMiWHIW iHTerpauil B cydvacHe
MYIbTUKYNbTYPHE CYCNiNnbCTBO.

3i 3poCTaHHAM poni M 3HA4YYyLWOCTi YKpalHCbKOI MOBW Yy CBIiTi 8K enemMeHTa
AEKONOHI3auiHOT  NOMiTUKA, pPoBoYolI MOBM  MiKHApOAHOro cniBpobiTHULUTBA,
000B’A3KOBOr0 MNpeamMeTra  Ha Kadpegpax CrnaBiCTMKM, B OCBITHIX  3aknagax
NOCUIIETBCH HEOBXIOHICTL Nepernsay HaB4YanbHUX METOAMK, A€ Ha OAHE 3 YiNbHUX
MiCLb BUXOOUTb PO3BUTOK pedIEKCMBHOIO MUCIEHHS [1].

JocnigHnKn akueHTyoTb yBary Ha HeobXigHOCTI NpakTUK pednekCUBHOrO MUCNEHHS
TakoX | Ona negarorie, WO cOpUATUME NiABULEHHIO 1XHbOI €MEKTUBHOCTI $K
hacunitatopiB i MogepaTopiB HOBITHLOrO OCBITHLOrO npoLecy, npodecintHomy i
ocobucTicHOMY 3pocTaHHIo [2]. [JoBOASATb NO3UTUBHMUI BMANB pedriekcii Ha pO3BUTOK
€MOLINHOrO iHTENEKTY Ta BaX/MBICTb TPbOX pPeeKCUBHMX iIHCTPYMEHTIB (Be4EHHS
LLIOOEHHUKIB, pedneKCnBHNX NopTdosio, pednekCcMBHMX O0BroBOpeHb Ha 3aHATTAX)
[3].

Mpy BMBYEHHi YKpalHCLKOI MOBW Ta YKpalHO3HABYMX AUCUMNMIH CTydeHTaMu
YHiBepcuteTy KomeHcbkoro B bpaTtucnasi (CnoBadumHa) BWMCOKY MPOAYKTUBHICTb
nokasanw:
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e AHani3 gianbHoOCTI (8i0Kpumms 3aHMMms: NPUPOAHI BaraTcTBa yKpaiHCbKMX
Kapnat; Haleax4uli MOMeHM: YepryBaHHS rOSIOCHUX i MPUrONIOCHUX; YOMY
Hasyusnuchb CbO200HI: pekramyBaTi yniobneHi Micus BiANOYMHKY).

e lllogeHHuUK pedonekcil: aHania BNacHUX TUMOBUX BUMOBHUX, opdorpadidHunx,
rpaMmaTnU4yHUX NOMUIIOK.

e [l1ncbMOBI pedonekcil — ece 3 iCTOpil Ta NiTepaTypu: 3 KAM i3 BUAATHUX NOcCTaTen
KuiBcbkoi Pyci niwnun 6 cborogni Ha kaBy? Npo wo cnutanu 6 ix? Lo 3pobunu
0 iHaKwe Ha iXHbOMY MicUi i SIK 6K Le NO3HaAYUNIOCh Ha noganbluii icTopii
Ykpainn? Axowo morna 6yt pons LleByeHkoBoi KaTepuHu B cyvacHOMy
CycninbCTBI? Yn MOXHa 3po3yMiTK KpaiHy Yepes ii nitepatypy?

e MeToa wectn kanenwoxieB Eaapaa ge BboHo, Hanp., nNpy BUBYEHHI Jo6u
YKpaiHCbLKOro Ko3auTBa 3 MoLyKoM hakTiB, emoLin, HebaxaHnx Hacnigkis,
NO3UTUBHUX MOMEHTIB, HOBWX ifel Ta anbTepHaTUBHUX LUNAXIB, NiACYMKaMMU.
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TpaHckynbTypHa KomMmyHikauia Ha 3aHATTAX 3 YKpaiHcbkoi MoBu B
MonieTHivHin Mpyni

