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ABSTRACT 

Keywords: Foreign language instruction, assessment, and curriculum development; Tolerance of 

ambiguity; Multiliteracies and genre-based approaches; Literary and symbolic competence; Fairytales and 

the fairytale-esque; Perspective taking and making; Linguistic and semiotic landscapes 

 

One of the major challenges that persists in postsecondary foreign language (FL) education in the US today 

is how to implement a more integrated approach to language and literature instruction, that is, one that 

fosters critical awareness on multiple levels and prepares learners to be globally-connected and engaged 

citizens (MLA, 2007; Swaffar & Urlaub, 2014). Major contributions for achieving these goals have come 

from an array of pedagogical approaches that share in common their focus on language as a resource for 

making socially and symbolically rich meanings that do more than convey facts or express objectives. These 

include those designated as multiliteracies and genre-based approaches, as well as those that promote 

intercultural, symbolic and literary competencies as integral to the language learning experience. All of 

these frameworks acknowledge to some extent the fact that ambiguity—understood here as the multiplicity, 

indeterminacy, or destabilization of meaning—characterizes language itself and thus also our day-to-day 

and global communication, as well as the experience and process of FL learning. This dissertation, based 

on a qualitative classroom-based research study, considers how ambiguity can more be comprehensively 

integrated into FL learning and in particular into text-oriented teaching practices. The approach taken was 

a pedagogy that embraces ambiguity by providing learners and educators with strategies for navigating the 

moments of indeterminacy, uncertainty, and doubt that they will inevitably encounter in and out of the FL 

classroom. The study, set in an intermediate German language and culture course at a large public 

university, investigates 1) how to incorporate and assess moments of ambiguity more comprehensively 

across the curriculum and 2) how learners responded to various encounters with ambiguity, including 

ambiguity of genre, perspective, and silence. Data analysis revealed that purposeful integration of induced 

ambiguity can facilitate more comfort with those three dimensions and that it complements the principles 

of a multiliteracies-based FL pedagogy. 
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Chapter 1: Theoretical and Pedagogical Framework 

1.1 ORIGINS OF THE STUDY 

The origins of this study lie in my own experiences as a FL learner and educator, as well as short-term study 

abroad (SA) participant turned long-term expat. The childish delight in the German language that I felt 

when I first encountered it in fourth grade, thanks to a teacher with a rather broad understanding of what 

English class entailed, has never diminished–and neither has the adolescent unease, distress, and angst I 

feel when faced with performing the language in front of any kind of audience. For three years in school I 

memorized German vocabulary and grammar. I was a master at filling in the blanks, matching parts of 

sentences, deciding if statements about a textbook text were true or false, and translating them into English. 

Yet all of that hard work and memorization did little in preparing me for my starring role as a rabbit in 

“Little Red Riding Hood” at the end of my third year of German. It was an event attended by all of the 

German students, teachers, their families and friends in the county, as well as the local DANK (Deutsch 

Amerikanischer Nationaler Kongress–German American National Congress) members. While I at least 

managed to stammer out my well-rehearsed lines, it was an experience in which I took no pleasure–and 

likely contributed to the initial aversion that I felt years later toward using fairytales to teach German.  

Despite the excruciating embarrassment and discomfort that I felt hopping around on stage as a 

German-speaking rabbit, I was still determined to head abroad to Germany that summer, thanks to an 

American Association of Teachers of German (AATG) scholarship that I had received. I landed in a small 

town called Pfarrkirchen–a perfectly idyllic place deep in the east of Bavaria that mirrored the storybook-

like illustrations of the German-speaking world that I was familiar with from my German textbooks. Being 

able to understand and communicate with my host family, at least about everyday topics for basic survival, 

was a euphoric sensation. They were however originally from Hannover, where Hochdeutsch (Standard 

German) is the most common spoken version of German, the version of German that I had been trained to 

listen to in numerous scripted recordings for the past three years. The bubble of understanding was quickly 

popped after the first weekend, when I left the comfort of my host family’s impeccably clean home and 

ventured out alone into the town and to classes at Gymnasium (college-preparatory school), where I was 
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met with the melodic, yet completely unfamiliar and incomprehensible-to-me Bavarian dialect. From 

ordering a coffee or paying for souvenirs, to sitting dumbfounded in a sex education class or trying to order 

a drink over the music during my first ever night out at the disco–no amount of scripted role-playing or 

audio drills could have prepared me to deal with my frustration at not being able to understand Bavarian 

and perceived sense that I was a communicative failure.  

So thirteen years later, my own trepidation of facing a new kind of audience as instructor of eager 

beginning learners of German at a large, public university in the US was made all the more uncertain due 

to my conflicting views on how to go about best motivating the learners–in particular when dealing with 

reading comprehension tasks in textbooks, quizzes and tests that to an extent still mirrored those that looked 

like the ones I knew from high school. I saw myself in the learners who crammed for their tests and exams, 

memorizing vocabulary and grammatical structures only to be forgotten by the next chapter, uninterested 

in yet another role-play or partner interview, terrified of the final oral exam or presentation. How could I 

wholeheartedly implement such measures, knowing that the majority of the students, many of whom were 

taking German to fulfill a language requirement, had no intent of going abroad, and if they did, well, I could 

not help but remember that Angsthase (scaredy rabbit) version of myself, hopping around anxiously 

throughout Bavaria, with my colorful vocabulary flash cards, detailed grammar charts, and mini-dictionary, 

so completely unprepared for the messiness of the experienced language in use. That is not the kind of 

learner that I wanted to leave my classroom or any other language classroom. Rather, I envisioned a more 

confident, playful version (maybe more like the rabbit in the DEFA1 film version of “Little Red Riding 

Hood”), who actively engages in the most ambiguous of settings without becoming (too) overwhelmed–

whether abroad or at home.  

After teaching the full five semester progression of basic and intermediate German language 

courses at that large, public university, I wondered how I could contribute to efforts to articulate the 

movement from the lower-level textbook-based courses to the more content-oriented upper-level courses, 

                                                           
1      See section 3.4.1 for discussion of this film. 
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where extended discourse and the communication of abstract ideas are facilitated. I chose to focus on the 

“pre-gateway” course i.e., the fourth semester, intermediate-level course, which lent itself well to a 

curriculum renewal project as it was the first in the progression not to use a textbook. Compelled by Claire 

Kramsch’s recommendation to “bring up every opportunity to show complexity and ambiguity” (2011, p. 

364) as well as my own subjective experiences described above, I designed three classroom-based sub-

studies. Those studies examined how various dimensions of ambiguity can foster an appreciation of the 

uncertainty and messiness of language learning, as well as productive doubt, so that learners are prompted 

to interrogate meanings and realities–and perhaps thus motivating them to continue engaging with the 

language beyond their FL requirement. In the following, I first provide an overview of the literature on the 

pedagogical approaches that have been most relevant for this study. Then I survey the relevant literature 

related to the three dimensions of ambiguity that will be further detailed in the chapters on the three 

corresponding sub-studies of the curriculum renewal project. 

                                                                         

1.2 PEDAGOGICAL APPROACHES TO FOREIGN LANGUAGE EDUCATION IN THE US  

1.2.1 Multiliteracies Approaches 

The development in postsecondary FL education in the US toward language-based content instruction has 

drawn largely from pedagogical approaches related to literacy, genre, and discourse (Urlaub, 2014). In this 

section, I focus on the first of those concepts, literacy. The linking of foreign languages to the “intellectual 

enterprise of literacy” (Byrnes, 1998, p. 278) requires moving beyond a view of literacy in “its traditional 

sense of learning and knowing how to read and write” (Halliday, 1996, p. 339). Indeed, a broader 

understanding of literacy has informed the current study, drawing from multiliteracies approaches to FL 

education in the US. Discussions of multiliteracies in FL contexts take their lead from the educational 

research of the New London Group’s “Pedagogy of Multiliteracies: Designing Social Futures,” which re-

conceptualized literacy teaching and learning as “negotiating a multiplicity of discourses” and accounting 

for “culturally and linguistically diverse and increasingly globalized societies, […] multifarious cultures 

that interrelate and the plurality of texts that circulate” including “text forms associated with information 
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and multimedia technologies” (Cazden et al., 1996, p. 61). Approaching literacy and literacy pedagogy 

from such an inclusive, integrative perspective is intended to fulfill the mission of education in general, 

which for the New London Group is to “ensure that all students benefit from learning in ways that allow 

them to participate fully in public, community, and economic life” (Cazden et al., 1996, p. 60). This view 

of literacy as access to social domains resonates with studies from critical literacies that focus on: the 

relationships between texts and social, cultural, economic, or political contexts as well as those between 

authors and audiences; the analysis of how texts work; and the importance of multiple interpretations and 

opportunities for redesign (Stone & Schowen, 2010, p. 37). Furthermore, the development of critical 

literacies requires awareness of and ability to negotiate the new and ever-developing linguistic, visual, 

audio, and spatial realms and processes accumulating within the 21st century plethora of mass media, 

multimedia, and digital communications media which contribute to “the realities of increasing local 

diversity and global connectedness” (Cope & Kalantzis, 2000, p. 6).  As ever more diverse and increasingly 

ambiguous situations are created through such media, more efficient communication for successful 

collaboration around the world is simultaneously expected.  

This scenario mirrors to an extent the FL classroom: successful communication and participation 

in the face of ambiguity are expected of learners and educators alike. Ideas for how to confront this situation 

can be garnered from studies on a multiliteracies-based approach to foreign language education and 

curricula in the North American context. For instance, the seven principles of literacy that Richard Kern 

(2000) proposed in Literacy and Language Teaching can provide a framework for a multiliteracies-based 

curriculum, namely: interpretation, collaboration, conventions, cultural knowledge, problem solving 

strategies, reflection and self-reflection, and language use (p. 16-17). This framework emphasizes the 

multidimensionality of language, its uses in, and relationships to diverse sociocultural contexts. Although 

Kern (2000) listed language use as a distinct principle of literacy, it is indeed the common thread that holds 

all other aspects of a multiliteracies-based FL curriculum and pedagogy together. The understanding of 

language that lies at the heart of a multiliteracies approach to education is not confined “to formalized, 
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monolingual, monocultural, and rule-governed forms of language” (Cazden et al., 1996, p. 61). Rather, as 

discussed by the New London Group, it is one “in which language and other modes of meaning are dynamic 

representational resources, constantly being remade by their users as they work to achieve their various 

cultural purposes” (Cazden et al., 1996, p. 64). This notion of language as a fluctuating resource for making 

meaning in diverse situations was echoed by linguist and discourse analyst Ron Scollon (2004), who 

described language and culture as “being complex, diverse, multifarious, slippery, changing, unstable, or 

even indeterminate because that is how language really is on the lips and bodies and texts of people 

throughout the world” (p. 273). 

 The multifariousness and indeterminacy of language is in part attributable to the fact that no one 

belongs exclusively to one particular cultural group or group of language users alone, as New London 

Group contributor James Paul Gee (2002) claimed: “Everyone is a native speaker of a number of different 

social languages and a nonnative speaker of lots of other social languages” (p. 162). Thus, in any classroom 

setting, a multiplicity of cultural and social groups undoubtedly exist in light of various socioeconomic, 

ethnic, religious, gender backgrounds or orientations of the individuals in the class. In the US university 

setting, the FL classroom culture is further ambiguated by groups of students who are majoring in the 

language being learned, students who are only taking the language to fulfill a FL requirement for their 

major, students who have no prior experience learning languages in the classroom, multilingual students, 

students who have never been abroad, students from abroad, etc. Among these diverse groups of learners, 

expressive and interpretive experiences and desires, as well as shared knowledge of conversation rules and 

conduct will vary greatly. Accordingly, Gee (2002) stated that the expectations that students have for using 

the language, “small d” discourses, must always be considered in reference to “big D” Discourses, which 

are “composed of distinctive ways of ‘being and doing’ that allow people to enact and/or recognize a 

specific and distinctive socially-situated identity” (Gee, 2002, p. 160). The notion of language learning as 

negotiating between and among these discourses has informed the pedagogy and curriculum presented in 

the current study, which aims to emphasize the value of meaning-making processes for being and doing in 
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numerous social settings and situations, as well as perspectives and attitudes that could be helpful for 

productive and meaningful interactions despite the complexity and ambiguity of those situations.  

To this end, it would seem evident that focusing on isolated skills—reading, writing, listening, 

viewing, speaking—to shape curriculum, materials, and assessment development might not be an optimal 

approach. More suitable for the teaching and assessing of language and culture as critical literacy is the 

simultaneous integration of those traditional language skills in a sequential, systematic manner, similar to 

that which proponents of a multiliteracies approach to FL instruction in the US have proposed (e.g.,  

Paesani, Allen, & Dupuy, 2016; Swaffar & Arens, 2005). For the sequencing of such integrative curricula 

and lessons, the four curricular components proposed by the New London Group are useful. Those four 

curricular components were offered as a practical guide for the systematic and cyclical integration of skills 

and knowledge. They were originally referred to as the phases of situated practice, overt instruction, critical 

framing, and transformed practice (Cazden et al., 1996, p. 83). Two members of the New London Group, 

Bill Cope and Mary Kalantzis (2000), have reframed the curricular components respectively as “ways of 

knowing”, namely: experiencing (the known and the new), conceptualizing (by naming and by theorizing), 

analyzing (functionally and critically), and applying (appropriately and creatively). In terms of foreign 

language curricula and teaching these phases can be described as: 

- Situated practice: exposing language learners to familiar and less familiar aspects of the target 

language and culture; 

- Overt instruction: providing assistance to language learners in concrete or abstract 

conceptualization and implementation of the target language;  

- Critical framing: engaging language learners in opportunities to actively and critically analyze 

and reflect on matters of and related to language use;  

- Transformed practice: allowing language learners to transform the previously encountered 

language and texts through practical and creative activities. 

For more practical suggestions that can be adapted to the foreign language classroom, Kalantzis and Cope 

(n.d.) have since created an entire website with pedagogical resources, including lists of verbs for phrasing 
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learning objectives and activities (http://newlearningonline.com/learning-by-design/the-knowledge-

processes).  

Important for curriculum and materials designers is the fact that the curricular components are not 

rigid categories. They can be used for individual lesson plans, or for an entire course or departmental 

curriculum. One lesson can cycle through just a few or all of these components. Many foreign language 

pedagogy experts, including from the US field of German Studies and teaching German as a foreign 

language, have already applied the multiliteracies curricular components and knowledge processes to their 

contexts (among others Bridges, 2009; Redmann, 2008; Rogers, LeCompte, & Plumly, 2012; Ryshina-

Pankova, 2013). One exemplary model is that presented by Heather Willis Allen and Kate Paesani (2010) 

for an introductory-level (second semester) literacy- and genre-based French course. Allen and Paesani 

drew also from Kern’s (2000) recommendations of what a literacies-inspired FL course curriculum should 

entail: by cycling through the four curricular components, it introduced learners to multiple examples of 

texts from one genre, having them then create their own written or oral samples of that genre, while 

concurrently including a variety of genres, in order to discuss the differences in perspectives, content, 

registers, stylistics, etc. related to a given topic. Other well-known endeavors to develop departmental-wide 

curriculum based on a similar, integrated, literacies-based approach to language learning include: the 

undergraduate curriculum by the German Studies Department at Emory University (as discussed in Maxim, 

Höyng, Lancaster, Schaumann, & Aue, 2013) as well as the “Developing Multiple Literacies” curriculum 

renewal project at Georgetown University’s German Department that began in 1997. Full details on the 

Georgetown model, including course descriptions, guidelines for assessment, professional development and 

more are available on their website (https://german.georgetown.edu/scholarship/curriculumproject).  Both 

the Emory and Georgetown projects, similar to many of the other curricula and courses in the studies 

mentioned above, have used genre as a curricular organizational unit and concept. In the following section, 

I provide an overview of aspects of genre-based approaches to FL instruction and curriculum development 

that are most relevant for the current study. 

 

http://newlearningonline.com/learning-by-design/the-knowledge-processes
http://newlearningonline.com/learning-by-design/the-knowledge-processes
https://german.georgetown.edu/scholarship/curriculumproject
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1.2.2 Genre-Based Approaches 

Suggestions for developing FL learners’ multiple literacies through the implementation of genre-based 

curricula have drawn on the large body of research pertaining to genre analysis and genre-based writing in 

the field of second-language education, in particular English for specific purposes (ESP). Brian Paltridge 

(2014), professor and researcher of teaching English to speakers of other languages (TESOL), provided a 

comprehensive overview of research on genre and writing, including the work such as that from Tony 

Dudley-Evans (1997), Ann Johns (2008), Ken Hyland (2003, 2007), and James Martin and David Rose 

(2008). Their research has been influential for genre-based approaches to FL writing and curriculum 

development in the US context, including Georgetown’s “Developing Multiliteracies Project”. Since 

integration of that innovative curriculum almost twenty years ago, there publications on the collaborative 

efforts there by instructors and faculty alike have spoken to the fact that “…genre-based tasks can 

reasonably assure both content and long-term L2 acquisition across the entire curriculum, thereby leading 

to advanced levels of ability in the L2” (Byrnes & Sprang, 2004, p. 56; see also Crane, 2008; Maxim, 2008; 

Rinner & Weigert, 2006). These studies have shed light on the benefits of the genre-based approach for 

overcoming the language-literature divide that still persists in many FL programs at institutions of post-

secondary education across the US. 

This is an issue that was addressed by German studies and comparative literary scholar Katherine 

Arens (2008) in a discussion of genres in relation to the original National Standards for Foreign Language 

Learning (1996) that were created by experts from the American Council on the Teaching of Foreign 

Languages (ACTFL). Arens claimed that the Standards “point the way to advanced literacies, beyond 

conversational language and past the marginalization of everyday culture often instantiated in traditional 

literary studies” (p. 35). Arens (2008) proceeded to propose a genre-based framework for the 

implementation of the Standards, defining genres as “a set of literacies associated with texts and cultural 

performances, as high-order, complex language acts with cultural values” (p. 36). In order to make sense 

of the complexity of genres in the FL classroom, Arens maintained that “The Standards can render genres 

teachable, by delineating what must be staged, practiced, and comprehended in any teaching/learning 
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sequence that empowers learners” (p. 36). While the guidelines Arens provided are indeed a useful tool and 

reference for curriculum and materials development, they also seem to prescribe a stability and orderliness 

to the FL (genre) learning process that might not do justice to the actual messiness and ambiguity of the 

experience, and of genres themselves. The perceived necessity for bringing stability and orderliness to the 

unfamiliar tends to permeate FL instruction and curriculum development in the US is also evidenced in 

Janet Swaffar and Arens’ (2005) book on Remapping the Foreign Language Curriculum in which they 

discussed the benefits of genre reading and mentioned how genres can aid in “structuring classes to avoid 

misreading and by teaching students to attend to one pattern of textual messages at a time instead of falling 

into gaps of knowledge and culture” (p. 80). Paying close attention to textual messages is undeniably 

beneficial for language learners of all levels. However, misreading, miscommunication, falling into cultural 

gaps, etc. are inevitable in every kind of language learning and communicative settings even with–and 

sometimes in fact as a result of–the technological advances in translation services today.  

In the current study, I examine what it might mean to allow FL learners to be more purposefully 

immersed in the misreadings and gaps that are often induced through multiple dimensions of ambiguity 

when encountering various genres. In order to do so, I applied insight from the studies discussed in section 

1.4.3 (Genre and Ambiguity) as well as from William Heidenfeldt’s (2011) reflections on genre-based 

approaches to FL writing, who has reminded FL educators that “Identifying, modeling, and replicating 

genres is not a foolproof formula for creating critical writers; too much emphasis on structure in an 

ahistorical lesson presentation reduces the deeper understanding that students may have of genres” 

(Conclusion section). In that piece, Heidenfeldt (2011) focused on the need for ensuring that cultural and 

historical contexts are considered for genre-based approaches to FL writing, and also mentioned allowing 

for student creativity and more flexibility. The call for more creative and flexible approaches to genre moves 

into the realm of literariness, literary and symbolic competence which are pedagogical concepts that I 

discuss in the following section. 
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1.2.3 Literary and Symbolic Competence   

Throughout the current study I refer to the notions of literariness and literary thinking as a way of 

incorporating more ambiguity into or emphasizing ambiguity more in multiliteracies and genre-based 

approaches to FL education. These are notions that have been explored by scholars from both sides of the 

Transcultural German Studies program offered at the University of Arizona and the University of Leipzig–

on the US side of the program Chantelle Warner (2012) has shown the importance of literary pragmatics 

for “attend[ing] to our students’ personal, affective responses to works of literature” (p. 154). Two 

colleagues from the German side of the programs, Michael Dobstadt and Renate Riedner, have explored 

similar notions in their work on the Literarizität (literariness) of language, which takes into consideration 

the deeply rooted bifurcation of language and literature instruction that characterizes the fields of Deutsch 

als Fremdsprache (German as a Foreign Language) and Germanistik (German Literary Studies) in the 

German-speaking world. In light of this situation, Dobstadt (2009) has claimed that the un-readability, un-

sayability, and indeterminancy of literature and language should be considered more explicitly and 

purposefully in the FL classroom due to the belief that reading a text is a process that does not always lead 

to the commonly accepted understanding, and is not necessarily meant to. Rather, the focus could and 

should be on multiple meanings, ambivalences, intertextuality, the relevance of form, complexity of 

meaning creation, etc.—characteristics that are not restricted to the domain of aesthetics, rather comprise 

the Literarizität of language in general (Dobstadt & Riedner, 2011b, p. 108).  