OkcaHa TpocmuHcbka & OneHa TimapeHKo
XapkiBCbKOro HauioHanbHoOro yHisepcuteTy iMmeHi B.H. KapasiHa, YkpaiHa

Hes3Baxatoun Ha cknagHy BHYTPILLHIO CUTyaLito iIHO3eMHI rpoMaasiHi NPOLOBXYOTb
obvpatn HaByanbHi 3aknagn YKpaiHum Ons 3400yTTs BMLLOI OCBIiTM BCiX pIBHIB.
Po3WwmnpeHHs KOHTUHIEHTY iHO3eMUiB, WO HaB4YalTbCA B ykpaiHCbkux 3BO, BnnvBae
Ha ETHIYHWA CcKnapg, CTYAEHTCbKOI ayauTopii, 30iNblUyHYN KiNbKICTb NPeacTaBHUKIB
Pi3HMX HaLioHaNbHUX CMIfIbHOT, SIKi FOBOPATb PI3HUMM MOBaMM i € HOCISIMU Pi3HUX
HauioHanNbHUX  KynbTyp. Y  MONIETHIYHIN  rpyni  ¢OOPMYETBCA  CBOEPIQHMN
TPaHCKYNbTYPHUN KOMYHIKaLiMHUA NPOCTIp, SKMA BMMarae Big yY4aCHUKIB KOMYHiKauii
HOBMX KOMMETEHLUiA cninkyBaHHA. PoboTa BuMknagada B Takux rpynax Mae
I'PYHTYBaATMUCA Ha NpuHUMNAxX MOMiKynbTYPHOCTI Ta akKTMBHOI MIOTPUMKA pPO3MaiTTs
KynbTyp, $Ki CTalTb HEBiQ'EMHUM CKNMagHWKOM YHIBEPCUTETCLKOrO OCBITHBOIO
npocTopy.

MeTta pocnigpxkeHHs — npoaHanidyBaTu MeTogu | cTpaTterii HaBYaHHA, SKi
3abesnedytoTb POPMYBaAHHA TPAHCKYNbTYPHOI KOMYHIKaUil B MOMNIETHIYHUX rpynax Ta
CNpusTb NIABULLEHHIO edeKTUBHOCTI OCBITHLOrO Mpouecy, 30Kpema BUKNnagaHHS
YKpaiHCbKOT MOBW. [HO3eMHi 3006yBaYi BULLOI OCBITM MatoTb Pi3Hi HABUYKN Y BUBYEHHI
MOB, Pi3Hi akageMmivHi ctepeoTunu, cpopmoBaHi nonepenHiM AOCBIAOM HaBYaHHS,
Pi3HI OYiKyBaHHS WOAO OpraHisauii oCBiTHLOro npouecy. EGeKkTUBHICTb BMKNagaHHSA
NiABULLYETLCH LUMSXOM CTBOPEHHS Ha 3aHATTAX YMOB, SKi [O3BONSAKOTb KOXHOMY
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CTYOEHTOBI NPUBHECTW e€rlieMeHTUM CBOEI HaLiOHanbHOI KynbTypy B HaByarbHYy
DISNbHICTb, CTBOPHOOYM TUM CaMUM CMiSTbHUN TPACKYNbTYPHUA HaBYarbHUA NPOCTIP.
Cepep OCHOBHUX CTpaTerin HaBYaHHA TPACKYNbTYPHOI KOMYHiKaUil Ha 3aHATTAX 3
MOBMW OO0CHIAHVKA BUOKPEMITIOTL pednekcMBHE MUCNEHHSA (PO3BUTOK CaMoaHanisy
Ta BMiHb OO’EKTMBHO OLUiHIOBATM BMacCHi 3HaAHHA MOBW, 34aTHICTb dopmMyBaTh
iHOMBIQyanbHY TPAEKTOPIl0 HaBYaHHS), TPAHCMAUID KyNbTYpHUX 0OCOGAMBOCTEN
(BMKOPUCTaHHSA Ha 3aHATTSAX XYOOXHIX Ta MUCTELbKUX TBOPIB NPeACTaBHUKIB KOXHOI
HauioHanbHOI CNIfIbHOTU CNPUSE PO3YMIHHIO KYJIbTYPHOI PIi3HOMaHITHOCTI Ta
PO3LUMPIOE 3HAHHA CTYOEHTIB MPO YNeHiB CBOET rpynu), NPakTUKOOPIEHTOBaAHUI Niaxig,
(CTBOpEHHS cuTyauin pearnbHOro CniflkyBaHHA i3 3anyvyeHHsM pPONbOoBMX irop Ta
npeseHTauUin NPOEKTIB, CNPSIMOBAHUX Ha B3aEMOAI0 yYaCHUKIB CTYOQEHTCbKOI rpynu,
[O03BOMSE B NOJanblIOMy BWKOPUCTOBYBaTM OTPUMaHi HaBUYKM 3a Mexamu
ayauTopil).