Recognizing that this ambiguous nature of language is not a peculiarity of literary texts alone, 

Dobstadt and Riedner’s (2011a, 2011b) didactics of literariness for the FL classroom is based on a 

fundamental reconsideration of what it means to read a text, similar to ideas also discussed by David 

Gramling and Warner (2010, p. 71) in relation to their notion of contact pragmatics. Critical for that and 

for a comprehensive FL pedagogy of literariness is the sustained implementation of literary texts from 

beginning language courses on with the intent of instilling an appreciation of the literary, that is ambiguous, 

nature of language and communication in general, and thus making language learners potentially more at 
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ease with the uncertainties they may face throughout the FL learning experience. In so doing, they are 

honing their symbolic competence (Kramsch, 2006; Kramsch & Whiteside, 2008) as a complement to 

communicative competence. Kramsch has discussed a more nuanced approach to the incorporation of 

literature in the US FL educational context for decades, for instance with Thomas Nolden in 1994 when 

they addressed the need for FL education to go a step beyond the incorporation of literary texts in beginning 

or intermediate level courses in order to teach certain grammatical forms or as intercultural, communicative 

occasion for talking about related personal experiences. Likewise, there have been studies that address the 

graduate level of instruction in FL departments in the US–such as recently from Arens (2014), who 

maintained that what is “taught in a literature PhD needs to deal not only with its subject matter, but also 

with larger problems of its own practice, in light of the best in modern criticism and ‘participation in 

literature as a living institution’” (p. 196, referring to René Wellek’s and Austin Warren’s Theory of 

Literature, 1942).  

Participating in the living institution of literariness of FL instruction should include nourishing a 

“literary imagination at all levels of the language curriculum” and not be seen as “a return to textual exegesis 

or to the study of author, period, and style” (Kramsch, 2006, p. 251). Central to such an approach to FL 

curriculum development is the idea that language and discourse are part of a symbolic system, in regard to 

representation, action, and power i.e., in (intercultural) communication among interlocutors with great 

inequalities among discourses (Kramsch, 2011). This echoes Gee’s (2002) reminder that the acquisition of 

discourses is always political, generally hierarchical and in conflict with other discourses (p. 170). In light 

of this situation, Kramsch (2011) called for language learners to be engaged in the “symbolic power game 

of challenging established meanings and redefining the real” (p. 359). In so doing, learners are meant to be 

developing a sense of symbolic competence, the main components of which Kramsch (2006) identified as 

production of complexity, tolerance of ambiguity, and form as meaning.  

These and related ideas have played a role in the development of the “Foreign Languages and the 

Literary in the Everyday” project, a materials development initiative led by Joanna Luks, Carl Blyth, and 

Chantelle Warner and supported by two National Language Resource Centers, CERCLL (Center for 
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Educational Resources in Culture, Language, and Literacy) and COERLL (Center for Open Education 

Resource and Language Learning). The project was inspired by Joanna Luks’ (2013) open educational 

textbook for beginning level French learners. What Luks has referred to as the literary, the metaphorical, 

or the poetic includes “the plasticity of language, the resonances, the multiple layers of meaning that single 

words or complex structures or protracted discourse can convey” (p. 6). For the FL learner and educator 

that means learning to grapple with these aspects when engaging with texts of all kinds, as well as how to 

playfully manipulate them oneself when communicating i.e., “Engaging in playful processes of creating 

nuances of meaning (construal) when writing in order to exercise language systems and to gain agency in 

written communication” (Luks, 2013, p. 8).  The teacher’s guide to Luks’ textbook (p. 19) closes with a 

reminder of Kramsch’s (2011) recommendation to “bring up every opportunity to show complexity and 

ambiguity” (p. 364). Bringing up complexity and ambiguity does not mean that one would do so in an 

attempt to eliminate, reduce, or solve them. Rather, the purposeful integration of ambiguity into FL 

curricula and classrooms is the focus throughout the current study. Therefore, I provide in the following a 

more detailed overview of the role of ambiguity has played in FL research and education, and then expand 

on three dimensions of ambiguity that are examined in the corresponding sub-studies and are meant to 

enhance the goals of a genre-based, multiliteracies-inspired FL pedagogy. 

 

1.3 THE ROLE OF AMBIGUITY IN FOREIGN LANGUAGE EDUCATION  

Ambiguity as a factor in the instructed FL learning context has been informed by studies from psychology, 

most significantly Else Frenkel-Brunswik (1949) and the field of Gestalt psychology and 

Gestaltmehrdeutigkeit i.e., the concept of perceptual ambiguity. Similarities can be drawn between ideas 

proposed in those studies and the situation FL learners and instructors are faced with still today, namely the 

fact that: “clinging to the familiar and precise detail can go hand in hand with the ignoring of most of the 

remaining aspects […], resulting in an altogether haphazard type of approach to reality” (Frenkel-Brunswik, 

1949, p. 141). The tendency to cling to that which is familiar and precise detail is an indicator of one’s 

tolerance vs. intolerance of ambiguity, which Frenkel-Brunswik (1949) referred to as “one of the basic 
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variables in emotional and cognitive orientation of a person toward life” (p. 113). This orientation is closely 

linked with the inclination to create an ingroup-outgroup dichotomy, according to which “all of the ‘good’ 

characteristics are ascribed to those of the ingroup and all of the ‘bad’ ones to the outgroup” (Frenkel-

Brunswik, 1949, p. 120). This instinct to dichotomize between in-and outgroups has relevance for multiple 

aspects of the FL learning context today: from the preoccupation with correct and incorrect grammar, 

pronunciation, spelling, etc. in forms-focused courses, to the desire to unearth the one true meaning of a 

text in content-focused courses, to broader issues of socio-cultural processes of inclusion and exclusion. 

Early studies from the US on the role of ambiguity tolerance in the context of instructed 

foreign/second language learning include Carol Chapelle’s (1983) work on The Relationship between 

Ambiguity Tolerance and Success in Acquiring English as a Second Language in Adult Learners and 

pursuing publications, as well as studies by Christopher Ely, for example in relation to use of second 

language strategies (1989). These studies were quantitative in nature and related a higher tolerance for 

ambiguity to higher reading comprehension levels as well as general “success” in foreign language learning. 

This trend has been reflected in a large number of more recent studies from various domains of 

foreign/second language education that tend to refer to ambiguity tolerance as a personality-based 

disposition that influences learner success (for example, see Atamanova & Bogomaz, 2014; Chu, Lin, Chen, 

Tsai, & Wang, 2014; Dewaele & Wei, 2013; Erten & Zehir Topkaya, 2009; Kamran & Maftoon, 2012, 

Osiecki, 2014). Many of these quantitative studies come to conclusions similar to that mentioned in Lies 

Sercu’s (2004) discussion of the “effective interculturalist” (referring to Chen & Starosta, 1996) as someone 

who relies on cultural (self-)awareness to “help reduce the ambiguity and uncertainty that are inherent in 

intercultural interactions” (p. 76).   

Such a problem-solving stance toward ambiguity is also evident in the work of Jean-Marc Dewaele 

and Tsui Shan Ip (2013), who called for reducing the level of uncertainty in the FL classroom as a means 

of “tackling what seems to be an important source of anxiety, namely dealing with ambiguity” (p. 62). 

However, Dewaele and Ip also advocated qualitative research that “could shed more light on the actual 

experience of learners in dealing with ambiguous input”, concluding that “If learners can be made more 
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comfortable in dealing with ambiguous FL input, they will probably become more self-confident, more 

flexible, less anxious, and this will boost their proficiency” (p. 62). While Dewaele & Ip (2009) referenced 

Kramsch’s (2009) work on The Multilingual Subject, it was only to advise FL instructors that using the 

common first language (L1) can be beneficial in reducing uncertainty; they made no mention of the value 

that Kramsch (2009) placed on the ambiguous situations that arise in FL learning in regard to 

(un)predictability of rhythm and pace, multimodality, multiple perspectives, translation, engagement, 

desire, transgression, pleasure subjectivity, repetition, and silence. Indeed, Kramsch has helped pave the 

way in FL education in the US for a more positive outlook on ambiguity, referring to tolerance of ambiguity 

as the “indispensable component” of symbolic competence and stating that it can: “serve to discuss openly 

the contradictions between myths and realities, between words and deeds, not with a view to resolving these 

contradictions but to showing how language can be used to support conflicting and historically contingent 

truths” (2006, p. 251). Thus, ambiguity is not a problem to be (re)solved, instead it is intrinsic to the 

multiple, sometimes contradictory ways in which meaning is construed in the languages and worlds around 

us–indeed to life itself, as Simone de Beauvoir contemplated in The Ethics of Ambiguity (1948/1976) 

Accepting and integrating ambiguity as such in instructed FL learning in the US has however 

proven complicated in part due to the long-standing gap (as Renate Schulz had already begun addressing 

in 1981 in regard to FL reading instructions) that still exists between lower- and upper-level instruction 

despite comprehensive proposals for integrating language learning and literacy, such as that made a quarter 

of a century ago by Swaffar, Arens and Byrnes (1991), who referred to literacy as “the ability to comprehend 

and express the meaning of alternative realities” (p. 2). In their proposal of an integrated approach to reading 

and language learning, they made the case for the use and selection of authentic texts to enhance FL 

learning, as opposed texts that have been edited or written specifically for textbooks. According to Swaffar, 

Arens and Byrnes, selecting appropriate authentic texts requires consideration of “readability standards” 

and they called for an expansion thereof, that is a shift in the criteria for “what constitutes readable texts” 

(p. 195). The features of texts in the target language that they had listed as desirable included: familiar 

topics of interest to the students, readily-discernible plot or message, clear sequential development, well-
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marked episodes, recognizable agent or concrete subject, minimum amount of description, unambiguous 

intent, and an appropriate length (Swaffar, Arens, & Byrnes, 1991, p. 137-139). But this poses the question, 

how can alternative realities be comprehended and expressed, should language learners only be exposed to 

familiar topics which are of interest to them? 

More than a decade later, scholars such as Hiram Maxim (2006) were still addressing that question 

and the fact that lower-level language courses in the US focused on isolated information at the sentence 

level, often requiring learners to participate in supposed real-world simulations using the language of 

everyday, spoken communication, with an emphasis on language detail, unambiguous, literal meanings and 

clear intent of concrete situations. After having been introduced to the language in such a manner, learners 

who continue into upper-level language courses are then suddenly confronted with entirely new demands 

i.e., they are required to decipher the ambiguous, covert, unstated objectives, metaphorical meanings, open-

ended situations and alternative realities of longer, written texts. Maxim’s (2006) proposal for a more 

holistic integration of “textual thinking” across the FL curriculum promotes a more fluid progression from 

lower- to upper-level courses along which learners might develop a more profound awareness of the 

literariness of language and ambiguities that are inherent to the instructed as well as non-instructed language 

learning settings.  

A further challenge is that ambiguity is often viewed as negative in day-to-day communication in 

general, in which clarity and transparency are deemed desirable. Paolo Bartoloni and Andrew Stephens 

(2010) have discussed this in regard to ambiguity in culture and literature, pointing to the fact that cultural 

ambiguity or diversity is still today often openly contested, in light of which they maintained that 

“ambiguity, or its lack, may be the entrance to different domains, determining in turn the possibility–which 

is also our potentiality–to move at ease between modalities of discourse and being” (Bartoloni & Stephens, 

2010, p. 2). This speaks to the aim of the current study, namely to explore how FL learners might begin to 

move at ease between “modalities of discourse and being”–and how ambiguity, as opposed to the lack 

thereof, can be useful. To that end, it would seem vital that the ambiguities of literary and non-literary 

communication alike be deliberately included in all levels of instructed FL learning. In so doing, learners 
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might be provided the opportunity to develop a deeper appreciation of the ambiguous situations that arise 

in and through linguistic and cultural practices—practices that extend beyond the classroom, and may thus 

assist learners in better navigating the multiplicity and ambiguity of rapidly growing modes of meaning-

making in the 21st century. With that in mind, I now turn to the dimensions of ambiguity that guided the 

current study. It would seem contrary to the nature of ambiguity to attempt to pinpoint an exact definition, 

therefore I only aim to address certain aspects that are most relevant for the pedagogical approach proposed 

here. 

 

1.4 TOWARD A PEDAGOGY OF AMBIGUITY 

1.4.1 Ambiguity, Ambiguity Tolerance, Ambiguous Situations 

Cross-disciplinary perspectives from psychology, philosophy, cultural, language, and literary studies have 

all influenced the conceptualization of ambiguity that is essential to the current study. Ambiguity is not 

limited here to the strict etymological sense of the original Greek word, which refers to the existence of a 

dual opposition between two entities alone. Rather, I follow a broader understanding similar to that 

discussed by Italian philosopher and professor of aesthetics Mario Perniola (2010), who claimed any “word 

or action [is] susceptible to an indeterminate number of different interpretations” (p. 2). Perniola referred 

to the typology of ambiguity proposed by William Empson (1930/1966) who discussed ambiguity as “an 

indecision as to what you mean, an intention to mean several things, a probability that one or other or both 

of two things has been meant, and the fact that a statement has several meanings” (p. 5-6). Empson’s 

typology is based in literary analysis, but the main premises of that work are of consequence for the 

purposes of an ambiguity-oriented, literariness-inspired FL pedagogy, in particular the assertion that “it is 

less the Meaning that matters than ‘what it means to you’” (1930/1966, p. 245)–integrating tasks and 

assessments that allow FL learners, even at beginning levels, to express what a text or other learning 

situation has meant to them correlates well with the principles of a multiliteracies-based FL curriculum. 

For learners and instructors, such an approach to the multiplicity of meanings revealed within or 

through a text relies on a high tolerance of ambiguity, which was defined in psychological studies by Stanley 
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Budner (1962) as “the tendency to perceive ambiguous situations as desirable”–not simply tolerable. This 

stands in contrast to intolerance of ambiguity, namely “the tendency to perceive […] ambiguous situations 

as sources of threat” (p. 29). Behaviors that indicate if a person perceives something to be a threat include: 

repression, denial, anxiety, discomfort, destructive behavior, or avoidance (Budner, 1962, p. 30). FL 

learners often display many of these behaviors and throughout the current study, similar such indicators 

were used in data analysis for identifying participants’ tolerance of ambiguous situations. Budner described 

ambiguous situations as those that are “characterized by novelty, complexity, or insolubility” (Budner, 

1962, p. 49) as well as those “which cannot be adequately structured or categorized by the individual 

because of the lack of sufficient clues” (p. 30). In such novel, complex, and insoluble situations, the FL 

instructor may have to act as facilitator of ambiguity who is on the one hand responsible for embracing 

ambiguity into classroom practices, tasks, and assessments, while at the same time scaffolding the learning 

process in such a manner that they provide learners clues for navigating the ambiguous texts and situations 

which they may encounter. This involves the power of productive doubt, which is understood here as the 

interrogation of knowledge and reality i.e., questioning that which is otherwise considered the one true 

answer, meaning, or perspective.  

The notion of ambiguity as productive doubt to which I refer in the current study is informed by 

Roland Barthes’ (1973/1975) The Pleasure of the Text, in particular the idea that “The text is (should be) 

that uninhibited person who shows his behind to the Political Father” (p. 53). This conception of “text” is 

also related to the idea of ambiguity as “deviation from the norm” as I discuss it in this study, and pertains 

to the pedagogical approach proposed here in the sense of letting down one’s inhibitions when it comes to 

preconceived notions of (rules about) texts, genre, language, culture, the process and experience of language 

learning itself, as well as the constraints placed on FL learners and educators by those rules and 

preconceived notions. In so doing, this study aims to address the goals of a critical multiliteracies-based 

pedagogy, including to render “the implicit explicit, thereby disrupting the commonplace and exposing the 

hidden agendas and ideologies of texts” (Stone & Schowen, 2010, p. 37). To disrupt the commonplace 

understandings of a given text, of what it means to read a text in the FL language, and to expose aspects of 
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a text and individual, affective responses to a text which otherwise may go unnoticed all correspond to the 

notion of ambiguity as deviation from the norm, which I describe in the following section. 

 

1.4.2 Ambiguity as Deviation from the Norm  

When FL learners, educators, and researches focus on mistakes as errors to be corrected or as cultural 

“interference”, the inherent ambiguity of the language within texts is neglected and any readings of those 

texts that are not oriented toward a set of native speaker norms run the danger of being delegitimized. In 

contrast to such a mindset, Heidi Rösch (2000), in a publication on the use of migrational/multilingual texts 

in the German language classroom, suggested that discussions of mistakes as Normabweichungen 

(“deviations from the norm”) can facilitate reflection by teachers and learners on the creative, playful, that 

is also non-conformist, rebellious, nature of language learning. By implementing activities grounded in this 

notion, instructors can assist students who may feel overwhelmed with feelings of uncertainty and anxiety 

because they think it necessary to understand every word, know the one correct answer or translation, or 

formulate grammatically “perfect” thoughts, whether written or oral, in order to be successful users of the 

language. Rather than privileging such anticipated approaches to language learning, the pedagogical 

approach presented in the current study draws on the notion that “learners’ unique points of entry into a 

new culture and their reasons for deciding not to participate or to take an oppositional position in particular 

discourses and practices are as much a part of the design of texts” (Warner, 2014, p. 160 referring to the 

concept of contact pragmatics developed in Gramling & Warner, 2012 and Warner & Gramling, 2013). 

Discussions at the earliest stages of language learning in which instructors acknowledge their acceptance 

of oppositional deviations from the anticipated norms may encourage learners to take more pleasure in the 

process of discovering the language, the manners in which they engage with it to create new meaning, as 

well as the fact that there is not always one direct or literal translation of certain words, phrases, concepts, 

or ideas.  

Accentuating the normalcy of ambiguity as “deviation from the norm” is reflective of the premise 

around which TONGUE, a Berlin-based language project founded by Berlin artist Nadin Reschke along 
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with Oda Projesi (project), a group of artists based in Istanbul, was conceived, namely that: “Everyone has 

its own personal grammar, everyone can create new languages and every person has the right to talk a 

hybrid language developed from the particular circumstances of his or her daily life” (Reschke & Oda 

Projesi, 2012, p. 212-211). The project facilitated language learning courses and activities that allowed 

learners to display their personal language acquisition and the individual meanings they construed from and 

with various languages, dialects, or sociolects–which is akin to Gee’s (2002) discussion of the multiple 

social languages of which each person is a (non)-native user and discourses as distinctive ways of ‘being 

and doing’ that highlight how individuals, rather than groups, enact a language. One suggestion in the 

corresponding TONGUE manual for how to integrate language learning “mistakes” into the classroom as 

a playful, natural occurrence in language learning, rather than as simply to be corrected, is an activity titled 

Schnürsenkel–vergiss es! (Shoelace–forget it!; Bempeza, 2012, p. 157-151). For that activity, learners are 

supposed to first identify words that technically exist in the German language, after which they attempt to 

draw “non-existing” words, and finally find or create more “multiple meaning words”. The activity is an 

excellent supplement for even the beginning stages of learning German, as it highlights the manner in which 

compound nouns are created in German, while allowing students to actively enjoy and develop their 

awareness of the creative and ambiguous nature of the language. 

One additional study that has informed the notion of ambiguity as “deviation from the norm” is on 

translating in the German language class. In that study, Kramsch and Michael Huffmaster (2008) proposed 

an approach to translation that makes explicit to language learners that the purpose thereof is not to “get it 

right” or be “better” than the others, but to experience the diverse manner in which each individual uses 

language to make meaning, as well as to compare and discuss the untranslatability of some terms and the 

ambiguities that are thus encountered and induced. By incorporating similar such tasks that focus on 

“deviations from the norm” from the earliest stages of language learning on, a sense of appreciation may 

be instilled for the uncertainty and doubt when confronted with new, unfamiliar, or ambiguous concepts or 

settings in the classroom, at home, or abroad. In the next three sections I address the connection between 

ambiguity and deviations from the norm in regard to genre, perspective, and silence. 
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1.4.3 Genre and Ambiguity 

Genre-based approaches to language and literacy learning such as those mentioned in 1.2.2 have 

emphasized that the formulaic nature, norms, and conventions of familiar genres can provide learners with 

a sense of comfort to FL learners and instructors in navigating new texts. Critics of the explicit instruction 

of genres have referred to the constraints of generic norms on originality and individuality, as well as the 

argument that “Removed from the contexts in which people acquire new genres […] genres that are learned 

seem too easily reduced from the rhetorical to the formulaic” (Devitt, 2009, p. 340, referring to Freedman, 

1993). For FL learners, the lack of context may seem very pronounced due to the distance to the countries 

where the target language is spoke. Thus, a goal that emerges for FL educators interested in incorporating 

elements of a genre-based approach into their curriculum and classroom is to make seemingly de-

contextualized genres more accessible, applicable, yet also adaptable—including for FL learners who may 

never go abroad, may never encounter the context in which certain (speech) genres are used, and who may 

otherwise not have envisioned using the language ever again.  

The adaptability of genres has been addressed by the applied linguist Ken Hyland (2007), who 

maintained that genre-based approaches to writing are not entirely prescriptive, rather:  

Selecting a particular genre implies the use of certain patterns, but this does not dictate the way we 

write. It enables us to make choices and facilitates expressions. The ability to create meaning is 

only made possible by the possibility of alternatives. By ensuring these options are available to 

students, we give them the opportunity to make such choices (p. 152) 

This means by providing multiple versions and examples of a designated genre FL learners can identify 

(familiar) patterns, as well as less familiar patterns and even deviations from those patterns. This speaks to 

the notion of genre as defined by Charles Bazerman (1997), who referred to genres as “the familiar places 

we go to to create intelligible communicative action with each other and the guideposts we use to explore 

the unfamiliar” (p. 19). The patterns of a familiar genre may assist a FL in navigating less familiar genres 

or works from writers who deviate from generic norms “in the name of individual expression, originality, 
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organic unity, and the chaos within” (Bazerman, 1997, p. 20). To re-create the chaos within familiar or less 

familiar genres requires insight on a variety of genres and one approach that has been proposed by the US-

based English and writing professor and researcher Amy Devitt (2009) is “not  to teach any particular genre 

fully and thoroughly so that students have acquired the genres” (p. 346). Rather, Devitt claimed that it is 

sufficient “to give students enough experiences with those genres that at least some elements of those genres 

might serve as antecedents when students acquire unfamiliar genres in the future” (p. 346). This underscores 

the fact that it is not possible to ever fully know a genre, or a language for that matter. Language, as well 

as genres, however they are defined, are continuously in flux. Students and instructors cannot always 

anticipate that which may spontaneously occur when they encounter various genres in action.  

 This means that FL instructors are challenged with introducing learners to familiar genres, while at 

the same time moving beyond the familiar by incorporating the ambiguities, the deviations from the norm, 

that arise within and across genres, ultimately allowing learners the freedom to break free from generic 

formulas and apply their critical awareness to their own specific context. In order to ensure that learners are 

aware of alternative possibilities for expressing themselves, FL educators may also consider looking to the 

fields of new literacies, hypertext, and literary hybrid (see for example many of the contributions in Cornis-

Pope, 2014; as well as Brooks, 2002; Lankshear & Knobel, 2011). Yet, to navigate the blurred norms and 

patterns of the multiple new genres arising today, FL learners still need at least a grasp of traditional genres. 

By supporting learners in first identifying the typical structures of a certain genre and then deconstructing 

or defamiliarizing that genre, FL learners might be better equipped to make meaning of the ambiguous lines 

of literary and non-literary genres i.e., to make comparisons and connections among not only linguistic and 

cultural communities, but also the textual communities of genre. To what extent FL learners exhibit such 

capacities is examined in the current study through the use of the familiar fairytale genre, as well as multiple 

less familiar variations thereof (see chapter 3 for details on that sub-study). Closely linked to the notion of 

ambiguity of genre as it is presented in this study is the concept of perspective taking i.e., by taking on the 

perspective of the “bad guy” in the traditional fairytale genre, one may come to realize that the generic 
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“happy ending” does not exist for everyone. In this manner, perspective taking can lead to ambiguity, and 

thus it is the next component of ambiguity that I address in the following section. 

 

1.4.4 Perspective and Ambiguity 

Insight on perspective taking from various fields–psychology, cognitive linguistics, language acquisition, 

organization theory–has informed the notion of perspectival ambiguity to which I refer throughout the 

current study. Turning first to organizational theory, in particular a study from Richard Boland and 

Ramkrishnan Tenkasi (1995), experts in management and business administration, in which they proposed 

an alternate to the Shannon-Weaver (1949) conduit model of language that has been most common in 

organizational studies. Their alternate model drew on Ludwig Wittgenstein’s (1953/1968) language game 

model, expanding to include ambiguity of language as a crucial element of both perspective taking and 

making. The notion of perspective making that they discussed is concerned with “how actors make meaning 

of their experience through narrative” (Boland & Tenkasi, 1995, p. 356), while perspective taking involves 

“assumptions an actor makes about the knowledge, beliefs and motives of others” (Boland & Tenkasi, 1995, 

p. 358). Both of these processes are subjective ones in which no rules apply, thus leading to multiplicity of 

ambiguous perspectives. Three major dimensions of perspective taking that have been identified in another 

organizational study on “Building Positive Interpersonal Connections and Trustworthiness” included 

affective, cognitive, and appraisal-related perspective taking (Williams, 2011, p. 4). Affective perspective 

taking refers to the process of imagining another’s feelings from that person’s point of view; cognitive 

perspective taking means imagining another’s thoughts or motives from that person’s point of view; and 

appraisal-related perspective taking requires imagining how events are relevant for others’ goals, concerns, 

and well-being from the other point of view. I refer to these dimensions of perspective taking in the sub-

study on ambiguity of perspective in the FL classroom in chapter 4.  

Perspective taking in the language learning context has been informed by research from cognitive 

linguistics, in which studies have emphasized perspective in the language acquisition process due to “the 

experiential grounding of language, humans’ embodiment that represents the world in a very particular 
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way, the relations between perceptual and imagery representations and the language used to describe them 

[…] and attentional focus” (Ellis, 1998, p. 635). The multiplicity of perspectives due to individual 

experiences of languages and embodied worldviews thus influences the ambiguities that may arise in 

various language learning settings. In a discussion of linguistic communication and symbolic 

representation, the psychologist Michael Tomasello (1999), referred to cognitive/functional linguistics, 

maintaining that perspective includes “the possibility of placing the same entity into different conceptual 

categories for different communicative or other purposes” (p. 118). The ambiguity of perspectival 

categorizations that thus arise has been explained by Tomasello as related to: 

…the use of a particular linguistic symbol implies the choice of a particular level of granularity in 

categorization, a particular perspective or point of view on the entity or event, and in many cases a 

function in a context. And there are many more specific perspectives that arise in grammatical 

combinations of various sorts in regard to first language acquisition, this ambiguity of the 

perspectival nature of language. (p. 119) 

When this linguistic-grammatical ambiguity of perspective in language is further enhanced by the multitude 

of sociohistorical and cultural perspectives that come into play in first and second language acquisition, 

then it seems logical that the perspectival nature of language would present the language learner “with great 

difficulties involving referential indeterminacy and the like” (Tomasello, 1999, p. 119). It is precisely those 

difficulties that arise as a result of the indeterminacy and ambiguity of perspective that I aim to explore in 

the second sub-study (chapter 4). 

 In the second sub-study, I once again turned to Gee’s work for a more literacies-oriented, 

sociocognitive stance on perspective, in particular a study in which one of the primary functions of human 

language is identified as “to scaffold human affiliation in cultures and social groups and institutions through 

creating and enticing others to take certain perspectives on experience” (2001, p. 715). In elaborating on 

this notion that language itself is perspective taking, Gee maintained that “words and grammar exist to give 

people alternative ways to view one and the same state of affairs” (Gee, 2001, p. 716). Reading as well as 

all other processes involved in language learning thus require more than simply conveying facts and 
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information, rather they “must be rooted in the taking and imagining of diverse perspectives on real and 

imagined material and social worlds” (Gee, 2001, p. 717). Assisting FL learners in taking and imagining 

diverse perspectives through explicit, mindful discussions of the ambiguous and multifaceted nature of the 

human experience may be encouraged by bringing them to “use the lens of the Other in learning about 

linguistic and organizational forms in the target culture” (Heidenfeldt, 2011, Genres, Writing, and Identity 

Work section, para. 2). By empowering FL learners with strategies to take and imagine other perspectives 

than that with which they are most familiar, they can be exposed, even if implicitly, to Sigmund Freud’s 

(1919/1982) concept of the Unheimliche2, a notion and state of being that recognizes das Altbekannte, 

Längstvertraute3  (p. 244) in that which one first thought unknown and unfamiliar. Through perspective-

making and taking tasks and assessments, as I propose in chapter 4, language learners may come to not 

only use the lens of others, but may also come to identify the ambiguous nature of that which is most 

familiar–oneself–in the other, or vice versa. This reflects what the Modern Language Association’s (MLA) 

report stated as goals for FL educated in the US today, describing language learners as people who have 

been 

trained to reflect on the world and themselves through the lens of another language and culture. 

They learn to comprehend speakers of the target language as members of foreign societies and to 

grasp themselves as Americans—that is, as members of a society that is foreign to others. They 

also learn to relate to fellow members of their own society who speak languages other than English. 

(2007, p. 4) 

These guidelines show that the intent of perspective making and taking should not be to simply expose 

language learners to other, distant cultures which they may never experience first-hand. Rather, the 

materials and methods implemented in the FL classroom can translate to their own specific context and to 

                                                           
2     A multiple meaning word that in regard to Freud’s discussion has been translated as uncanny, but that also 

means eerie, and has also come to refer to something that is unbelievable, thus incredible, or terrific.  
3     The well-known, long-familiar. 
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bring them to reflect on their own foreignness as well as relate to, and perhaps even embrace that which 

they have otherwise perceived as other in their own culture or society. 

The sustained implementation and framing of activities in which learners reflect on and identify 

with various kinds of others along a progression that allows for critical perspective taking and making (thus 

the production of ambiguity) in the target language is a process of critical creativity that allows students to 

“become something else” or “become somehow other”, as German Studies scholar David Gramling has 

addressed in a study that discusses the “dance” of multilingualism–a dance of perspectival “craziness” that 

is however often stifled due to the frameworks and assessments that attempt to prescribe “logical 

conveyance of preexisting ideations through social transaction” (Gramling, 2016, p. 53). While the latter 

approach is worthwhile in certain contexts, few university students in the US will ever participate in long-

term study abroad programs (NAFSA, 2016) and many come into the FL classroom with the sole intent of 

fulfilling their university-mandated FL requirement, with no thought of putting the language to use in the 

future. Thus, the challenge for FL educators in such a context arises to create opportunities for bringing 

learners to realize that by learning another language, they are gaining more than just words and structures 

to express “logical, structural exchanges of opinion, information, narrative and point of view” (Gramling, 

2016, p. 53). Rather, through engaging in perspective making and taking, FL learners are gaining broader 

socio-cultural awareness pertaining to aspects of “privacy, feeling, emotion, silence, memory, failure, 

constraint, embodiment, pleasure, aesthetics, persistence, presence, authenticity or originality” (Gramling, 

2016, p. 53). All of these aspects contribute to the ambiguity of perspectives and lived experiences of 

language in use, thus they are relevant for language learners in all contexts–including those who may indeed 

go abroad and thus inevitably find themselves confronted with the necessity of expressing and relating to 

perspectives shaped by such dimensions. The current study is in part intended to contribute to preparing 

learners for such perspectival ambiguity and in so doing it draws on the conviction that the process of 

perspective making and taking can prove most ambiguous when something is left unsaid, unspoken, or 

implied through direct or indirect means.  
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1.4.5 Silence and Ambiguity 

That final dimension of ambiguity that I examine in the current study deals with silences. Throughout the 

current study I refer to silence in the broadest sense, as discussed by the sociolinguist Adam Jaworski 

(1997), extending “beyond the simple view of silences as ‘absence of sound’” to be viewed as “metaphor 

for communication” that is, “unifying concept for tackling diverse communicative phenomena: linguistic, 

discoursal, literary, social, cultural, spiritual and meta-communicative” (p. 4). I draw from several of those 

areas in the following discussion of the ambiguity of silence, beginning with spiritual and aesthetic aspects. 

In a study on the significance of silence as the aesthetic attitude that combines contemplation and action, it 

has been stated that: “Ambiguity is at its most intense not in words, nor in action, but in silence” (Perniola, 

2010, p. 2). The intensity of the ambiguity of silence may have to do with what professor of modern Greek, 

Vrasidis Karalis (2010), has considered to be a certain “extra-lingual unease, the existential dysphoria of 

the world outside the text, as refracted through specific works of art” (p. 1). In that study of the ambiguity 

of the (silence of the) sublime, Karalis (2010) discussed a concept of transculturality that lies in the 

ambiguous (transcendent, ecstatic) experience that emerges “in reading and writing when different cultural 

codes of representation confront each other and collide” (p. 8). The collision of cultural codes due to 

silences and the accompanying unease that some may experience can apply to the instructed FL learning 

context and corresponds to the intent of the final sub-study presented in chapter 5 i.e., to provide learners 

with the opportunity to engage with the otherwise silenced, unknown or unidentifiable meanings that arise 

in ambiguous texts and situations. 

  Attempting to capture the unknown or unidentifiable is a concept discussed by Bartoloni and 

Stephens (2010), who introduced several studies that refer to ambiguity as a literary trope and also discussed 

religious and sacred texts as the “work of thinkers poised to convey the unconveyable and to mould 

language to embrace notions such as faith, love and hope” (p. 4). This idea of using language to express 

that which is otherwise not fathomable is a valuable reminder of the unstable, ambiguous nature of the 

worlds and languages through which people move, as expressed through: 
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Symbolism, the cultivation of “decadence”, the avant-gardes and postmodernism [which] are 

emblematic of language’s conscious attempts to break the structures of everyday communication 

and of a poetic and philosophical attitude determined to undermine scientific reason and positivism 

through a renewed experience of the spiritual, the transcendent and the unconscious. (Bartoloni & 

Stephens, 2010, p. 4) 

In this passage, the line that is often drawn between literary (poetic and philosophical) and non-literary 

(scientific) language and communication is emphasized–as well as endeavors to ambiguate the non-literary, 

such as though symbolism and postmodernism. These notions are often related to poetic attempts to express 

something indirectly, with the result that some element is always left unspoken and thus ambiguous.  

The role that symbolic and metaphoric processes play in educational contexts and professional 

development has been discussed as a means for achieving the opposite i.e., for making that which is abstract 

more concrete. For instance in a study on counselling and mythopoetic spaces by Frances MacKay (2008), 

who referred to “metaphor as connecting the conscious with the unconscious, the abstract with the concrete, 

and the affective with the cognitive […] and a vehicle for transformation by offering ways of breaking 

down these and other binary terms” (p. 191, referring to Ellen Siegelman’s work on metaphor in 

psychotherapy from 1990). In this regard, metaphoric language can allow for the abstract and unspoken, as 

well as the unconscious, to be made more tangible. MacKay comes from the field of psychotherapy, but 

has claimed that their findings have “applications for lifelong learning in different contexts” (p. 189). For 

instance, metaphors or metaphoric language often find their way into the hard sciences, in order to make 

complex subject matters more accessible to those less familiar with those fields. In a study of scientists’ 

own conceptions of scientific inquiry, the following metaphors were used by the scientists themselves: 

scientist as artist, science as cooking, playing a cello, writing poetry, painting, engine repair, brick building 

or work that requires a tool bag, science as a chess game, and scientific inquiry as learning a foreign 

language (Harwood, Reiff, & Phillipson, 2005). The chemist who used the latter metaphor is quoted as 

saying: 
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this ability to think abstractly about a problem is absolutely crucial. It’s also crucial to have a lot of 

facts at your disposal it’s very vaguely like learning a foreign language. You have to learn syntax 

and grammar and that’s the thinking abstractly part, how things were generally put together. But, 

also to learn a foreign language you have to learn vocabulary. (Harwood, Reiff, & Phillipson, 2005, 

p. 29) 

While this comparison may make the abstract, complex concept of scientific inquiry more concrete to 

anyone familiar with learning a foreign language, for anyone who has never had that privilege or who does 

not know what exactly is meant by syntax or grammar, this metaphor does not necessarily provide more 

clarity.  

In the same manner that symbolism and metaphoric language can lead to confusion if there is a 

lack of contextual information, other verbal and non-verbal signals can also lead to ambiguity, 

misunderstanding or miscommunication. This is a topic that Galina Fadeeva (2006) discussed in a study 

about irony in the German language classroom, referencing Harald Weinrich’s (1966/2000) claim in The 

Linguistics of Lying that the text recipient is at fault if irony signals do not have the intended effect. Fadeeva 

(2006) thus noted “ironic competency” (p. 83) as yet another dimension to be considered in the language 

learning context, one that would rely on an active reader/text recipient to unearth the hidden, unspoken, 

implied meanings created through irony. One question that arises in regard to this is how FL educators 

might go about assessing if their learners are ironically, or for that matter, symbolically competent? The 

notion of assessment for a FL pedagogical approach grounded in notions pertaining to ambiguity is itself 

marked by silences, so to speak. However, one of the goals of this study is to shed light on some means of 

assessment that are beneficial for highlighting the complexity and ambiguity of language and the language 

learning experience. Therefore, in the following section I provide an overview of relevant insight from FL 

testing and assessment research.  
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1.5 AMBIGUITY AND ASSESSMENT 

In light of new media and technologies, the expanding concept of literacy, as well as the various dimensions 

of ambiguity addressed throughout this dissertation, it is apparent that multiple modes of meaning-making 

are required of FL learners today and thus, there is a need to expand the field of assessment in order to 

better reflect the development of learners’ ability to “make sense multiply, simultaneously, and inter-

operably” (Wyatt-Smith & Cumming, 2003, p. 49). In order to address the question of what kind of 

assessment measures might be incorporated in the FL classroom to show that students and instructors have 

developed an appreciation for concept of ambiguity as discussed in the current study, the focus is not on 

tests in the traditional sense. Rather, in order to lead to a more positive view of ambiguity in FL learning, 

assessment might incorporate similar veins of thinking as those envisioned by Craig Russon (2008), who 

has worked for the UN’s International Labour Office and proposed an innovative paradigm of program 

evaluation, one in which “Evaluators would embrace ambiguity and uncertainty inherent in the evaluation 

context” (p. 75). To embrace the ambiguity and uncertainty within FL assessment processes, the conflicting, 

ambiguous nature of language, as well as the contradictory behaviors that learners may experience when 

encountering those ambiguities, cannot be viewed as something to be overcome or merely corrected. 

Instead, the aim of this study is to examine how ambiguity might be normalized and made part of the FL 

learning experience on a continual, regular basis. To that end, the scholarship that has shaped 

multiliteracies-based approaches to FL learning was insightful.  

In a discussion of multiliteracies and assessment practices in general education settings, it was 

observed that there has been a “theoretical shift away from ‘measuring’ learning, toward assessment 

practices that are explicitly designed to promote learning” (Brown, Lockyer, & Caputi, 2009, p. 202, 

referring to the mathematician Michael Buhagiar’s work on classroom and alternative assessment from 

2007). The promotion of learning through assessment requires dynamic interaction between teaching, 

learning, and assessment, as Caroline Gipps (1994) has also discussed in a proposed theory of educational 

assessment that transcends mere testing of memorized facts or phrases. Similarly, it has been argued that 

expanding domains of such dynamic, literacies-oriented assessment should provide learners with the 
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opportunity to “interrogate knowledge and develop critical thinking skills” beyond the common, even if 

unstated, expectation of “compliant” learners who are “reproducing only the appropriate and authorised 

critical response to issues of critique, evaluation, and even moral stance” (Wyatt-Smith & Cumming, 2003, 

p. 52). Curricula and pedagogical approaches that adhere, intentionally or unintentionally, to such a view 

of compliant learners are further inhibited when tests are treated “as the primary tools through which 

changes in the educational system can be introduced without having to change other educational 

components such as teacher training or curricula” (Shohamy, Donitsa-Schmidt, & Ferman, 1996, p. 299). 

This view of tests has long been criticized by language testing expert Elana Shohamy, for instance in a 

publication from 2001 that discussed multiple areas related to testing and assessment that should reflect 

more democratic, inclusive, collaborative principles–principles that correspond to a critical multiliteracies-

based approach to FL teaching. For effective implementation of such democratic assessment measures in 

FL curricula, the framing and even wording of materials and activities that are used on a day-to-day basis 

must also be reconsidered. Furthermore, careful collaboration among instructors and advisors can assist in 

ensuring instructors’ understanding of how to implement such assessment measures and tasks, in addition 

to attempting to make clear to learners the benefits of such an approach. 

Ultimately, assessment in a multiliteracies-based approach to education has come to be viewed as 

a practice that is intended to ideally extend beyond schooling, curriculum content, and the classroom, so 

that students are encouraged to become “critically reflective life-long learners” (Wyatt-Smith & Cumming, 

2003, p. 55; see also Johnson & Kress, 2003; Kalantzis, Cope, & Harvey, 2003). For this to be achieved in 

the FL setting, one additional objective of the assessment process that needs to be considered is the necessity 

to equip learners with an awareness of the meta-language of literacies-oriented assessment strategies so that 

they can “self-assess and monitor [their own] learning over time” (Wyatt-Smith & Cumming, 2003, p. 54). 

This can be as simple as periodically providing learners with the rubric used by the instructor for assigning 

a participation grade so that they are familiar with the multiliteracies criteria for learning and then asking 

them to grade themselves according to those rubrics, with a written justification so that they begin to 

develop a metalanguage for thinking and writing about their learning as well. For those instructors and 
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educators with more advanced technological capabilities, implemetion of new technologies in instruction 

and assessment can “help students learn to take control of their own learning by defining learning goals and 

monitoring their progress towards them” while also “aiming to assess students’ awareness of their own 

ways of thinking during problem solving” (Nunes, Nunes, & Davis, 2003, p. 377) i.e., computer software 

can to an extent track the metacognitive strategies and attitudes that learners use and display in problem-

solving. Insight from computer-based studies such as those discussed by Cesar Nunes, Marina Nunes, and 

Davis can translate into the classroom, for instance the use of simulations for more learner-controlled 

assessment and self-awareness. The three sub-studies presented in chapters 3, 4, and 5 are meant to provide 

some insight on opportunities and means for addressing some of these issues related to assessment in a 

multiliteracies-based FL classroom. Those studies were all part of a broader curriculum renewal project, 

one that endeavored to move beyond a tolerance of ambiguity in FL pedagogy, in order to more 

comprehensively embrace ambiguous situations. The structure of that curriculum renewal project and the 

corresponding studies is presented in the following chapter. 