MoegHaHHA MeTOOMKM BUKNA4aHHSA YKPAIHCbKOI MOBM SIK iIHO3EMHOI 3 MPUHLMNaMu
NOSiKYNIbTYPHOrO0 HaBYaHHA LO3BOMHAE 3HAYHO NIABULLMTU €DEKTUBHICTb 3aCBOEHHS
HOBOro MaTepiany B NOSIETHIYHUX rpynax Ta cqoopmMyBaTh KOMMNETEHTHOCTI, HEOOXIiaHi
ANA  yCnilWwHOl yyacTi iHO3eMHWUX CTYAEHTIB Yy TPaHCKYNbTYPHIN KOMYHiKauii.
3HaNOMCTBO 3 KyIIbTYPHMM PO3MaIiTTAM cripusie 36aradyeHHo 40CBiay Ta OPMYyBaHHIO
B CTYOEHTIB Big4yTTa NPUHANEXHOCTI 4O MDKHAapPO4HOI CMifIbHOTM.
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Section 5: Reflective multilingual Practices in DaF/DaZ education

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

Marco Triulzi
Ludwig-Maximilians-Universitat Minchen, 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 aulRerhalb des DaF-Unterrichts
zu fordern.

Grundlage ist das Projekt PluriPodS, das die Implementierung des italienisch-
deutschen Podcasts Uberall Konfetti an vier italienischen Universitaten begleitet. Der
Datensatz umfasst drei Erprobungsphasen (2023-2025) mit 64 Studierenden sowie
leitfadengestitzte 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  verknupfen ihre
Sprachhandlungsstrategien mit den Podcast-Inhalten und erkennen die Naturlichkeit
des dynamischen Sprachwechsels in mehrsprachigen Kontexten. Die mehrsprachige
Gestaltung des Podcasts unterstitzt laut den Studierenden die Konzentration und
fordert eine differenzierte Wahrnehmung von Bedeutungsnuancen. Zugleich erdffnet
das Format Lernrdume, in denen sprachliche und kulturelle Grenzen reflexiv
ausgehandelt werden kénnen. Dadurch kann Mediationskompetenz (Europarat 2020)
gestarkt werden.

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

Olena Vasylchenko
Universitat Wien, Austria

Im Sprachunterricht erwerben die Schiler*innen nicht nur kommunikative
Kompetenzen, sondern entwickeln auch die Fahigkeit, tber 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 Verhaltnis zu anderen. Nach Budde starken solche
reflexiven Handlungen die sprachliche Handlungsfahigkeit und unterstitzen 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 unterstitzt (vgl. Gornik
2010).