 

Chapter 2: Research Design 

2.1 LAYOUT OF THE CURRENT STUDY 

Ambiguity is inherent not only to poetic language and literature, but also to our day-to-day communication 

and culture. Yet in postsecondary FL education in the US, ambiguity, ambiguous texts, ambiguous 

situations, and meanings have often been treated as something to be eliminated, reduced, or at least 

tolerated. One recent study however has recommended more qualitative research that “could shed more 

light on the actual experience of learners in dealing with ambiguous input” (Dewaele & Ip, 2013, p. 62). 

The intent of the current study is meant to do just that, namely to shed light on the actual experience of FL 

learners in navigating ambiguous situations by incorporating ambiguity into a multiliteracies-based FL 

curriculum more comprehensively as a means of contributing to continued efforts in reducing the gap 

between lower- and upper-level postsecondary FL instruction in the US (see for example Maxim, 2006). In 

order to do so, I designed a curriculum renewal project that incorporated three qualitative classroom-based 
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sub-studies in an intermediate-level (fourth semester) German language and culture course at a large, public 

university with a FL requirement for most undergraduates. That course was the first in the lower-level 

sequence at that German Studies department not to use a textbook. Thus it lent itself well to the curriculum 

renewal project that was intended to highlight one attempt at renewed articulation from lower-level, 

textbook-based courses to more content-oriented upper-level courses at a department where lower-level 

language courses are often taught exclusively by graduate students.  

The study was therefore also meant to promote “participation in literature as a living institution” 

(Arens, 2014, p. 196) for graduate student instructors through collaboration with faculty from across 

disciplines and areas of interests (see also Byrnes, 2001). Each of the three classroom-based sub-studies 

focused on one of the three main dimensions of ambiguity addressed in chapter 1–genre, perspective, 

silence–which correlate to areas addressed by Kramsch (2011, p. 364) to consider for the integration of 

symbolic and intercultural competence into language courses. All three sub-studies were guided by the 

overarching questions: If ambiguity is inherent to language, communication, and culture how can we 

integrate it more meaningfully into the FL classroom and curriculum? Can pedagogical tasks and 

assessments be designed and implemented that are intended to integrate, provoke, and foreground a sense 

of ambiguity and thus foster critical awareness of genre, perspectives, and the symbolic, metaphoric, or 

literary nature of language and texts? And in so doing can FL learners and educators move toward “literary 

thinking”, and beyond tolerating ambiguity to more wholeheartedly embracing it? These questions were 

adapted for the three sub-studies, each of which focused on a separate dimension of ambiguity.  

Addressed in the first sub-study is the ambiguity of a seemingly familiar genre, the fairytale, and 

how learners might come to express a more nuanced definition and understanding thereof in the FL 

classroom i.e., bringing learners to move beyond the Disney-fied happily-ever-after notion of the fairytale 

genre toward an understanding of fairytales that encompasses the ambiguities and grittiness that will be 

discussed in chapter 3. Steps in this direction were taken by having learners engage with 1) various texts, 

as well as newspaper articles and interviews from the German-speaking world related to fairytales in 

general; 2) multiple versions of a specific fairytale; 3) as well as multiple other genres in which elements 
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of the fairytale-esque can be identified. In the second sub-study, I examined ambiguity of perspective 

through various perspective-taking and making tasks and assessments. To this end, texts that deal with 

themes of exile and migration were used, while also playing with fairytale motifs and narratives. Finally, 

the third sub-study drew from the newly emerging field of Linguistic Landscape Studies (LLS) to examine 

how various linguistic and semiotic landscapes—linguistic and non-linguistic representations in the public 

spaces of our everyday surroundings—can be implemented as a tool for teaching with the ambiguity of 

silences in the FL classroom. I implemented tasks and assessments designed around linguistic landscapes 

as portrayed in songs and music videos, soccer films, as well as in postcards and photographs collected in 

Leipzig, Germany by SA students and instructors. Before expanding on the details of each sub-study of the 

curriculum renewal project in chapters 3-5, I first provide a brief overview of qualitative research in 

language education and then more information about the institutional context and setting of the current 

study. 

 

2.2 QUALITATIVE CLASSROOM-BASED RESEARCH IN LANGUAGE EDUCATION 

Common characteristics of qualitative research include: natural settings, researcher as data gatherer through 

extended firsthand engagement, descriptive data focused on meaning, complexity, subjectivity, process and 

perspectives, an emergent design and inductive data analysis, and reflexivity (Bogdan & Biklen, 2007; 

Hatch, 2002; Mackey & Gass, 2005). These all speak to the nature of the current study, which is rooted in 

the understanding of ambiguity as I have discussed it in the previous chapter, namely as having to do with 

the multiplicity and indeterminacy of meanings as well as the deviations from the norm that are inherent to 

language and language learning. I approached all aspects of the current study from a poststructuralist stance, 

including the curriculum, materials, and assessment development, and referred to major themes identified 

by Tim McNamara (2012) in a special issue of Applied Linguistics on poststructuralism including “critique 

of current social, political, and cultural forms” (p. 477); questioning of “stable truths and the stable structure 

of the linguistic sign” (p. 477); and “critical awareness of […] the presence of the irrational within social 

structures” (p. 478). For qualitative data analysis within a poststructuralist paradigm, the epistemological 



45 

 

conviction applies that “multiple truths exist, and these are always local, subjective, and in flux” and data 

is understood as “texts that represent one of many stories that could be told” (Hatch, 2002, p. 19). In order 

to speak to the multiple truths and many stories revealed through the curriculum renewal project that framed 

the current study, I conducted three qualitative classroom-based sub-studies.  

Within second and foreign language research, classroom-based studies are often used in addition 

to laboratory-based studies in order “gain a deeper understanding of the complexity of second language 

learning” (Mackey & Gass, 2005, p. 186) and are intended to provide insight on effective implementation 

of certain tools or strategies to enhance the second language learning experience. Alison Mackey and Susan 

Gass (2005) identified two main types of classroom-based research, namely work that focuses on the role 

of instruction in second language learning and what is known as action research, or a “mode of inquiry 

undertaken by teachers [which] is more oriented to instructor and learner development than it is to theory 

building, although it can be used for the latter” (p. 216). Proponents of such teacher-led research, for 

instance Donald Freeman (1998), have referred to implications thereof for: making research truly central to 

teaching; cultivating an inquiry-based attitude toward the world and teaching; transforming public 

perception of teaching as a professional/academic discipline, and therefore transforming education. 

Common techniques for data collection in such classroom-based research studies that are identified by 

Mackey and Gass (2005) include observations and various kinds of introspective methods i.e., “data-

elicitation techniques that encourage learners to communicate their internal processing and perspectives 

about language learning experiences” (Mackey & Gass, 2005, p. 201).  

For studies that are concerned with as little intervention as possible and less insistence on 

immediate restructuring of the learning environment, introspective methods of data can be  implemented 

that oftentimes correspond with actual coursework or assessments, also referred to as student artifacts 

(Mackey & Gass, 2005, p. 204).  As J. Amos Hatch (2002) stated, a main advantage of artifact analysis is 

that “it does not influence the social setting being examined” (p. 25). This was relevant for the current study 

in that it was my desire for students to openly express their true beliefs and opinions without saying what 

they thought I wanted to hear for my dissertation. To this end, common introspective methods of data 
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collection, framed often by sociolinguistic/pragmatics-based research paradigms, include: making video 

and or audio recordings of (native) speakers using the language in everyday context; video playback for 

interpretation to investigate how participants react to pragmatic in appropriateness; open or closed role-

plays; discourse completion tests, which are often used for investigating speech acts, meaning participants 

speculate on how they would react in a given scenario; elicited narratives, for example in response to an 

image or silent film (Mackey & Gass, 2005) and all other means of documenting student work, including 

diaries or journals (Freeman, 1998). Research studies that are conducted using such 

sociolinguistic/pragmatics-based methods focus on language in context, emphasizing “social and 

contextual variables as they affect the learning and production of a second language. The underlying 

assumption is that second language data do not represent a static phenomenon.” (Mackey & Gass, 2005, p. 

86). 

 Variations of these methods were adapted for this study as pedagogical tools and the learner 

responses, or artifacts, were collected and analyzed as data with the intent of revealing the multiple 

experiences told by the learners in the narratives of their artifacts–similar to what Gary Barkhuizen (2014) 

has claimed about narrative studies that reveal “the stories teachers and learners tell about their lived and 

imagined experiences” (p. 450). Likewise, narrative studies are “concerned about the possibilities of 

representing the complexity of individual lives in texts” (Hatch, 2002, p. 28) and have become more 

common in research on language learning and instruction (see Barkhuizen, 2014 for an annotated research 

timeline; also Barkhuizen, 2015). A mixture of the paradigms and approaches addressed here informed the 

data analysis for each of the sub-studies. Further details are provided in their respective chapters. In the 

following section I outline the curriculum renewal project, including task and assessment development. 

 

2.3 CURRICULUM RENEWAL, TASK, AND ASSESSMENT DEVELOPMENT PROJECT 

2.3.1 Timeline and IRB Approval  

In fall semester 2014, I began the curriculum renewal project, including materials and assessments 

development for an intermediate German class at a large public university in the US southwest. In that 
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semester I also applied for and was granted approval by the Internal Review Board (IRB) to request consent 

from students to participate in the study. The curriculum was initially implemented in two sections of the 

course in spring semester 2015 (SS15). A condensed version of the curriculum was used in an intensive 

session that I co-instructed in Summer 2015. Prior to fall semester 2015 (FS15), some revisions were made 

to the curriculum based on initial data analysis as well as experiences teaching and student feedback on the 

course in SS15 and Summer 2015. In FS15, revised materials and assessments were implemented again in 

the one section of the course that was offered. An extension of the IRB approval was granted in December 

2015 (see Appendix A for IRB consent form). I applied for and was granted IRB renewal in order to again 

request consent from students in the two sections of the course that were offered in Spring 2016 (SS16), 

using slightly revised materials and assessments. There are a few instances throughout the dissertation in 

which I refer to the changes or examples from SS16, but otherwise no participant data from that semester 

was included or analyzed in the current sub-studies. In SS16, teacher training was taken into more careful 

consideration and informed by several recent studies (see for instance Allen, 2011; Allen & Dupuy, 2011; 

Dupuy & Allen, 2012) on professional development of graduate assistants in teaching (GATs) that have 

demonstrated how crucial careful collaboration between instructors and advisors can be in order to guide 

instructors who are less familiar with certain pedagogical approaches throughout their conceptual 

development and implementation of related pedagogical practices. No data on teaching training components 

were included in the current study. 

 

2.3.2 Course Parameters 

The curriculum was created for a university-level, four credit, fourth semester German language and culture 

course. The course met for 16 weeks, four days per week for 50 minutes per class period. Minor revisions 

were made to the general course description as stated in the syllabus–emphasis is added in the below excerpt 

from that description to indicate the major additions or changes that were made: 

This is a content-based German language and culture course that is intended to introduce you to 

longer stretches of written and spoken texts. The course material is based on German fairytales and 
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other texts. By the end of the semester, you will be able to read, write, speak and listen to/about a 

variety of topics in a variety of time frames, follow stories and descriptions of some length and in 

a range of genres, and write and present in a generally coherent and stylistically aware way. You 

will also deepen your understanding of the cultures and history of the German-speaking world. 

Course materials include (web-based, downloadable) readings of fairytales and other texts in 

German, readings about the German-speaking countries and their people, German-language films 

and songs. Throughout the semester, you will complete various projects relating back to the 

themes we have discussed in class.  

No textbook was used for the course, which was conducted one day a week for most weeks of the semester 

in a computer lab, depending on availability. Apart from the course syllabus, all materials (slides, handouts, 

videos, etc.) used in the course, including discussions, were in German. 

 

2.3.3 Materials Selection and Sequencing 

The first step in curriculum renewal was determining thematic and genre selection and sequencing. The 

curriculum was divided into three units, which corresponded loosely to the three major dimensions of 

ambiguity addressed in chapter 1 (see Appendix B for curriculum overview). An overview of the course in 

Table 1 below, similar to the German version provided to students at the beginning of the semester, shows 

the sequencing of the curriculum, which began with a unit on the generally familiar genre of the fairytale, 

then moved on to other literary genres, and closed with non-literary texts. Materials were selected under 

consideration of a wide variety of learner motivations and interests as well as with the intent to contribute 

to efforts in scaffolding the progression into courses where extended discourse and the communication of 

abstract ideas are facilitated. This meant that materials were intended to prepare German Studies majors or 

minors for the advanced and upper-level courses that they would later encounter; while at the same time 

were meant to engage participants with other majors and minors, in the hopes of motivating them to 

continue learning German or other languages later, even after fulfillment of their FL requirement. 
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Table 1: Course Overview 

For the first unit of the course, entitled “The Fairytale of the Fairytale”, materials drew from: 1) 

those used in a previous version of the course, which had been based on versions of fairytales in the Grimm 

collection, as well as modern-day film versions thereof. Reframing of the corresponding tasks and 

assessments for those selected materials from a multiliteracies perspective and a focus on ambiguity was 

essential for the current study; 2) the textbook Mitlesen, Mitteilen (Morewedge, 2008) parts of which were, 

at that time, being used in the fifth semester language and culture course at the same institution; 3) additional 

(online) sources chosen for their potential to draw participants’ awareness to the role that fairytales have 

played and still play in the German-speaking world and beyond, including the ambiguous nature of the 

origins of the fairytale genre, as well as their potential for multiple (re)interpretations. All new materials 

were selected with Kramsch’s (2011) recommendation in mind to confront learners of all levels with 

Unit 1: Fairytales (Ambiguity of Genre) 

Texts/Themes Important Tasks and Dates 

 Introductory materials on fairytales  

 A (well)-known fairytale: “Little Red 

Riding Hood” (Grimm version as well as 

others) 

 A lesser known fairytale 

 Essay 1: Diary/profile of a fairytale or other 

fictional character 

 Group Project 1: Own version/parody of a fairy 

tale 

Unit 1 Reflection 

Unit 2: The Fairytale-esque in Other Literary Texts (Ambiguity of Perspective) 

Texts/Themes Important Tasks and Dates 

 Middle Ages and Till Eulenspiegel 

 Storm and Stress 

 Expressionism / Dadaism 

 Exile literature and cabaret 

 Literature and films about migration 

 Essay 2: Playing a prank with Till Eulenspiegel  

Unit 2 Reflection 

Unit 3: The Fairytale-esque in Non-Literary Texts (Ambiguity of Silence) 

Texts/Themes Important Tasks and Dates 

 Contemporary (pop) music 

 Letters to the editor 

 Biographies 

 News and newspapers 

 Comics/caricatures 

 Soccer 

 Postcards and photographs 

 Essay 3: Letter to the editor 

 Group Project 2: Cabaret group 

Unit 3 Reflection 
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complexity and ambiguity. This held true for materials selection and task/assessment development in the 

other two units as well. 

 The second unit of the course was conceived as a “Journey Through the Literary History of the 

German-Speaking World” during which participants were challenged to identify “The Fairytale-esque in 

other Literary Texts”. Materials were selected for the ambiguity of perspectives created within and through 

them, as well as their connection to the overarching themes of the unit: borders, home, exile, and criticism 

of social structures. An overview of the materials implemented in unit 2 is provided in Table 2 below. 

Table 2: Unit 2 Themes 

Unit 2 Themes: 

 (Humor and) criticism of social structures and situations 

 Life as Ungeziefer / in exile / in a foreign country  

 Borders / home 

Text type Text Select text-related tasks/ assessments 

Comical/merry 

tales  

Select stories of Till Eulenspiegel  

(In Classen, 2000) 

Transformed practice: Story about 

playing a prank with Eulenspiegel in 

Middle Ages or today 

Poem The Farmer to His Illustrious Tyrant, 

Gottfried August Bürger, 1773 

Critical framing/transformed practice: 

Audio recording 

Excerpt from  

epistolary novel 

The Sorrows of Young Werther 

Johann Wolfgang von Goethe, 1774 

Transformed practice: SMS-Text from 

Werther to Wilhelm about Lotte 

Woodcut print The Great Resurrection 

Vasily Kandinsky, 1913 

Critical framing/transformed practice:  

Written reflection 

Excerpt from 

novella 

Metamorphosis  

Franz Kafka, 1912/1915 

Critical framing/transformed practice: 

Audio recording (SS15) / Written 

reflection (FS15) 

Cabarett piece “Like in a Fairytale”  

Erika Mann, 1933/1995 

Critical framing/transformed practice:  

Audio recording 

Excerpt from 

novel 

Transit  

Anna Seghers, 1944/2001 

Critical framing/transformed practice:  

Audio recording 

Excerpt from 

short story 

“Where Europe Begins”  

Yoko Tawada, 1991/2006 

Transformed practice: Graphic novel-

style version 

Short stories “Compass” & “Telephone Interview” 

Zafer Şenocak, 2006 

Critical framing/transformed practice:  

Written reflection 

Film Me Boss, You Sneaker  

Hussi Kutlucan (Dir.), 1998 

Transformed practice: News story or 

diary entry 

The texts, themes, and corresponding tasks and assessments included in unit 2 were meant to stimulate 

critical awareness of how perspectival ambiguity–as related to indeterminacy, confusion, alienation, 

silence, etc.–can lead to the establishment or subversion of power. This notion had a recurring role in the 

third unit of the course as well, which was titled “The Fairytale-esque in ‘Non-Literary’ Texts” and was 
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meant to provide students with the opportunity to contemplate the role of the literary in the everyday, to 

appreciate the connections between literary and non-literary texts, as well as the ambiguity of silences. 

Materials selected for the final unit were chosen for their potential to highlight some form of criticism of 

social structures and situations.   

Table 3: Unit 3 Themes 

Unit 3 Themes: 

 Symbolic power in diverse linguistic landscapes 

 (Humor and) criticism of social structures and situations 

 Sports (soccer) and patriotism 

Text Type Texts Select text-related tasks / 

assessments 

Lyrics and 

music videos 

Songs from Dota Kehr and die 

Stadtpiraten 

Transformed practice: Fan letter 

Biographies Biographies of Dota Kehr & 

Kurt Tucholsky  

Transformed practice: Autobiography 

for group project 2  

Letter to 

publisher 

“Notice to my publisher” (Kurt 

Tucholsky, 1932/2012) 
Transformed practice: Letter to the 

editor in response to article of choice 

from a German-language newspaper 

(written) 

Letters to the 

editor 

Letters from the Badische Newspaper in 

response to an article titled “Parking 

Attempt Ended in Chaos” (2015, April 1) 

Newspaper 

article 

Article of choice from German-language 

newspaper 

Caricatures Caricature of choice from various online 

German-language sources 

Critical framing/transformed practice: 

Caricature analysis 

Film clip The Miracle of Bern  

Wortmann (Dir.), 2003 

Critical framing/transformed practice: 

audio recording 

 Documentary 

film 

Germany. A Summer’s Tale  

Wortmann (Dir.), 2006 

Clip from 

documentary 

film 

Hooligans. A Different Summer’s Tale 

(n-tv, 2006) 

Postcards Soccer postcards from Leipzig (collected 

summer 2014) 

Critical framing/transformed practice: 

written reflections 

Linguistic 

landscape 

photographs 

- Study abroad students’ photographs 

of Leipzig’s linguistic landscapes 

- Participants’ photographs of German 

in the linguistic landscapes of our 

everyday surroundings 

2.3.4 Task and Assessment Development 

For concrete task and assessment development in all units of the curriculum, the framing, structure, 

metalanguage, evaluation, and grading from a multiliteracies perspective with a focus on various 
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ambiguities were all crucial. For this purpose, the four curricular components proposed by the New London 

Group (Cazden et al., 1996, p. 83) served as a practical guideline for systematic integration of 

language/cultural learning and ambiguity. Learning throughout the entire course, in each overall unit, as 

well as in thematic units and lesson plans was meant to cycle through the phases of critical framing, situated 

practice, overt instruction, and transformed practice (see 1.2.1 for more on those phases). Through these 

various tasks, students were confronted on a receptive as well as productive level with a variety of genres 

and tasks, including audio, written, and visual modes. Students were provided access to all course materials 

(including texts, films, videos, images, audio files as well as handouts and PPTs) on the web-based course 

learning platform used at that university (D2L, also known as Desire2Learn). In addition to some in-class 

handwritten assignments, a variety of Web 2.0 tools were implemented for major tasks and assessments. A 

list of general task/assessment types, purpose, frequency, and grading criteria are provided in Table 4 

below–phrasing for purpose refers to that used by Kristen Michelson and Beatrice Dupuy, 2014. 

Table 4: Overview of Task & Assessment Types 

Task/Assessment Type Purpose Frequency Grading criteria 

Audio recordings 

(submitted to course 

website dropbox) 

Situated practice to allow students to 

develop their ability to speak freely; to 

voice their thoughts and opinions in a 

less threatening atmosphere than in the 

classroom 

Three times 

per unit (9 

total) 

Task completion; 

coherency & 

fluency; 

expression; 

structures; 

pronunciation & 

intonation 

Discussion (tool on 

course website) 

Critical framing to stimulate discussions 

among learners; to enable sharing of 

different perspectives and knowledge on 

a given topic  

Weekly or 

Bi-weekly 

Task completion 

Essays (submitted to 

course website dropbox) 

Transformed practice to improve written 

communication on various topics that 

incorporate some element of 

“ambiguity” 

Three drafts 

of three 

essays 

correspondi

ng to each 

unit 

1st Draft:  

task completion; 

structure & 

coherency 

2nd Draft: structure 

& coherency; style/ 

word choice/ 

idiomaticity 

Final Draft:  

style/word choice/ 

idiomaticity; 

grammar 
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Unit reflections (using 

course website quiz tool 

in computer lab) 

Situated practice to gauge learner 

reactions to unfamiliar texts and provide 

baseline information on their “tolerance 

of ambiguity” (unit 1 reflection); 

Transformed practice to allow learners 

to reflect on the texts and themes 

encountered throughout the course 

Three Task completion; 

comprehensibility; 

complexity 

Multimodal group 

project (video, written, 

PPT, reflective 

components) 

Transformed practice to promote 

collaboration, meaning negotiation, and 

experience of ambiguous situations 

Twice Self, peer, and 

instructor 

evaluation 

components 

Various short written 

assignments and 

reflections 

Situated practice to gauge learner 

reactions to familiar and unfamiliar texts 

and topics 

Daily / 

Weekly / 

Monthly 

task completion 

 The main form of (formatively) summative assessment in the course were the three unit reflections, 

although percentage-wise they only accounted collectively for 20 percent of the overall course grade. Those 

were conducted online, which saved paper and alleviated the feedback and data collection process. It also 

allowed students to access all materials on the course website, as well as one German-English online 

dictionary, and any other hyperlinked information in the prompts. Since the class met in the computer lab 

once a week throughout the semester, students were generally comfortable with the setting, although some 

minor technical difficulties did arise in a few instances (i.e., students could not log on to a certain computer, 

or forgot to save their answers). More information on the institutional setting and research context is 

provided in the following section. 

 

2.4 RESEARCH CONTEXT: INSTITUTIONAL SETTING, INSTRUCTORS, PARTICIPANTS 

2.4.1 Institutional Setting 

According to the second language requirement policy at the large, public university in the US southwest 

where the current study was implemented, all students enrolled in B.A. degree programs must demonstrate 

fourth-semester skill level in a second language. Various options for fulfilling this requirement existed. For 

those who opted to learn German and had no prior knowledge, the normal progression was through the four 

semesters of the basic language program, similar to many other FL programs at US universities. The course 

in which the current study was implemented was the fourth, and thus for many students, the final semester 
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in the lower-level sequence. Those who had gone through the first three semesters of the sequence were 

familiar with a communicative approach to language instruction using a popular German language textbook 

in the US, including the corresponding online workbook. The textbook was supplemented with some 

additional texts. Weekly quizzes and chapter tests based on the textbook publisher’s test bank had been the 

standard means of assessment, as well as small writing tasks. In Fall 2014, audio recordings had been 

formally introduced in all sections of the courses in the lower-level sequences. 

 

2.4.2 Instructors 

During the initial semester of curriculum implementation (SS15) for the current study, there were two 

sections offered. I instructed one section of the course, and supervised the GAT instructing the other section, 

who was a non-native speaker of German pursuing an M.A. in German Studies as well as a supplementary 

high school teaching certificate. I met with the GAT on a regular yet ad hoc basis to discuss materials and 

assessment development, and grading. We also observed each other teach and I instructed the other section 

on a few occasions as well. One significant potential cause for variation in findings of the data analysis is 

for that between sections in SS15, when I instructed Sec 1 and another GAT instructed Sec 2. While I 

worked closely with the other GAT, I cannot entirely account for what was conveyed in their section or 

how. My co-instructor in Summer 2015 as well as GAT of the second section of the course in SS16 was a 

non-native speaker of German pursuing a PhD in Second Language Acquisition and Teaching (SLAT). In 

SS16, we met on a weekly basis to discuss in detail the materials for the upcoming week. I provided that 

GAT with weekly overviews of all materials, as well as upcoming projects, assessments, themes, etc. and 

also instructed that section on a few occasions.  

 

2.4.3 Participants and Their Language Learning Background 

There were 49 total consenting participants from three sections over two semesters whose data were 

analyzed for the current study. In SS15, 20 of 21 students enrolled in section 1 (Sec 1) gave their consent 

for their work to be analyzed. In section 2 (Sec 2), 12 of 17 students originally enrolled in the course 
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consented (one student withdrew before the end of the semester). In FS15, 17 of 20 enrolled students 

consented. All participants were assigned gender-neutral pseudonyms in order to better maintain their 

anonymity and I use gender-neutral pronouns to refer to them. This is keeping in line with the APA style 

guide’s recommendations for reducing bias in language4.  Information on participants’ majors and minors 

as well as standing was obtained from the university-provided class list. Details about learners’ language 

learning background (LLB) was gained through an at-home, German-language writing assignment in week 

1 of the course (see prompt in Appendix C). This reflection was considered as an initial indicator of learners’ 

level of comfort with ambiguous situations related to language learning as pertaining to their recounts of 

positive and negative learning experiences, in particular in regard to mention of instances of ambiguity, 

uncertainty, or doubt. Summaries of the responses from each section included in the current study are 

provided below. No corrections have been made to the original participant responses and in my translations 

I made only minimal changes to reflect standard English grammar.  

 

Spring 2015, Section 1 

Of 20 participants in SS15 Sec 1, there were only three German Studies minors and no majors. The 

participants had a broad range of experience with languages in general–ranging from knowledge of four to 

six languages, to a few who only had experience with German as a foreign language. Some had already 

attended German classes in high school, one of those for four years and had spent time in Germany; two 

had German mothers and had been exposed to German as children; and one had lived in Germany for five 

years as a child. A few were only in their fourth semester of German. Word count in the LLB responses 

reflected this variety: 288 words was the highest and that student had experience with four languages; the 

lowest was 59 and that student had previously only learned German for three semesters; class participant 

average was 181.45. For this group of learners, negative aspects of previous language learning experiences 

were often related to grammar and to teachers who were described as disorganized, not caring about or 

                                                           
4      To this end, I also refrain from capitalizing certain words throughout which may otherwise be considered proper 

nouns. 
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speaking the language–and one teacher who was referred to as evil. Pedagogical approaches described as 

“traditional” were also listed as negative, including memorizing long vocabulary lists and basic sentence 

structures, with little emphasis on speaking the language. There were individuals who might be described 

as having a lower tolerance of ambiguity, ranging from one participant who mentioned their frustration 

about not being able to understand a foreign language, to another participant who was so inhibited by fear 

of taking a higher level course despite having tested into the fifth semester level course as a freshman, that 

they initially refrained entirely from taking any German course. Overall though, this group of learners listed 

largely positive experiences with language learning and indicated a positive perception of learning 

languages in general, including the ability to visualize the perspectives of the country and people of the 

language; friendship was also mentioned as well as helping others. As a whole, this group seemed to have 

a relatively high level of comfort in dealing with the ambiguity of language learning–the pinnacle being a 

learner who recognized the value of language learning for appreciating what it means not to understand: 

“Ich gelernt wie es war, um nicht zu verstehen”5 (Logan).  

 

Spring 2015, Section 2 

Of the twelve participants in SS15 Sec 2, four were German Studies minors but there were no majors. 

Similar to Section 1, they had varied language learning backgrounds, ranging from experience with four or 

five languages to a few who had only learned German as a foreign language. Some of those participants 

had previous experience with German in high school. There were two international students. Average word 

count for this group in the responses on the LLB was a bit lower than in SS15 Sec 1, at 171 (low 77; high 

267). Almost all participants mentioned their teachers as a positive part of their previous FL learning 

experience; one international student praised teachers in the US for trying to make the lessons more 

interactive with more conversation and not being “so obsessed” with book exercises as teachers in their 

home country. A few did however mention teachers as a negative influence on their previous FL learning 

                                                           
5      I learned what it meant, not to understand. 
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experience–one teacher whose German had been perceived as “wrong” by the participant and one who was 

described as having been condescending. Participants in this group identified various valuable aspects of 

FL learning–standard answers, similar across all sections, included travel, communication, job, family. In 

this group there was also mention of the advantages for learning other subjects and languages as well as 

one’s own language, for perspective taking, and the potential to teach that FL to others. One participant 

claimed to have found a new voice in the previous three semesters of German at the same institution, despite 

coming in despising FL learning after their high school Spanish experience, which had left them believing 

they were incapable of learning a language. The overall level of comfort with the general ambiguity of 

language learning seemed to range more in this group: from an international student afraid to speak English 

with people in the US; to one participant who expressed the need to completely know the language in order 

to fully appreciate it, in particular poetry because so much “goes missing” in translation; to someone who 

said “Ich habe kein Angst im mein Deutsch Kurs. Ich frage vielen Fragen immer in die Klasse und ich kenne 

es ist okay zu einen Fehler machen”6 (Dale); and another who took so much pleasure when encountering 

German outside of the classroom that it made them giggle. 

 

Fall 2015 

At time of enrollment, only two of the 17 participants in FS15 had declared German as a minor. Compared 

to both sections in SS15, this group had overall less experience with language learning–the most languages 

mentioned by a learner was four, one of those being their first language. Prior exposure to German varied 

greatly: one participant had attended Gymnasium in Germany for two years, four participants had learned 

German in high school and/or at other colleges before transferring, while the rest (10) had started at that 

university and were in their fourth semester of the basic language progression there. One student (Chris) 

had been exposed to some of the course materials in the department’s summer SA intensive course that 

combined third and fourth semester content into four weeks. Normally students who continue on with 

                                                           
6      I’m not afraid in my German course. I always ask a lot of questions in class and I know it’s ok to make a 

mistake. 
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German after that SA course do not repeat the fourth semester course, but this student, who was in an 

accelerated Master’s program, had not received credit for the SA course and was adamant on staying in the 

class, due to perceived lack of linguistic development while abroad. While I cannot entirely account for 

what course materials that learner had already encountered, I included the participant’s responses in data 

analysis, but indicated where it seems they may have had prior exposure. 

The majority of students reported positive FL learning experiences, despite some struggles, as for 

instance with one participant who had repeated at least one previous language class and had the lowest 

word count (93) in their response on their LLB. Highest word count for this group was 287 with a class 

average of 213–much higher than both sections in SS15 due to an additional set of questions in the prompt 

about individual expectations and goals for the course: “Was erwarten Sie von diesem Kurs? Was möchten 

Sie besonders lernen/üben/verbessern? Warum?”7 Goals for the course focused largely on the four skills 

and/or grammar, vocab, culture; many expressed the desire to “be fluent” should they ever go to Germany; 

one participant wanted to get a good grade, and one participant (Parker) explicitly mentioned the FL 

requirement, stating they wanted “to go out strong” in their final semester of German–not their final 

semester at the university, the student was a sophomore, but apparently not interested in continuing with 

German. One participant wanted to gain new perspectives, which was mentioned as a general benefit of 

learning foreign languages by another participant. Many wrote of the communicative opportunities 

available for connecting to other peoples and cultures; two mentioned cognitive benefits; and one 

participant, Miley, noted college credit as the most valuable aspect of learning a language–Miley eventually 

stopped coming to class and in the end did not receive any credit. 

Similar to the two sections in SS15, the teacher was the most cited reason for language learning 

experiences having been positive or negative. Additional negative experiences were due to grammar and 

the perceived difficulty in retaining the language, in particular, as one participant stated, in a class that is 

mandatory and focused on memorization and testing. There seemed to be a lower level of reflection on 

                                                           
7      What do you expect from the course? What would you particularly like to learn/practice/improve? Why? 
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comfortableness with ambiguity in language learning, for instance one student directly stated being afraid 

to speak because of their perception that their German did not sound good; another addressed frustration 

about difficulty in getting a good grade; and one participant specifically mentioned audio recordings as 

source of stress. A few did indicate a higher level of comfort with ambiguity, such as one participant who 

recounted their appreciation of their own “mistakes” and one who recognized that “Zu lernen eine neue 

Sprache, sie mussen bereit fur scheitern”8 (Leslie). 

 

Summary of Responses on Language Learning Background 

What was striking about the responses from participants across all three sections was the emphasis placed 

on the teacher as major factor in the experience of FL learning being perceived as either positive or negative. 

This is an initial indicator for the fact that ambiguity is in many ways subjective and how learners and 

educators deal with it is a matter of positioning and legitimacy. The wide variety in responses also speaks 

to the belief that educators should attempt to the best of their resources and ability to attend to the learners’ 

individual lifeworlds i.e., their personal lived experiences (drawing on studies from researchers who have 

taken a polyvocal phenomenological stance toward qualitative research such as King et al., 2008). Taking 

these subjective learner experiences into more explicit consideration throughout all steps of curriculum 

renewal, implementation, and instruction might assist in creating not only more motivated learners, but also 

ease the path for bringing learners to embrace that which otherwise may have made them uncomfortable, 

as well as various other dimensions of ambiguity. 

 

2.4.4 My Role as Researcher 

Now that I have provided detailed information on the participants in the current study, I find it necessary 

to reflect on my role as the researcher, in line with Barkhuizen’s (2015) reminder to consider researcher 

subjectivity in qualitative (narrative) studies. Throughout the course of this study, I took on multiple roles–

                                                           
8      To learn a new language, you must [be] ready for failure. 
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curriculum, materials, and assessment developer; teacher of those newly designed materials; mentor to my 

fellow graduate students teaching the accompanying sections of the class; supervisor to GATs of the three 

prior classes in the sequence of the basic language program; and researcher. The constant negotiation of 

these multiple roles was time-consuming, challenging, but highly engaging and productive. A particular 

challenge was my desire as researcher to have as much meaningful data from as many participants as 

possible, while at the same time being a teacher conscientious of the stressful demands placed on 

undergraduate students in the US and not wanting to overwhelm them, or the graduate students teaching 

the other sections of the course.  

As teacher-researcher, I was also faced with the difficulty of bringing students to say and write 

what they truly thought and felt, not what they imagined I wanted to hear for my dissertation. This meant 

constant, painstakingly detailed consideration of not just how to (re-)phrase the prompts for tasks and 

assessments, but also my in-class materials and discourse. I made every attempt to impart to students the 

value of their voices, opinions, and interpretations, emphasizing that any interpretation I may have provided 

of a text, although I generally attempted to refrain from doing so, was only one among many valid 

interpretations. For this reason, I also purposely waited until the very end of the semester to request student 

consent to save and analyze their data, never revealing my dissertation topic until then, in the hopes that 

they would not try to change their voice or frame their ideas from a perspective they believed I found more 

insightful.  

Due to my familiarity with the participants from the sections of the course that I taught, I knew the 

peculiarities of their writing or speaking style quite well. In light of my desire to attend to individual 

lifeworlds of the participants, I view this as an advantage of teacher-research. Indeed, I felt much more 

detached during the reading, translating, and analyzing of data from the section of the course that I did not 

instruct. For all sections, I read and re-read the data for the three sub-studies multiple times, looking for 

instances in which students reflected on, expressed, or disregarded various dimensions of ambiguity. 

Through those studies, it is my intent to reveal what reactions learners had to those various kinds of 
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ambiguity and how this insight might complement a multiliteracies-based approach to postsecondary FL 

education in the US. 

 

2.4.5 Informed Consent, Data Collection and Analysis 

At the end of each semester, I went to each section of the course to explain the study to students and assured 

them of their anonymity. After answering questions, I left the room and a student volunteer in each section 

collected the signed or unsigned consent forms from the students and brought them to the designated office 

for safekeeping until after final grades had been submitted. This blind consent process was to ensure that 

students did not feel coerced into participating. Across all sections and semesters, student data were 

collected through multiple primary sources: individual, group, and teacher artifacts including reflective 

written and audio narratives and reflections, textual responses, transformation activities, lesson notes and 

observations, as well as video recordings of select lessons. Secondary sources included the university-

provided enrollment information, mid-term surveys, and teacher-course evaluations.  

All primary student artifacts were submitted as part of the normal required coursework and 

submitted either to digital dropboxes or discussions on the course website or in paper form (see overview 

in 2.3.4 of main tasks and assessments), which were also the main tools for data collection. Throughout 

each semester, every attempt was made to scan all artifacts that were submitted in paper form. Audio-

recorded data were transcribed, and all data were translated and entered into the databases. Many of the 

written artifacts were elicited during unit reflections which were completed under time restrictions using 

the online course learning platform quiz tool. Due to the time restrictions during unit reflections, 

participants were not expected to proofread for “deviations from the norm” including typing errors, use of 

special characters, comma placement, or capitalization of nouns. I made no corrections to those deviations, 

although in my translations, I made minimal changes to reflect standard English grammar. In my German 

language transcriptions of participant responses that were elicited through audio recordings, I adhered to 

standard German rules of spelling, capitalization, and punctuation, except in instances when participant 

pronunciation was unclear. Only in some instances, when it seemed most relevant to the meanings being 
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conveyed, did I indicate background sounds, pauses, emphasis, etc. In my translation of the audio recording 

transcriptions, I again made minimal changes to reflect standard English grammar. 

Data  sources from across the three sections of the two semesters of the course included in the three 

sub-studies were read multiple times and analyzed according to the dimension of ambiguity that was being 

examined in the respective study, as well as according to the reactions to ambiguity that emerged through 

the analysis detailed below in section 2.7, which drew from Budner’s (1962, p. 30) classification of common 

behaviors displayed when a person perceives something to be a threat including: repression, denial, anxiety, 

discomfort, destructive behavior, or avoidance, as well as opposite tendencies. Further details are given in 

the respective chapters, but in general I followed a model of narrative analysis based on those outlined by 

Douglas Ezzy (2002): 

1) Compile the pertinent learner reflections and responses; 

2) Consider the consequences of language learning background and other variables; 

3) Locate myself, as the researcher, in the reading and construction of narratives and reflections; 

4) Examine each reflection/response, focusing on dimensions of and reactions to ambiguity; 

5) Focus on the telling of the story: How do learners explain what they felt or experienced and 

how they made meaning of that? 

6) Look for connections across sections and semesters for similarities and differences in 

dimensions of and reactions to ambiguity. 

I cycled through these steps repeatedly, drawing also on F. Michael Connelly and D. Jean Clandinin’s 

(1990) tools for narrative inquiry: broadening, burrowing, and storying/re-storying. As narrative inquiry 

methodologist Jeong-Hee Kim (2016, p. 209) has described in a discussion of “flirting” with narrative data 

analysis, these tools assist in 1) looking for a broader context, 2) focusing on specific details, and 3) finding 

ways to give voice to the lived experience of the participants. The intent of this process is to understand the 

particular, yet multiple meanings and voices that are represented in the data while acknowledging the 

distinctions and any outliers, similar to the goals of narrative inquiry (see also Conle, 2000; Morgan-

Fleming, Riegle, & Fryer, 2007). 
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2.6 PARTICIPANTS’ INITIAL IDENTIFICATION OF AND REACTIONS TO AMBIGUITY 

2.6.1 Texts and Analysis 

Due to the qualitative nature of this study, I refrained from using a psychometric measure, such as is often 

used in quantitative studies of ambiguity tolerance (e.g., MSTAT-II, McLain, 2009). Instead, evidence of 

the participants’ capacity to acknowledge, tolerate, or embrace ambiguity was elicited in the form of various 

critical reflections or transformed practices and narratives in which students were asked to respond to 

(un)familiar texts, including written, images, videos, and/or audios. For a baseline indicator of the 

dimensions of ambiguity identified by participants as well as their reactions to those ambiguities, the unit 

1 reflection included two critical framing tasks about texts which were new to the participants. Those texts 

were: 

1) “Rodgäbbl un dor beese Wulf” (“Little Red Riding Hood and the Evil Wolf”): An image with 

which students had not previously engaged of a non-traditional Little Red Riding Hood with a 

caption in the dialect spoken in the state of Saxony (available online https://i.ytimg.com/vi/bUyY-

6tOpwY/hqdefault.jpg). 

2) “'ne kleene, süße Joere” (“A Sweet Little Girl”): The beginning passage of a written version of 

“Little Red Riding Hood” in Berlin dialect. Students had previously encountered four versions of 

that fairytale in class, including the Grimm brothers’ version from 1812. (See Appendix D for 

beginning passages of both).  

For the unit 1 reflection, students were asked to write about their first thoughts and associations when 

they saw each text. In both semesters that are included in this study, this unit reflection was administered 

during a 50-minute class period in a computer lab using the online course learning platform and students 

were permitted to use one online German-English dictionary. The participant responses from across the 

three sections of the course to those two texts were read, re-read, and interpreted according to  

1) Dimensions of ambiguity addressed in chapter 1: lexico-grammatical “deviations from the norm” 

as well as ambiguity of genre, perspective, and silences 

https://i.ytimg.com/vi/bUyY-6tOpwY/hqdefault.jpg
https://i.ytimg.com/vi/bUyY-6tOpwY/hqdefault.jpg
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2) Reactions similar to the behaviors identified by Budner (1962, p. 30) that indicate if a person 

perceives something to be a threat including: repression, denial, anxiety, discomfort, destructive 

behavior, or avoidance, as well as opposite tendencies.  