Ein zentrales Ergebnis sprachreflexiver Prozesse ist die Entwicklung von
Sprachbewusstheit, die aus Sprachaufmerksamkeit und Nachdenken Uber die
Sprache entsteht (vgl. Wildemann & Bien-Miller 2023). Gerade in sprachlich
heterogenen Gruppen wird haufig auf das Konzept der Sprachbewusstheit
zurlickgegriffen (vgl. Busch 2013: 193), das das Interesse an Sprache(n) weckt und
metalinguistische Fahigkeiten vertieft (vgl. Luchtenberg 2010).

Der Einsatz von mehrsprachigen Materialien sensibilisiert fur 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 fur den Einsatz des Magazins
Trio ,Hallo Osterreich!“vorgestellt. Trio ist ein Magazin zur Leseforderung, das sowohl
in der Volksschule als auch in den ersten Schuljahren der Sekundarstufe eingesetzt
werden kann, und eine anregende Lektire in unterschiedlichen Sprachen anbietet:
Arabisch, Bosnisch, Deutsch, Englisch, Kroatisch, Russisch, Serbisch, Turkisch,
Ukrainisch. Es schafft Anlass, Unterschiede und Gemeinsamkeiten zwischen den
Sprachen gemeinsam mit Schiler*innen zu erarbeiten und zu reflektieren, eine neue
Sprache zu erkunden sowie ,Uber die Zusammenhange zwischen Sprache und
Weltanschauung nachzudenken und Uber das eigene Tun zu reflektieren. All diese
reflektierenden Tatigkeiten tragen zur Entwicklung der Personlichkeit bei® (Budde
2010: 61).
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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 tber 20 Jahren Erfahrung in der Ukraine habe ich praxisnahe
Methoden zur Forderung reflexiven Denkens und interkultureller Kompetenz
entwickelt. Mein Ansatz kombiniert projektbasiertes Lernen, kooperative
Unterrichtsaktivitaten 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 Problemldsungsfahigkeiten und ermdoglichen 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 uber Kkulturelle Unterschiede und virtuelle
Diskussionen Uber Feiertage, Traditionen und Bildungssysteme. Solche Aktivitaten
erweitern Sprachkompetenz, fordern kritisches Denken und starken 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 Unterrichtsaktivitaten, internationalen Projekten
und auRRerunterrichtlichen Initiativen wird eine praxisorientierte und reflektierte
Lernumgebung geschaffen.

Dieser Ansatz bereitet Lernende nicht nur auf den Erwerb sprachlicher Kompetenzen
vor, sondern starkt 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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Section 6: Ukrainian-language education in multilingual settings

Between Languages and ldentities: 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 ldentities” 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
guantitative 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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Teaching Ukrainian to a Multilingual Student Audience: Challenges and
Practical Experience (Viadrina Language Center)

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 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.
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Heritage Language Maintenance and Reflective Multilingual Education:
Ukrainian Migrants and Digital Language Practices in Germany

Anastasiia Kuznietsova
Humboldt-Universitét 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 Feststellungsprifung 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.
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Section 7: Mediation and exchange in transcultural learning

Mediation im Fokus transkulturellen Lernens.
Slowakische und dsterreichische 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
europaischen Referenzrahmen fur Sprachen, kurz GeR, (Europarat, 2020) liegt ein
erweiterter Mediationsbegriff zugrunde, der einen umfassenden p&adagogischen
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 gro3ere Bedeutung zugeschrieben.
Als zentrale Mediationsaktivitdten nennt der aktualisierte GeR (2020) unter anderem
die Forderung eines plurikulturellen Raums sowie die Forderung von Gesprachen uber
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.
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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 Turkiye. 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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Wie kénnen reflexives Denken und inter- bzw. transkulturelles Lernen im
Sprachunterricht durch spielerische Anséatze geférdert werden?