Out of that analysis some similar overarching themes emerged, which I discuss below.  

 

2.6.2 Dimensions of Ambiguity Identified 

“Es ist wie zusammenstossen zwei Welten”9 (Peyton, SS15 Sec 1). With these words, Peyton could be 

describing the entire experience of learning a language: the clashing of worlds, perspectives, meanings, 

identities, cultures, understandings, expectations. They were in fact referring to the Rodgäbbl image. I 

consider the clashing of two worlds that Peyton referred to be an instance of “deviation from the norm” i.e., 

blurred, thus ambiguous, sociocultural representations. Other instances identified by participants when 

engaging with these two texts were largely related to the main dimensions of ambiguity discussed in chapter 

1. An overview, as well as select participant responses, are included in Table 5 below.  

Table 5: Initial Dimensions of Ambiguity Identified by Participants in Unit 1 Reflection 

 Image “Rodgäbbl un dor beese Wulf” Text “Little Red Riding Hood” in 

Berlin dialect 

Lexico-

Grammatical 

Those who speculated on the writing at 

the bottom of the image expressed a 

general lack of understanding and many 

thought it was a language other than 

German, such as Dutch, although a few 

did contemplate it perhaps being 

improper, slang or dialect. 

 

Since there was only written language to 

concentrate on in this task, the majority of 

responses revolved around the 

incorrectness of the German grammar. 

Some commented on spelling of words 

that seemed familiar, such as: „Zum erst 

habe ich ‚kleene‘ gesehen. Ich dachte 

dass soll kleine sein. Dann liesste ich 

mehr, und alle die Wortern seltsam 

sind“10 (Taylor, SS15 Sec 1). 

Genre Most who speculated on what kind of text 

it was thought it was a beer 

advertisement; a few described it as a 

(fairytale) parody; and one participant 

thought it might be a CD-cover. 

The majority of learners recognized this 

text to be some version or parody of 

“Little Red Riding Hood”; one participant 

made a comparison of it to the Rodgäbbl 

image and referred to it as „eine seltsame 

Version von Rotkappchen“11 (Jamie, SS15 

Sec 1). 

                                                           
9      It is like the clashing of two worlds. 
10     First I saw ‚kleene‘. I thought that was supposed to be kleine. Then I read more and all the words are strange. 
11     A strange version of Little Red Riding Hood. 
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Perspective Several participants reflected on the 

influence their own individual, cultural, 

or sociohistorical situated-ness had on 

their process of meaning-making as well 

as the variation in sociocultural 

perspectives on, e.g., the appropriate age 

for consuming alcohol. 

Less of a focus, although one participant 

addressed me as the teacher, in the hope 

that I would understand them better, 

telling me to: “Lies es wie ein Lied, aber 

sang es nicht, dann vielleicht wurde sie 

mir verstanden. Lies es wie ein 

Bayerische.”12 (Taylor, SS15 Sec 1). Here 

is a US-American learner of (standard) 

German telling their US-American 

instructor to take on the perspective of a 

Bavarian so that I could be more in tune 

with their US-American perspective on 

this written version of a German dialect. 

Silence The lack of factual or contextual 

knowledge for interpreting the image was 

noted by many, most often in reference to 

the tattoo on the person’s arm or the 

photo-shopped face. 

 

Many learners focused on the “silences” 

created due to the lack of certain words 

i.e., “Gibt es zu mir fehlend Worten. z.B. 

‘Es war mal’ und ich sah normalerweise 

‘Es war einmal’”13 (Sam, SS15 Sec 1).  

Another learner, who had identified the 

text as written in dialect, reflected on the 

change in meaning or perception that is 

created when silently reading a spoken 

language and the ambiguity that is created 

when trying to capture the sound of a 

language in writing: „Als ich lesen, 

dachte ich uber die Bayerische sprache. 

Im Bayern sprechen sie wie ein Lied. Ich 

kann es nicht im schreiben erklaren.“ 14 

(Taylor, SS15, Sec 1). 

2.6.3 Participant Reactions to Ambiguity of the Texts 

Out of the analysis of the data across the three sections of the course, similar themes also emerged regarding 

the reactions of learners to the ambiguous nature of these unfamiliar texts. These reactions served as 

indicators for individual and group level of comfort with ambiguity and ambiguous situations. 

 

Disregard/Disengagement/Dislike 

For many FL learners, the uncomfortable feeling that may accompany a lack of understanding due to any 

number of ambiguities can result in dislike or disregard, such as in the case of Ariel, who wrote in response 

                                                           
12      Read it like a song, but do not sing it, then maybe you would understand me. Read it like a Bavarian. 
13      To me there are missing words i.e., “es war mal” and I normally saw “Es war einmal”. 
14      When I read, I thought about the Bavarian language. In Bavaria they speak like a song. I cannot explain it in 

writing. 
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to the image: “Ich mag das Bild nicht, weil ich was für der Tattoo verstehen kann. Ich kann nicht das Bild 

und die Schrift Verstehen”15 (Ariel, SS15 Sec 1). For this learner, a lack of knowing precisely what the 

image “meant” lead to a negative judgment, rather than interest in what the text could mean to them or how 

it made them feel. Another type of disregard identified was the lack of self-reliance for making meaning of 

the ambiguous. One participant stated this explicitly, and admitted to clicking on the link that was included 

at the bottom of the prompt to the source of the written text, where they found more information about the 

text16. In general, there were fewer affective reactions voiced in regard to the written text than to the image, 

but one learner did say “Die Grammatik ist traurig. Ich konnte nicht zu lesen”17 (Logan, SS15 Sec 1). This 

belief that one cannot read or understand something because it not that which is familiar to them is another 

indicator of the disregard for the ambiguous. 

 

General Sense of Unease 

For most participants the ambiguity and unfamiliarity of these texts did not elicit such an adverse response 

as for Ariel, but it did seem to cause a general sense of unease, such as Harper encountered and wrote about 

in reference to the image: “Meine ersten Gedanke ist dass diese Bild ist von eine Parodie, weil es seht sehr 

dumm aus. Ich finde die Schrift sehr seltsam auch. Es machte mir sehr  unbehaglich fühlen”18 (Harper, 

SS15 Sec 1). The strangeness of the written text was also commented on, such as in the following response 

from one participant who claimed “...diesen Text ist nicht so richtig, wenn wir um Grammatik shauen. 

Colloquialer Text ist seltsam”19 (Skyler, SS15 Sec 2). In instances such as this, there was no stated belief 

that they could not read or understand the text, just the identification of the unease or strangeness. 

                                                           
15      I do not like the picture, because I can[not] understand what for the tattoo. I cannot understand the picture and 

the writing. 
16     Although this was a clever “test-taking strategy”, the purpose of the task was for students to simply write about 

their initial reactions to the text. Therefore, I moved the link further down and made it much smaller in FS15 in the 

hopes of avoiding similar reactions. 
17      The grammar is sad. I could not read. 
18      My first thought is that this picture is from a parody because it looks very silly. I think the writing also looks 

strange. It made me feel very uneasy. 
19      …this text is not so correct when we look at grammar. Colloquial text is strange. 
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Productive Uncertainty and Doubt  

Many participants expressed their uncertainty or doubt about the “meaning” of various aspects of the texts 

or the task itself–for instance Skyler (SS15 Sec 2), who expressed uncertainty regarding what exactly they 

were supposed to write about: “Vielleicht meine Meinung kommt vom Thema ab, aber ich konzentriere auf 

dem Text”20, and then proceeded to write about the grammar of the text. Similarly, the initial uncertainty or 

doubt, due to lack of “comprehension” gave way to productive speculation about the text for almost all 

participants. Some acknowledged directly their lack of understanding, for instance, Henri, who wrote: „ich 

habe keine ahnung. das bild ist gruselig. sie haben kalte tote augen. ist das schgrift niederlandisch? ich 

denke das ist nicht deutsch. ist es schlecten deutsch? Und warum hat sie einen bier?“21 (Henri, SS15 Sec 

2). Although Henri immediately stated their own lack of knowledge, they identified an ambiguity of visual 

images–pronouncing the image creepy due to the perceived lack of life in the eyes of the photo-shopped 

face, as well as the ambiguous nature of the written form of an unfamiliar language. 

For many language learners, the lack of immediate understanding might prompt them to turn to a 

dictionary for quick and easy translation. The following response demonstrates the tendency to do so: „Ich 

konnte keine von diese Worter im Worterbuch finden, aber ich glaube das ist eine Anzeige fur Bier“22 

(Rylee, SS15 Sec 1). Although the dictionary strategy did not prove successful for understanding the literal 

meaning of the words in the image, the learner did not stop their reflection or express dislike or unease. 

Rather, Rylee continued to speculate on what the text could potentially mean. 

Other learners demonstrated their ability to read these ambiguous texts more closely for contextual 

clues. For instance, Taylor wrote the following:  

Zu erst, das Gesicht ist eine andere Maedchen. Das Foto sieht wie Dresden, aber ich weiss nicht 

(Ja, es sagt dass). Dann sehe ich ein Bier. Ist diese Maedchen zu jung um Bier zu trinken? Viellecht 

                                                           
20      Maybe my opinion is off topic, but I concentrate on the text. 
21      I have no idea. The picture is creepy. She has cold dead eyes. Is the writing Dutch? I don’t think it’s German. 

Is it bad German? And why does she have a beer? 
22      I could not find any of the words in a dictionary but I believe that it is an advertisement for beer. 
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im Amerka ist sie zu jung, aber dass ist Deutschland. Dann sehe ich etwas auf dem Arm. Es sagt, 

"August" und hat ein Harz. Liebte sie August der Monat, oder ist er ein Mann?23 (Taylor, SS15 Sec 

1) 

Taylor first identified concrete elements that they saw in the image, but then also demonstrated an ability 

to read an image for contextual clues despite initial uncertainty–Taylor was in fact one of the few 

participants from across all three sections to indicate awareness of the web address at the top right of the 

image that includes the name of the city, Dresden, which is pictured in the background.  

Similar initial reactions to the written text due to perceived lack of comprehension were indicated, 

however many participants did still continue to question the text and attempt to make meaning of it, such 

as: “Meine erster Eindruck ist, dass dieses Text ist nicht etwas, das ich lernte. Dass ist so, weil ich die 

Struktur oder Grammatik nicht begriefen kann. […] Trotzdem, ich denke nicht, dass alles ist falsch.”24 

(Sam, SS15 Sec 1). This participant noted that their initial reaction to the text was that it was something 

they had not learned, because they could not comprehend the structure and grammar. Yet, Sam concluded 

by acknowledging that the text might not be entirely “wrong”. Other participants went a step further, 

identifying words that seemed familiar and what they believed their “standard German” version to be, such 

as Logan (SS15 Sec 1) who speculated that Mutta (from the Berlin dialect version) and Mutter (from the 

Grimm version) were both likely referring to mother. 

 

Individual Situated-Ness as Factor in Creating Meaning of the Unfamiliar 

On a more abstract level, some students reflected on their personal and/or cultural situated-ness as a factor 

in their individual process of making meaning out of the ambiguous and unfamiliar texts: 

                                                           
23      Firstly, the face is another girl. The photo looks like Dresden, but I do not know (yes, it says that). Then I see a 

beer. Is this girl too young to drink beer? Maybe in America she is too young, but that is Germany. Then I see 

something on the arm. It says “August” and has a heart. Did she love August the month or is he a man? 
24      My first impression is that this text is not something that I learned. That is because I cannot comprehend the 

structure or grammar. […]. Yet I do not think that everything is wrong. 
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Als ich dieses Bild schaut, denke ich ueber Always Sunny in Philidelphia. Dieses Bild zwingt mir 

ueber das Bier zu denken, ignoriere ich das Maedchen. Wenn ich ueber Bier denke, erinerne ich 

Always Sunny. Vielleicht der Grund, der ich auf dem Bier konzentriere, ist, weil ich ein Stundent 

an der Universitaet bin. Ich habe keine Idee, darauf die Vorstellung des Bildes war, aber das ist 

meine Meinung.25 (Skyler, SS15 Sec 2) 

This learner was not really concerned about the “actual” meaning of the image, what mattered most to them 

was their own personal relationship to it and the connections they made through it to a US television show. 

The collision of worlds–the image, the TV show, life as a university student in the US–is apparent in 

Skyler’s response. Cultural situated-ness is a notion also expanded on by other participants as well, for 

instance in the following response:   

Wenn ich dieses Bild sehe, denke ich uber Klassisch Deutschland.  Das Gras ist sehr Grun; alle 

Farbe sind sehr Stark und spranten vom Bild.  Ich glaube meiner Meinung kam von mein 

Amerikaners Perspektiv. Ich wuchs bei Bilder von Oktoberfest oder ein Deutsches Leben in Schweiz 

oder Bayern. Ich denke das Bild ein Parodie konnen sein.  […] Auch, klassisch Deutschland ist ein 

Parodie von eine Amerikaners Perspektiv.26 (Alex, SS15 Sec 2) 

This student also acknowledges the ambiguity created through individual perspective and the role their 

situated-ness in the US has played in their perception of the German-speaking world. In response to the 

written text, situated-ness was less in reference to socio-cultural situated-ness than with the image, and 

instead more personalized, for example one participant (Kennedy, SS15 Sec 1), who was not bothered by 

or interested in the dialect. They did not comment on it, rather immediately discussed the text as if it were 

                                                           
25      When I see this picture I think about Always Sunny in Philadelphia. This picture makes me think about the 

beer, I ignore the girl. When I think about beer, I remember Always Sunny. Maybe the reason that I concentrate on 

the beer is because I am a university student. I have no idea if that was the idea of the picture, but that is my opinion. 
26      When I see this picture, I think about classical Germany. The grass is very green; all the colors are very strong 

and [spread?] from the picture. I believe my opinion came from my American perspective. I grew up with pictures 

of Oktoberfest or a German life in Switzerland or Bavaria. I think the picture could be a parody. […] Also, classical 

Germany is a parody from an American’s perspective. 
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obvious that it was “Little Red Riding Hood”, drawing connections to their own life, stating that their 

mother would never have allowed them to wander through the woods on their own with a wolf on the loose. 

 

Embracing the Ambiguity 

Few students voiced direct pleasure in regard to the two texts. One however did, in a reflection that first 

speaks to multiple levels of ambiguities that FL learners may encounter on a regular basis when reading a 

text in the target language:  

Meine esten Gedanken war das ist ein Rotkappchen Geschicht. Meine zweite Gedanke war die 

Schreiben ist seltsam. Ich weiss nicht wann die Schreiben ist alt oder "chatspeak" (i.e., sup?). Das 

Text habe Worten dass sind sie kurzen wie die English "cannot = can't." Es ist um schweiger zu 

lesen aber ich habe das Wesentliche mit Worten wie "Kappe", "Mutta", etc dass sah sie wie familiar 

Duestchworten. Ich denke dass, werde es um Spass, zu sprechen wie dass, sind.27 (Peyton, SS15 

Sec 1) 

Peyton identified strangeness despite the familiarity of a certain kind of genre (here the fairytale); the 

juxtaposition of newer familiar forms of language with older less familiar forms of language; similarities 

to their first language, as well as to words they knew from the target language; as well as the ability to get 

the gist of things despite the difficulties those ambiguities presented. Moreover, in the closing line, Peyton 

expressed the imagined pleasure that could be had from being able to speak in such a strange and puzzling 

manner. This desire to openly engage with the text despite its ambiguities and complexities, or rather, 

precisely because of those quirks is one of the aims of the pedagogical approach that I examine in the 

subsequent sub-studies.  

 

                                                           
27      My first thought was that it is a Little Red Riding Hood story. My second thought was the writing is strange. I 

don’t know if the writing is old or “chatspeak” (i.e., sup?). The text has words that are shortened like the English 

“cannot = can’t.” It is more difficult to read but I got the gist with words like Kappe, Mutta, etc. that looked like 

familiar German words. I think that it would be fun to talk like that.  
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2.6.4 Summary of Ambiguities and Reactions Indicated 

Overall, participants identified dimensions of ambiguity related to genre, perspective, and silence–often in 

regard to lexico-grammatical or dialectic ambiguities. In light of these ambiguities, some participants 

expressed a lack of understanding or seemed to disengage with or dislike the unfamiliar, ambiguous texts. 

However, the necessary self-reliance that is created through confronting learners with such ambiguous texts 

brought many learners to reflect directly or indirectly on their own critical thinking and problem-solving 

skills. The majority of participant reactions would seem to reflect an overall higher level of comfort with 

the dialectic ambiguity in the written text than in the image and in a few instances participants can be 

described as moving beyond a tolerance, toward an embracing of the ambiguity. By incorporating forms of 

assessment similar to the example provided here, language learners are empowered to share their individual 

opinions and subjective, affective experiences, according to their level of language, understanding, and 

interest on a given topic. Furthermore, these two texts provided the basis of discussion and tasks in the next 

class period and most common answers were tallied and shared anonymously in each section, so that 

learners, not just instructors, were made aware of the multiplicity of meanings and ambiguities identified 

by their fellow classmates. Thus, the insight gleaned from this initial assessment of learners’ level of 

comfort with ambiguity was influential on an individual learner basis, as well as for future task and 

assessment development, renewal, and revision. The dimensions of and reactions to ambiguity identified 

here were taken into consideration for the three main sub-studies, which I discuss in the next three chapters. 

 

Chapter 3: Teaching Ambiguity of Genre Through Fairytales and the Fairytale-esque 

3.1 INTRODUCTION 

As genre-based approaches to foreign language and literacy learning have emphasized, the formulaic nature 

of familiar genres can provide learners with a sense of comfort. This is true for the fairytale genre, which 

has therefore gained relative popularity in the foreign language (FL) classroom. Moreover, the fairytale 

genre can be easily destabilized and de-familiarized, as the multiple existing versions of various fairytales 

indicate, and this is one reason why they served as the overarching framework for the curriculum renewal 
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project. Fairytales were also the focus of the first sub-study, for which I investigated German language 

learners’ capacity for developing a sense of ambiguity of genre. This is meant to contribute to building a 

broader appreciation of ambiguity that can be beneficial for learners in becoming symbolically aware and 

critically engaged learners in the multiliteracies-based classroom and beyond. Before I discuss the details 

of the current sub-study, I first provide an overview of scholarship on the ambiguous origins and nature of 

the fairytale genre, as well as on trends in the use of fairytales in the German language classroom in the US. 

Then, through the data extracts, analyses, and summaries, I examine to what extent learners indicated an 

expanded notion of the fairytale and the “fairytale-esque” when various aspects of ambiguity were 

incorporated into the curriculum, namely: ambiguity in defining the fairytale and the “fairytale-esque”; 

ambiguity within fairytales; and elements of the fairytale-esque within other genres. With this sub-study, I 

consider how an ambiguity-inspired approach to fairytales in the FL classroom can enhance a multifaceted 

understanding of genre and literacies for learners, teachers, and researchers alike.   

 

3.2 FAIRYTALES AS VISIONS OF AMBIGUITY 

Fairytales are an optimal starting point for examining ambiguity, uncertainty, and doubt, due to the fact that 

“the fairy tale genre has long been a shape shifter and medium breaker—generically ambiguous” (Greenhill 

& Matrix, 2010, p. 3). The shape-shifting nature throughout time and cultures and generic ambiguity of the 

fairytale are qualities that the Grimm brothers attributed to their timelessness, namely that fairytales were 

“not fixed […] with regard to geographical location or time and are therefore better adapted to wider 

transmission through oral tradition” (McGlathery, 1993, p. 30). The shifting shape of the fairytale was thus 

considered necessary for their oral circulation, and their shape shifted yet again when fairytale collectors 

began to preserve oral folk tales in writing. In the preface to their 1815 volume of fairytales, the Grimms 

addressed the differing versions of the stories, maintaining that “the ‘true’ story exists only as an idea, with 

any given version being merely an attempt at its realization” (p. 30). This notion reiterates the difficulty in 

determining one exclusive interpretation of individual fairytales, let alone an all-encompassing typology of 
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the genre as a whole, an endeavor which goes back to the time of the Grimm brothers in 19th century Europe, 

when there was a perceived  

need to define fairy tale as a genre within folk narrative, especially vis-à-vis legend. At the same 

time, the Grimms broadened the compass of the genre by including in their collection fables, pious 

stories, merry tales, and other types of narrative not compatible with ‘fairy tale’ as it had been 

defined by the stories published by Perrault and his contemporaries a century before. (McGlathery, 

1993, p. 91-92) 

More than two centuries later, the matter is still an issue of debate, as evidenced by the host of scholars who 

have repeatedly attempted to more clearly define the fairytale genre. This is partly attributable to what 

fairytale expert Jack Zipes (2010) reiterated, namely that “there is no such thing as a pure genre, but there 

are distinctive characteristics and plots that alert us to regularities in similar works of art” (p. x). Efforts to 

identify those characteristics, plots, and motifs date back to the Grimm brothers themselves, who were 

largely interested in the timelessness of fairytales i.e., timeless setting and/or perspective (McGlathery, 

1993). Other fairytale elements or story types identified over time have included: formulaic endings; role 

of helpers and adversaries; chain reactions; role of gifts; animals as helpers or suitors/bridegrooms; the 

grateful dead; substituted bride; dragon-slayer; cautionary tales; role of oldest and youngest siblings; girls’ 

passage to womanhood; role of mothers and maternal figures; and erotic desires (McGlathery, 1993, p. 59-

62). 

Attempting to create a strict typology of the entire fairytale-genre according to such characteristics 

and motifs has been criticized by Lewis Seifert (2000), in the context of 17th century contes de fées: 

“Perhaps part of the reason why it has been so difficult for feminist critics to account for the ambiguity of 

the contes de fées has been our desire to devise an all-encompassing typology” (p. 94). One of the main 

overlooked ambiguities that Seifert (2000) referred to is the marriage ending as:  

…the illusion of a mutually satisfying relation between men and women in patriarchy…Perhaps 

this type of closure is an idyllic attempt to resolve the tensions between self and society, the 

‘feminine’ and the patriarchal, the unconventional and the conventional. Or perhaps this sort of 
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ending invites readers to reflect on the uneasy coexistence of these opposing terms, both within [La 

Princess Belle-Etoile et le Prince Chéri] and in the nonfictional world beyond it. (p. 93) 

Popular acceptance of the happily-ever-after fairytale genre as an integral part of the international collective 

consciousness can be attributed to numerous other factors as well, including fairytale collectors like the 

Grimm brothers as well as their very selection of which oral tales to include in their collections. Their own 

assertions about the nature of those tales have been influential as well. For instance, in the preface to their 

original fairytale volume from 1812, the Grimms “claim that the tales are characterized by a childlike 

purity” (McGlathery, 1993, p. 30). The simple fact that they “took a position on whether the stories have a 

moral, in the sense of something to teach” (McGlathery, 1993, p. 30) played a defining role in the popular 

fixation with including or determining a moral in fairytale versions for children.  

While the Grimms denounced arguments that certain topics, in particular those considered not 

children-friendly, should be omitted from the versions of the tales in their collections (McGlathery, 1993, 

p. 33), their versions were significantly less graphic than the contes de fées recorded by Charles Perrault in 

the late 17th century. Those versions followed in the French tradition of the parlor game of story-telling 

mostly by aristocratic women–fairytale stories that had one thing in common, as Zipes (1994) emphasized 

“they were not told or written for children” (p. 23). However, the institutionalization of the fairytale led to 

the fact that “the form and structure were carefully regulated in the nineteenth century so that improper 

thoughts and ideas would not be stimulated in the minds of the young” (Zipes, 1994, p. 14). This childlike 

purity was solidly engrained in the western view of fairytales by the beginning of the 20th century, paving 

the way for ready acceptance of the romanticized formulaic, happily-ever-after endings that Walt Disney 

created in animated film versions. Zipes (1994) lamented this development, saying: 

There is something sad in the manner in which Disney ‘violated’ the literary genre of the fairy 

tale…Instead of using technology to enhance the communal aspects of narrative and bring about 

major changes in viewing stories to stir and animate viewers, he employed animators and 

technology to stop thinking about change, to return to his films, and to long nostalgically for neatly 

ordered patriarchal realms. (p. 95) 
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Disney’s fairytale film versions, such as Snow White and The Seven Dwarves (Disney & Hand, 1937) and 

those that followed, provided an easy escape from the troubles of the Great Depression and the World War 

II. Breaking free from the spell that the Grimms and Disney cast on the fairytale genre has been the aim of 

many writers and academics, and Zipes (1994) was careful to point to the subversive versions that abound, 

applauding them for “keeping alive alternatives for a better future in their innovative narratives that refuse 

to make compromises with the mythicization of the classical tradition” (p. 161). 

The ambiguity of the content of fairytales themselves is revealed in a standard definition such as 

the following: “Fairy tales are fictional narratives that combine human and non-human protagonists with 

elements of wonder and the supernatural” (Greenhill & Matrix, 2010, p. 1). Fairytales confront the reader 

with fantastical versions of reality. In other words, that which is familiar (reality) becomes de-familiarized 

through the unfamiliar, or supernatural, elements that are characteristic of a fairytale. That is an aspect of 

ambiguity pertinent to the current sub-study, namely: the ambiguous nature of reality as portrayed in 

fairytales, whether it is due to fantastical devices or the unfamiliarity of sociocultural contexts and 

individual perspectives. The word fairytale alone and its translations in different languages conjure up 

varying sociocultural connotations, as Peter Wortsman (2012) pointed out: “The standard English 

translation of the German word Märchen as fairytale sugarcoats the raw German grit with hovering fairies 

and flickering lights” (p. xii). That “raw German grit” is at the core of what is considered in the current 

study to be märchenhaft, that is, what I refer to throughout the current study as the fairytale-esque.  

In addition to the common motifs and characteristics mentioned above that are often associated 

with classical fairytales, the fairytale-esque also encompasses the dreamlike nature of supernatural events–

all wrapped in an air of illusion and deception. While at times those events may seem more of a nightmare 

than a dream, in some instances that may be quite an accurate portrayal of “reality”. For instance 

cannibalism in “Hansel and Gretel”, which has been an issue in poverty-stricken times throughout history–

and in modern day contexts, such as the case from 2001 of the cannibal of Rotenburg28. Approaching 

                                                           
28      For more details, see for example the German-language Spiegel article from December 11, 2002: 

http://www.spiegel.de/panorama/bizarres-verbrechen-kannibalismus-vor-laufender-kamera-a-226702.html  

http://www.spiegel.de/panorama/bizarres-verbrechen-kannibalismus-vor-laufender-kamera-a-226702.html
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fairytales with such nightmarish elements in mind requires, and allows, the reader to “destabilize our notion 

of the happy-ended and predictable fairy tale” (Zipes, 2010, p. xii). It also means that the fairytale-esque 

can be identified in a diverse array of other genres, literary and non-literary alike. Time and again, the raw 

German grit of fairytale themes has been re-appropriated and re-shaped, to the extent of seeming 

unrecognizability, for example in the form of anti-Märchen, such as Kurt Schwitters’ “The Onion” 

(1919/2012) or in the work of Japanese-born writer and long-term resident of Germany Yoko Tawada, 

whose “fairy-tale adaptations self-consciously engage with the culture-specific narrative conventions found 

in the Asian variants” (Murai, 2015, p. 37). 

The blurred lines of dreams, nightmares, and reality within fairytales can lead to ambiguity in 

interpretation and perception, as revealed in the following statement from Donald Haase: “fairy tales consist 

of chaotic symbolic codes that have become highly ambiguous and invite quite diverse responses; 

and…these responses will reflect a recipient’s experience, perspective, or predisposition” (1993, p. 235). 

Thus, the multitude of interpretations relates on the one hand back to the origins of fairytales, in particular 

the oral versions: “Each traditional fairy tale telling forms a copy for which there is no original” (Greenhill 

& Matrix, 2010, p. 1). On the other hand, reader responses and interpretations reflect the individual context 

in which the reader has been socialized: “With their own specific meanings and uses, fairy tales speak with 

as well as about their tellers, audiences, contexts of performance, and sociocultural backgrounds” (Greenhill 

& Matrix, 2010, p. 1). Consequently, readers’ individual experiences and sociocultural backgrounds 

influence their personal understanding of the fairytale genre and the fairytale-esque. With this in mind, as 

well as the long tradition of the ambiguous nature of the fairytale, I now turn my attention to the manner in 

which classical fairytales have been incorporated in the German language classroom in the US over the past 

few decades. 

 

3.3 FAIRYTALES IN THE FOREIGN LANGUAGE CLASSROOM 

Fairytales are an optimal authentic text for language learners to access worlds otherwise far-removed. In 

the German context, this ranges from oral folktales to: the Grimm collection, other literary fairytales of the 
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romanticism, film propagandist adaptations by the nazi regime and from the former German Democratic 

Republic (GDR), and modern day adaptations. These fairytale versions all offer a glimpse into the collective 

consciousness of the German-speaking world and beyond. However, fairytales were long “caught in an 

infernal cycle of pedagogical and canonical exclusion” (Seifert, 2000, p. 13). Furthermore, FL education in 

the US context was long dominated by approaches geared toward the development of native speaker-level 

oral communication skills with a focus on strategies such as total physical response (TPR), which was 

developed and promoted by James J. Asher (1969). In the 1980s, this tendency had begun to shift slightly, 

with the framework of communicative competence introduced by applied linguists Michael Canale and 

Merrill Swain (1980) who emphasized language use as it occurred in authentic texts–as opposed to texts 

created specifically for FL textbooks. It was soon after that some studies on the use of fairytales in the FL 

classroom appeared (see, for example Leisher, 1984; Nollendorfs, 1983). By the 1990s, FL approaches that 

focused on task-based, content-oriented learning (e.g., Byrnes, 1998) as well as on (inter)cultural 

competence (e.g., Kramsch, 1993) were being explored as a viable approach to confronting the language-

literature divide in postsecondary FL instruction in the US. Since then, several more studies that have 

attested to pedagogical benefits of fairytales for integrating language, literature, culture, and technology 

into the FL classroom have been published (e.g., Ecke, 2004; Kraemer, 2008; Kramsch, 2009; Weber, 

2000).  

The inclusion of fairytales into the language classroom has made great strides since Johanna 

Leisher’s (1984) example of how to use a fairytale, specifically “Hansel and Gretel”, which was chosen 

because “the story was familiar to everyone” (p. 352). In the elementary school setting, Leisher used the 

fairytale for teaching basic vocabulary and expressions necessary to retell the story as well as for 

introducing the learners to German music and folk dances. Around the same time, Kramsch (1985) had also 

turned to “Hansel and Gretel” in an article on the use of literary texts in third or fourth semester college FL 

instruction. In that study, Kramsch (1985) also cited familiarity with fairytales as beneficial due to the fact 

that they “cast foreign language readers into a role that is known to them despite some cultural differences” 

(p. 359). In the case of “Hansel and Gretel”, that familiar role involves the experience of uncertainty and 
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doubt that go hand in hand with deception, i.e., when the father deceives Hansel and Gretel; how the witch 

uses the gingerbread house to deceive children; and Hansel and Gretel eventually deceiving the witch. 

Deception, often in the form of disguise, is a recurring theme related to the fairytale types and motifs 

mentioned in the previous section, and as Kramsch (1985) noted: “Deception and differing beliefs, a 

frequent motivating force, allow for multiple interpretations” (p. 359).  By focusing on variance in, that is 

the ambiguity of, students’ individual perceptions of the fairytale as well as the discursive practices related 

to it, Kramsch (1985, p. 364) proposed a methodological approach to fairytales that corresponds well to the 

main tenets of the pedagogical framework in this study.  

Over twenty years later, renewed interest in fairytales brought about suggestions not just for the 

integration of one fairytale into a FL course, but rather entire courses structured around the fairytale. One 

model for incorporating an expanded view of fairytales was offered by James Davidheiser (2007), who 

proposed an entire progression of fairytale based lessons and classes at the university level, from an English-

language general education course to an advanced level German language course that allowed learners to 

“discover that the fairy tale genre goes beyond their childhood bedtime stories” (p. 223). Angelika Kraemer 

(2008) also proposed taking the fairytale-based FL classroom beyond simplified textbook versions. In a 

study on an advanced college-level, blended learning course, Kraemer emphasized the potential that 

technology has for revealing the information fairytales hold “about the culture(s) in which they were told, 

about socialization, values, and ethics” (2008, p. 67). That classroom-based research study culminated in a 

multimedia project on cultural identity. Peter Ecke (2004, 2008), has promoted the supplementation of the 

Grimm fairytale versions with the film versions made from 1946 to 1990 by the former East German state-

sponsored film company, Deutsche Filmaktiengesellschaft (DEFA), suggested the potential for combining 

language with cultural learning through fairytales, thus allowing students to make sociohistorical and 

cultural comparisons on multiple levels, even if learners are not familiar with fairytales in general or the 

specific ones used in class.  

I drew from all of these models and approaches for this sub-study, which emphasizes the fairytale 

as familiar, yet ambiguous genre that is intended to allow learners to “add alternative ways of making sense 
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to their already established repertoires of sense-making knowledge and abilities” (2001, p. 17), which Joan 

Kelly Hall discussed in regard to the notion of multicompetence. The current study is positioned within 

genre-based, multiliteracies approaches and adds to them by emphasizing the ambiguity of genre in regard 

to content, adaptation, interpretation, and reception. Participants were challenged to look for the fairytale-

esque in multiple kinds of narratives and texts, literary or non-literary. In this manner, they were meant to 

“broaden their communicative experiences, their worldviews, and their understandings of the active, 

creative roles they as individuals play in constructing these worlds” (Hall, 2001, p. 17). This resonates with 

the calls made by the New London Group and the MLA for development of multiliteracies and 

transculturality in education and language learning, as addressed in chapter 1. In the following I discuss the 

tasks and texts implemented the current sub-study that were intended to expand learners’ conceptualization 

of what a fairytale is, what a fairytale-esque moment could be, and to what extent the fairytale-esque can 

be identified in other genres.  

 

3.4 SUB-STUDY 1: AMBIGUITY OF THE FAIRYTALE IN THE FL CLASSROOM 

3.4.1 Guiding Questions & Overview of Tasks and Texts 

The overarching aim of this sub-study was to examine how fostering a broader view of what it means to be 

a fairytale can enhance the goals of a genre-based, multiliteracies FL curriculum. To this end, the following 

questions guided my reading and (re)storying of the data: Can FL learners indicate an expanded notion of 

what it means to be a fairytale and fairytale-esque? Can FL learners recognize elements of the fairytale and 

fairytale-esque in other texts and genres? In order to address these questions, I tracked the learners’ 

development of their definition and conceptualization of the fairytale and the fairytale-esque throughout 

the semester by incorporating a number of written and audio-recorded reflections into the newly re-designed 

curriculum. In Table 6 below is an overview of the relevant data sources that are discussed in this chapter, 

which semesters they were implemented, and total number of submissions.  
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Table 6: Overview of Data Sources for Sub-Study 1 (Ambiguity of Genre) 

 Timeline Data Source Topic # of responses 

A SS15: Week 2, 

Day 3  

FS15: Week 1, 

Day 2 

In-Class, Individual, Written 

Reflection 

What is a fairytale?  

What is/was a fairytale-

esque moment for you? 

SS15 Sec 1: 

Group 

Overview 

FS15: 16 

B SS15: Week 6, 

Day 24 

FS15: Week 5, 

Day 20 

In-Class, Individual, Written 

Reflection (as part of end of 

Unit 1 Reflection) 

Definition of fairytale and 

fairy-tale esque 

SS151:20 

SS152: 11 

FS15: 17 

C FS15: Week 6 Take-Home, Individual, 

Written Reflection 

Comparison of own 

responses in Data Sources A 

& B 

FS15: 14 

D SS15: Week 16 

FS15: Week 16 

At-Home, Individual, Written 

Reflection (as part of final 

Unit 3 Reflection) 

Erika Mann’s 

“Märchenhaft”, cabaret and 

the fairytale-esque 

SS151: 20 

SS152: 11 

FS15: 16 

Prior to completing the initial written reflection on individual definitions of fairytale and the fairytale-esque 

(Data Source A), there was only limited discussion of those concepts. On the first day of class, the 

instructors discussed the course syllabus and overview with the students in English. Thus, learners were 

aware that fairytales would be the topic of the first unit of the course, titled “The Fairytale of the Fairytale”, 

and would be a recurring theme throughout the other two units. In the following I discuss the texts included 

in unit 1, the unit that was critical for developing an initial understanding of the fairytale genre. I also 

provide information on a text from later in the course that was used to gauge students’ expanding view of 

the fairytale genre and the fairytale-esque for the current study, Erika Mann’s “Märchenhaft”. 

 

Celebrity Interviews: “Mein Märchen” 

“Mein Märchen” (“My Fairytale”) are interviews with 18 celebrities and prominent people from the 

German and Italian-speaking worlds that were posted in written format on Goethe-Institut Rome’s 

Grimmland section of their website (http://www.goethe.de/ins/it/lp/prj/lit/spa/gri/mae/deindex.htm). In the 

interviews, the celebrities revealed what their favorite fairytale was and why; what fairytale character they 

would like to be and why; and finally, they described what a fairytale-esque moment would be for them. 

These vary from Wolfgang Porsche saying that a fairytale-esque moment is getting into a 911er, to a 

drawing by the comic artist Mawil, who depicted what more than half (10 of 17) of participants in FS15 

http://www.goethe.de/ins/it/lp/prj/lit/spa/gri/mae/deindex.htm
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described as a happy, romantic couple i.e., two people are seen from behind as they sit on a rooftop, looking 

out over the skyline of a city that appears to be Berlin due to the recognizable TV tower in the background. 

These interviews indicated the overwhelmingly positive connotations that tend to be related to the German 

adjective märchenhaft: 16 of 18 celebrities depicted a happy or peaceful moment. Some of those did 

however also include an element of eeriness, such as what the choreographer Sascha Waltz described: 

Wenn man bei Abenddämmerung in starkem Nebel allein in einem kleinen Ruderboot über einen 

See fährt, das Ufer verliert und nur seinem inneren Kompass trauend das Ufer findet. Das Land in 

weiße Schwaden getaucht ist und nur ab und zu ein Lichtlein in der Ferne blinkt, angekommen am 

Ufer man durch einen einsamen Wald muss, der einen düster und kalt anhaucht.29 (Goethe-Institut 

Rome, n.d.) 

Some responses emphasized the unbelievable aspect of a fairytale-esque moment, such as what the poet 

and performer Nora Gomringer envisioned: “Etwas Erstaunliches zum ersten Mal wahrnehmen… etwa wie 

ein Schwein, das einen durch Kaffeeschaum hindurch ansieht…”30 (Goethe-Institut Rome, n.d.). One 

response, from Italian director Franco Maresco rejected the positive association of the fairytale-esque and 

contrasted it with a nightmare: “Ich glaube nicht an märchenhafte Momente in meinem Leben. Stattdessen 

könnte ich alptraumartige Augenblicke beschreiben, aber das wäre vermutlich am Thema vorbei”31 

(Goethe-Institut Rome, n.d.). Maresco was however, right on point, as another Italian director, Emma Dante 

indicated. For Dante, a fairytale-esque moment was namely:  “Wenn am Ende die Bösen bestraft werden”32 

(Goethe-Institut Rome, n.d.). Dante also provided a detailed description of the ending to the Grimm version 

of “Snow White and the Seven Dwarves”, in which doves peck out Snow White’s stepsisters’ eyes. While 

                                                           
29      When you row alone across a lake at twilight through heavy fog, lose the shore and trusting only your inner 

compass find the shore. The land is submerged in white clouds and only a small light in the distance blinks now and 

then, you’ve arrived on the shore and have to go through a lonely forest that sends a cold, melancholic breath over 

you. 
30      Experiencing something unbelievable for the first time…such as a pig that is looking at you through your 

coffee foam. 
31      I do not believe in fairytale-esque moments in my life. Instead I could describe nightmarish moments, but that 

would likely be beyond the point. 
32      When those who are evil are punished in the end. 
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Maresco and Dante provided the only responses that specifically referred to fairytale-esque moments as 

echoing the darker, more violent versions of fairytales, the ambiguous nature of what it can mean to be 

fairytale-esque is obvious in these interviews.  

While the celebrities in these interviews tended to have a positive interpretation of “fairytale-esque” 

moments, there are, interestingly enough, several indications in their reflections on their favorite fairytales 

and which fairytale figure they would like to be that revealed their recognition of precisely the opposite 

tendencies within fairytales. The publicist and TV moderator Roger Willemsen, for example, wanted to be 

Rumpelstilzchen, the master of “Inmitten-entzwei-Reißen” (tearing oneself into two) and Porsche’s favorite 

fairytale was “Brüderchen und Schwesterchen” (“Brother and Sister”), which Porsche described as a “steten 

Auf und Ab von Flucht und Verwünschung, Sehnsucht und Verwundung, königlicher Hochzeit und 

glücklicher Geburt, Intrige und Mord”33 (Goethe-Institut Rome, n.d.). Through responses such as this, it 

becomes apparent that fairytales and the fairytale-esque are more than simply stories for children with a 

moral and a happy ending–rather, there are complex themes and emotions involved, which are oftentimes 

neglected in textbook definitions and accompanying lesson plans. In the responses provided by the 

celebrities, I identified the following themes: “happily ever after” ending or extreme happiness; elements 

of the fantastic/ unbelievable; elements of “eeriness”; nightmarish or violent elements. These categories 

served as an initial guide when reading participant data for sub-study 1, as an indicator of the extent to 

which participants recognized the fairytale-esque in other texts, genres, or moments within those texts. 

 

Informational Text: “Das Märchen”   

“Das Märchen” (“The Fairytale”) is an example of an informational text on fairytales that is taken from a 

textbook for university or advanced high school German classes (Morewedge, 2008, p. 41-42). It is the 

corresponding Kontexte (context) text for the story “Rotkäppchen ’65” (“Little Red Riding Hood ‘65”), 

which I also used for this sub-study (see below for more details). As stated in the preface to the textbook, 

                                                           
33      …a constant up and down of fleeing and evil spells, longing and wound, royal wedding and happy birth, 

intrigue and murder. 
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the purpose of the Kontexte texts is to “provide cultural and historical background information in advance 

of the Aufsatzthemen writing sections” (p. xi). For this specific text, the initial reading comprehension 

questions provided by the textbook ask students to identify the main points of the text by writing headings 

for each paragraph. Those main points represent a rather classical definition of fairytales, namely that they 

were originally oral stories with magic, symbols and a typical structure: problem—struggle of good vs. 

evil—solution (good wins). The brothers Jakob and Wilhelm Grimm are highlighted as academics who 

collected and wrote down the oral versions of fairytales in the German-speaking realm in 19th century 

Europe. The critical role that they and their collection of fairytales played in the founding of the German 

nation is also mentioned. Fairytales, next to the bible, are identified as the most important means of teaching 

children morals and virtues at that time. A note about visiting the well-known Märchenstraße34 draws 

attention to the modern-day interest in fairytales as a touristic attraction. While there is brief mention of the 

irrationality of fairytales in the text, it is lacking in a deeper discussion of the shape-shifting nature and 

interpretations of the fairytale genre throughout time. Therefore, participants in the current study dug 

deeper, by reading the following newspaper article. 