Anne-Kathrin Minn
Gymnasiallehrerin fir Deutsch, Franzdsisch, Politik; ehem. DAAD-Lektorin

(Fremd-)Sprachen sind faszinierende Unterrichtsfacher. Ihre Potenziale bleiben aber
ungenutzt, wenn Materialien und Aufgaben zu wenig herausfordern oder nicht tber
das institutionelle Bildungssetting hinausgehen — wenn Lernende also bei der
sprachlichen Auseinandersetzung mit Fachbegriffen, Themen und Problemen nicht
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auf motivierende Weise zum Nachdenken, Mitdenken und Weiterdenken
angeregt werden. Reflexives Denken steht dabei nicht im Gegensatz zu spielerischen
Lernformen: In hinreichend komplexen und authentischen Lernarrangements kann
das Spiel zum Motor selbstreflexiver, analytischer und sprachlicher Lernprozesse
werden.

Planspiele verbinden strukturierte Aufgabenstellungen mit offenen, kommunikativen
Handlungs situationen und schaffen so Lernrdume, in denen Lernende sprachlich,
kognitiv, sozial und interkulturell herausgefordert werden. Da reflexives Denken in der
Fremdsprache nicht automatisch erfolgt, bedarf es gezielter sprachlicher
Vorbereitung: Lernende missen Fachwortschatz und Ausdrucksfahigkeit
soweit ausbauen, dass sie komplexe Gedanken und Positionen jenseits ihrer
Erstsprache (bzw. auch L2, L3, Lx) auch in der Zielsprache spontan artikulieren
konnen. Gefragt sind hier reflexive Denkfahigkeiten der (Fremd- und Zweitsprachen-
)Lehrpersonen: Sie mussen auf die sprachliche und kulturelle Diversitat
der Lernenden padagogisch wirksam eingehen und fachspezifische
Reflexionskompetenz entwickeln.

Der Planspielansatz starkt Motivation, Eigenverantwortung, kritische Urteilsfahigkeit
und interkulturelles Bewusstsein und erweist sich als wirkungsvoller Weg zur
Forderung reflexiven Denkens im mehrsprachigen Unterricht. Anhand verschiedener
Planspiel-Formate mit Themen wie demokratische Partizipation oder Klimaschutz wird
gezeigt, wie Sprachlernen und gesellschaftliche Reflexionsaufgaben verknipft
werden kdnnen. Vorgestellt werden theoretisch fundierte und in der Hochschullehre
erprobte Szenarien aus dem Deutschunterricht an einer franzdsischen Universitat, die
zeigen, wie Lernende ihre sprachliche, interkulturelle und reflexive Kompetenz
integrativ entwickeln kénnen — Kompetenzen, die sie auch jenseits institutioneller
Bildungssettings zur aktiven gesellschaftlichen Teilhabe in einer zunehmend
komplexen, plurilingualen und plurikulturellen Welt beféahigen.

Ziel des Beitrags ist es, anhand theoretischer Perspektiven und innovativer
Sprachunterrichtsansatze aufzuzeigen, wie durch den Einsatz von Planspielen inter-
und transkulturelles Lernen sowie reflexives Denken als zentrale Ziele eines
zeitgemalen Sprachunterrichts gefordert werden kdnnen.
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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 Al Write

Katharina Isser
Universitat Innsbruck, Austria

The widespread availability of artificial intelligence (Al) 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 Al 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

Valentyna 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, |
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, | 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.
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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 fur den Erwerb weiterer Sprachen betrachtet. Sie ermdglicht Lernenden,
auf vorhandene sprachliche Kenntnisse und Strategien zurtickzugreifen 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 Franzdsisch
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
MalRe 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 fur Gemeinsamkeiten und Unterschiede zwischen Sprachen.
Gleichzeitig regen wahrgenommene Interferenzen ein kritischeres Nachdenken Uber
Sprache und individuelle Lernstrategien an. Die Studie leistet somit einen Beitrag zum
Verstandnis reflexiver Lernprozesse im Fremdsprachenunterricht und pladiert fir eine
starkere Berucksichtigung mehrsprachiger Ansétze in der Fremdsprachendidaktik.
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