 

Newspaper Article: “Aufklärung: Das Märchen vom Märchen”  

“Aufklärung: Das Märchen vom Märchen”35 (Ludwig, 2009, October 29) is a newspaper article from the 

newspaper Frankfurter Rundschau in which Hans-Heino Ewers, a professor who specializes in children 

and youth literature from the 18th century to present day, discussed a talk that was given in 2009 titled  „Was 

uns die Brüder Grimm verschwiegen haben.“36 Ewers is cited in the article describing the pre-Grimm 

versions of the fairytales as “erotic writing” and details are given on how, under the influence of 19th century 

romanticism, the Grimm brothers toned down the eroticism in their fairytale collection, concentrating 

instead on the childish and fantastic elements. Ewers claimed that the Grimms did not necessarily leave 

                                                           
34     So-called Fairytale Street that runs through Germany from Hanau to Bremen along sites and castles associated 

with the fairytales from the Grimm collection. 
35     Enlightenment: The Fairytale of the Fairytale 
36     What the brothers Grimm didn’t tell us. 
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things out directly, rather they “[haben] sich drumherum gewunden”, i.e., they found ways to conceal the 

eroticism. Through reading this article, in addition to continued exercise of reading strategies and expansion 

of vocabulary, learners were exposed to the sometimes lesser-known fact that fairytales were not originally 

intended for children. It is with this more nuanced understanding of the nature and origins of the fairytale 

genre that the course then turns to “Little Red Riding Hood”, the one fairytale that all participants read. 

The Grimm Brothers’ “Rotkäppchen” (1812)  

 “Little Red Riding Hood” is a fairytale that is generally familiar to students in or from the US, which is 

one reason I chose to focus on it. There were also institutional-level considerations, namely the fact that 

students who had completed the third-semester German language course at the same department had read 

a simplified textbook version of the Grimm brothers’ version of the tale. Thus, it served as a means for 

recycling of vocabulary and themes for those students. However, I also selected it due to the multiple motifs 

that make it quite representative of the ambiguous nature of the fairytale genre, including a young girl’s 

passage to womanhood as symbolized through the color red; the wolf as suitor or seducer; and the related 

erotic desires/undertones. As McGlathery (1993) discussed, this tale has undergone transformations since 

Charles Perrault’s version from the 1690s, in order to either hide or add “crudities and improprieties” from 

the original oral version (p. 67). Furthermore, there are multiple other levels of ambiguity within the well-

known tale, including: variations in past and present spelling, i.e., the word for door Thür (old spelling)–

Tür (new spelling); multiple connotations of words such as Dirne (young girl or prostitute); verschlingen 

(to devour); Gelüste stillen (to still one’s desires); zartes Ding (tender thing) and the related layers of 

meaning that the Grimms may or may not have tried to disguise through word choice; potential symbolism 

of the characters and other elements; what Little Red Riding Hood herself perceives as seltsam and 

wunderlich (strange and odd) as well as that which readers might perceive as strange and odd; the lesser-

known ending with the second wolf in which Little Red Riding Hood and the grandmother, after being 

saved from the first wolf by the hunter, deceive and kill the second wolf with the scent of cooking sausage 

water; readers’ own varying visualizations of the story of the second wolf (see Appendix E for prompt and 

participant examples), as well as speculations on the meaning thereof. In McGlathery’s (1993) discussion 
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of Little Red Riding Hood, there is only brief mention of the “double happy ending” to this cautionary tale, 

i.e., the second wolf is interpreted as proving that Little Red Riding Hood has learned a lesson after being 

“devoured” by the first wolf. However, another interpretation might be that Little Red Riding Hood and the 

grandmother were taking revenge on all “wolf-kind” for having been taken advantage of by the first wolf, 

and in so doing proved that they did not need the male hunter to save them. Discussions based in such an 

interpretation provided a smooth transition into the first modern adaptation of “Little Red Riding Hood” 

that participants read, namely “Rotkäppchen ’65”. 

 

Anneliese Meinert’s “Rotkäppchen ’65” 

The Kontexte text about fairytales from the advanced German textbook discussed above in used to 

complement the short story “Rotkäppchen ’65” (Meinert, in Röhrich, 1967, p. 149-150). As the title implies, 

the story was written in the 1960s, by Viennese-born Anneliese Meinert–one of several pseudonyms used 

by Rosa Alice Krausz, who was most well-known under the name Alice Penkala (Literaturarchiv der 

Österreichischen Nationalbibliothek, 2010). Meinert tells a tale of a more modern Red Riding Hood and 

seemingly empowered females: a mother who is too concerned with other obligations to go visit the 

grandmother, who is too concerned with weight and outer appearance to be appreciative of the gifts brought 

by the granddaughter, who is more than happy that grandmother has no time and speeds off through the 

forest in a sports car–with no concern for the hitchhiking Mr. Wolf, let alone the flowers deeper in the 

woods–in order to meet up with the crude Hans Jaeger. This text is the first attempt to draw learners’ 

awareness to the potential for adaptations of a familiar fairytale, while at the same time allowing for a 

discussion of how sociocultural context may or may not influence those interpretations and the symbolism 

of the familiar fairytale elements. Even without knowing the year of publication, the title alone may conjure 

up associations that could sway one’s reading of the text–depending on one’s knowledge of life in the 1960s 

in the US and Germany, including the various repercussions of the second world war, the cold war and the 

Vietnam war, as well as the hippie, feminist, student and civil rights movements. At this point in the 

curriculum, participants complete a web-quest and mini-presentation on life in Germany in the 1960s, as a 
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means of priming them analysis of the first film that is implemented, namely the DEFA version of Little 

Red Riding Hood. 

 

DEFA Film Version of “Rotkäppchen” (1962)  

Life in the former GDR has reached a sort of warped “fairytale status” in its own peculiar way–the popular 

“Ostalgie” (nostalgia for the east) movements in all kinds of media, from stores to films, have led to a 

somewhat romantic vision of how life was there, “once upon a time”. Implementing films from that time 

period in the language classroom, without a closer investigation of the sociocultural background, may run 

the risk of glossing over the “gritty” side of life in the GDR. Revived interest in films made in the GDR by 

DEFA has in fact shown that those made in the 1950s and 1960s were often wrought with ambiguity and 

“adopted the normative aesthetic and master narratives of the GDR” (Shen, 2015, p. 173). It has been 

claimed that the DEFA fairytale versions in particular revealed the potential for films to be “implicitly 

subversive”, due to the fact that: 

Their fairy-tale cloak permitted them to convey ideology in a subtle, indirect manner […]. They 

are not easily identifiable as products of a socialist culture. This ambiguity allowed viewers to 

forget Cold War politics for a while and to delve into a world of magic where politics took on an 

allegorical form. (Shen, 2015, p. 4) 

Thus, the DEFA fairytale films encompass further, often ambiguous, layers of meaning for viewers to 

discover and within/through which they may identify their own individual perception. 

In 1962, DEFA filmed a version of Little Red Riding Hood based on an adaptation written by 

Jewgeni Schwarz, a Russian writer born in 1896 whose many fairytale pieces were often censored during 

and after the Second World War (Staatsschauspiel Dresden, n.d.). DEFA’s version of the fairytale has the 

subtitle “Ein Film für kleine und grosse Leute”37, i.e., a fairytale for all people not just children or the less-

educated. While there is no second wolf in DEFA’s version, there are a few other new animals: the fox, the 

                                                           
37     A film for little and big people. 
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bear, the rabbit, and the squirrel. All of the animals except the squirrel are played by people wearing 

costumes. The fox is the wolf’s henchman, who does the wolf’s dirty work, embodying the theme of 

deception through disguise. In an attempt to trick Little Red Riding Hood, the (human dressed as) fox 

disguises itself twice, as a beggar and an elderly woman, and comes up with the plan for the wolf to take 

on the disguise of an injured white dog. Despite having seen through the fox’ disguises, Little Red Riding 

Hood is deceived by the wolf. Little Red Riding Hood’s father also makes an appearance in this version as 

the hunter who saves the grandmother and Little Red Riding Hood from the wolf, reinforcing the role of 

the patriarchal leader of the happy, intact family unit. The potential symbolic, and thus ambiguous, nature 

of new characters given the socio-historical context reiterates the shape-shifting capacity of the fairytale 

genre. Furthermore, a DEFA film of this kind with live actors, as opposed to an animated version of the 

fairytale, allows for another level of discussion, namely that which is made even stranger in a film version 

of a fairytale than it already is in a text version, i.e., talking animals, a wolf swallowing two humans whole, 

them being cut out of its stomach still alive, a pole-vaulting rabbit, and so forth.  

 

Monty Python’s “Little Red Riding Hood” (1972) 

In a brief clip from special episodes made for the West German television show “Fliegender Zirkus”–

“Flying Circus” (Morgan, 2014) the British Monty Python group parodied Little Red Riding Hood as a tall, 

muscular, woodcutter who encounters a dachshund dressed as a wolf, as well as a patriotic US astronaut, 

whose experiments go awry and blow up the grandmother’s house. The version of the clip (AndiLeipzig, 

2010) implemented in the curriculum ends with an encounter between Little Red Riding Hood and a person 

trying to sell Albrecht Dürer paintings in Arabia. Once again, socio-historical context and perspective allow 

for a variety of interpretations of this modern version of Little Red Riding Hood. It also serves as an 

introduction to the discussion of what a parody is, what the goal of a parody is, what intertextual references 

are necessary to fully appreciate a parody, and how one could go about creating their own parody of a 

fairytale, as was required for the first group project of the curriculum for the current study. 
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Additional Fairytales 

In light of what Kern (2000) maintained a literacies-based FL curriculum should entail i.e., to begin with it 

should introduce learners to multiple examples of texts from one genre, participants of the current study 

chose traditional fairytale in addition to “Little Red Riding Hood”–one from the Grimm brothers’ collection 

or a German-language version of one of Hans Christian Andersen’s literary fairytales. In SS15 each 

participant chose and presented individually on a fairytale and then formed small groups to create a parody 

of their group’s choice of fairytale. In FS15, participants first formed small groups, then chose a fairytale 

about which they created a presentation and a parody. The presentations, parodies, and follow-up written 

and audio recording pertaining to the additional fairytales were meant to fulfill in part the rest of Kern’s 

(2000) model for a literacies-based FL curriculum, namely by providing learners with the opportunity to 

investigate and create their own version of the fairytale genre, after having also been introduced to multiple 

variations thereof and other genres pertaining to the fairytale genre, participants encountered the differences 

in perspectives, content, registers, stylistics, etc. related to the fairytale topic. Through the presentations, 

parodies, and corresponding reflections, students expressed their understanding of “strangeness” in the 

fairytales that they encountered, as well as uncertainties and doubts they had faced while creating their 

projects–all purposeful attempts at more comprehensively incorporating and assessing ambiguity in a 

multiliteracies-based FL curriculum. 

 

Erika Mann’s “Märchenhaft” (1933) 

The conceptualization of fairytales and the fairytale-esque that the current study refers to has been largely 

influenced by the work of Erika Mann and the cabaret group Pfeffermühle (Pepper Mill), which left Munich 

for Switzerland in 1933. When perusing the titles of the pieces included in the group’s first exile program 

(Keiser-Hayne, 1995), the fairytale references are obvious: “Des Fischers Frau”, “Hans im Glück”, “Die 

Hexe”, “Lauter Märchen”, “Märchen von der kleinen Seejungfrau”, “Der Prinz vom Lügenland”, 
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“Schlaraffenland”, “Schönheitskönigin”,“Wunderkind”, “Der Zauberkünstler”.38 The reason that the 

Pfeffermühle used such titles and pieces was “to make members of the audience aware of what was 

happening in Germany indirectly by using fairy tales, fables and parables from which an unstated political 

message could be inferred” (Chisholm, 2012, p. 179; see also Haase, 1987 and Stern, 1989 for more on 

exile fairytales). The piece that was included in the newly developed curriculum, “Märchenhaft”, was 

chosen for its potential to expand the conceptualization of the fairytale-esque. See Appendix F for an 

excerpt (English is my translation), in which the ambiguity of the term “märchenhaft” is undeniable–it is 

simultaneously used to refer to the sugar-coated happy-ending version of fairytales as well as make it 

extremely difficult for the reader to deceive themselves into ignoring the other, darker side of the fairytale-

esque. “Märchenhaft” appeals to the reader to realize the evil that is within not only the fairytale, but within 

oneself, as well as the potential downfall of mankind, should one be deceived into ignoring the destruction 

that comes hand in hand with mindlessly accepting prescribed definitions and conditions, never calling 

them into question. This is a notion that I explore in the current study–how to expose students to the 

ambiguous nature of the world around them by continuously challenging them to embrace the shades of 

gray that exist, rather than cling to a strict division between good and evil.  

 

3.4.2 Data Extracts and Discussion 

Initial Fairytale Definition (Data Source A) 

Through an initial in-class writing task during the first week of class, I was able to gauge students’ ability 

to express in German their previous knowledge of, and ideas about, what a fairytale is and what it might 

mean to be fairytale-esque (see Appendix G for prompt). In SS15, no responses were scanned, but I 

skimmed responses from Sec 1 and tallied the most common answers, which I shared with the students in 

class. In FS15, after I tallied common answers, I scanned and saved the written responses for more detailed 

                                                           
38      “The Fisherman and His Wife”, “Hans in Luck”, “The Witch”, “All Sorts of Fairytales”, “Fairytale of the Little 

Mermaid”, “The Prince of the Land of Lies”, “The Land of Milk and Honey”, “Beauty Queen”, “Wonder Child”, 

“The Magician”. 
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data analysis, in particular for use in Data Source C. Common answers from both semesters are listed in the 

Table 7 below. 

Table 7: Common Participant Associations with Fairytale and Fairytale-esque 

SS15 Sec 1 

Q1: What is (typical for) a fairytale?  Q2: What is a fairytale-esque moment? 

 good vs. evil 

 a happy ending 

 a moral, like “you shouldn’t lie” 

 very old 

 stories for children 

 a first kiss 

 marrying; weddings 

 a place, like Disneyland 

 a city, a country 

 something in nature, like the Grand 

Canyon 

 helping other people; not having any 

problems 

 food, like French fries 

 sports, like when a team wins 

FS15 

Q1: What is (typical for) a fairytale? Q2: What is a fairytale-esque moment? 

 someone goes on a journey 

 one tries new things 

 one learns something / a moral 

 magic, talking animals 

 good vs. evil 

 for children, not complex 

 fun 

 a (love) story 

 fictional, fantastic elements 

 dream-like 

 happy ending (one response: bloody/bad 

ending) 

 cruelty, dying, death, killing,  

 a fantastic, good, nice moment  

 when the prince comes 

 love, when you fall in love 

 when everything is right, all people are 

happy 

 magic, as in something fictional or 

unbelievable (like kissing a sleeping 

princess awake) 

 little blue birds, music 

 visiting a castle in Europe 

 something emotional 

 a bad moment 

 evil people, death, dying 

In the definitions from FS15, 14 of 17 participants included magical, fictional, fantastic, or supernatural 

elements, such as talking animals, fairies, dragons, or fictional animals. Six participants stated that fairytales 

were for children. Two participants mentioned Disney. One student referenced the Grimm brothers, while 

another student referred to “the originals”. Eight participants mentioned the dichotomous nature of 

fairytales, i.e., good vs. evil elements. Only one of the eleven participants who attempted to define what a 

“fairytale-esque” moment could be included elements of evil–that was the student who had mentioned the 

Grimm brothers. All others defined a “fairytale-esque moment” as something (overwhelmingly) positive. 

 



91 

 

Second Fairytale Definition (Data Source B) 

During the subsequent weeks of the first unit, students engaged with the various texts mentioned above and 

incorporated the class discussion topics in multiple transformed practices, or critical framing, with a 

recurring focus on the ambiguity and strangeness of the fairytale genre. At the end of the unit, students 

completed the first of three in-class unit reflections, which was completed during a 50-minute class period 

using the quiz tool of the course learning platform. See prompt in Appendix H, which was used as a means 

of eliciting participant responses in order to gauge the extent to which their definitions had expanded 

throughout the first unit of the course. Although students were notified that they should reflect on each 

question in the multiple-part prompt for full task completion points, only 15 of 20 in SS15 Sec 1 responded 

to the last question, which was about the development of their definition. In SS15 Sec 2 only 5 of 11 students 

commented explicitly on the development of their understanding of fairytale and the fairytale-esque. During 

FS15, 12 of the 17 consenting participants responded to the prompt question about the development of their 

definition of fairytale. Table 8 below gives an overview of how many students directly stated a perceived 

change in their conceptualization. 

Table 8: Overview of Participant Perceived Change, Data Source B, Sub-study 1 

Semester / 

Section 

# Of 

Explicit 

Responses 

Perceived 

Change 

Perceived 

No Change 

SS15 Sec 1 15 13 (87%) 2 (13%) 

SS15 Sec 2 5 4 (80%) 1 (20%) 

FS15 12 8 (67%) 4 (33%) 

Total 32 25 (78%) 7 (22%) 

One of those students who did not believe that their ideas had developed claimed: “Meine Definition hat 

nicht entwickelt. Ich weiß beinahe alle.39 (Bailey, SS15 Sec 2). This student believed they had developed 

no new ideas, because they had already read a lot of fairytales prior to the class. Some who did not believe 

their definition had changed, however acknowledged that they had expanded their linguistic abilities and 

                                                           
39      My definition didn’t develop. I know almost all [of them]. 
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factual knowledge: “Ich denke, dass meine Definition von Märchen und märchenhaft nicht entwickelt hat. 

Die Definitionen sind die Gleiche als bevor, aber jetzt kann ich die Definitionen besser aussprechen. Was 

ist unterschiedlich, ist dass ich kenne mehr Märchen und seinen Hintergrund”40 (Ariel, SS15 Sec 1).  

Overall though, many of the students in both semesters who commented on this question did in fact 

believe that their definition had developed, as is seen in the following excerpts. Some students concentrated 

on what they used to think, implying that they no longer viewed those things as pertinent to defining the 

fairytale genre: “Meine Definition von Märchen verändert, weil ich nicht glaube, dass sie alle über 

Prinzessinnen sind. Ich habe auch gepflegt zu denken, dass Märchen alle über sich erfüllende Träume 

waren. Es gibt viel an deutschen Märchen beteiligten Tod”41 (Parker, FS15). That student identified death 

as a new element in their fairytale definition. The following statement also indicates new elements of the 

fairytale that another student discovered: “In den jungerend vergangenheit, Ich denke, dass Marchen war 

nicht so gewaltsam. Jetzt, Ich denke dass Marchen sind sehr sehr seltsam”42 (Cody, SS15 Sec 2). This 

student pointed to violence in fairytales as something that was new to them, as well as their general 

perception of the “strangeness” of the fairytale.  

There were also students who were already capable at this point in the semester of expressing a 

highly nuanced understanding of not only the fairytale, but also what it means to be fairytale-esque, such 

as in the following example: “Märchen und märchenhaft kann vielen Definition haben wegen vielen 

Geschichte sind ein Märchen. Dieses Unit, ich hatte dass ein Märchen sind ein sehr seltsam Geschichte 

oder ein sehr romantische Geschichte auch. Kein einzeige Definition fur Märchen existieren kann”43 

(Kennedy, SS15 Sec 1). After only six weeks of class, this student showed their capacity for recognizing 

the fairytale-esque in other genres (“many stories are a fairytale”), while also realizing the multitude of 

                                                           
40      I think that my definition of fairytale and fairytale-esque hasn’t developed. The definitions are the same as 

before, but now I can express the definitions better. What is different is that I know more fairytales and their 

background. 
41      My definition of fairytale changed because I don’t believe that they are all about princesses. I also used to 

think that fairytales were all about dreams come true. There is a lot of death in German fairytales. 
42      In the near past, I think that fairytales were not so violent. Now I think that fairytales are very very strange. 
43      Fairytale and fairytale-esque can have many definitions because many stories are a fairytale. This unit I had 

that a fairytale is a very strange story or a very romantic story also. No single definition can exist for fairytale. 
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definitions that may exist. Due to the number of students in both semesters who did not respond to the part 

of the prompt that was most relevant for this part of the study, I incorporated the writing task for Data 

Source C in FS15. Students in that semester thus had the opportunity to directly compare and reflect on the 

development of their ideas from Data Source A to Data Source B. 

 

Student Comparison of Initial and Second Fairytale Definitions (Data Source C) 

In FS15, Data Source A was returned to students after the unit 1 reflection with a printed copy of their 

response to the question in Data Source B. They were then asked to complete their second at-home brief 

writing task (see Appendix I for partial prompt), which was submitted electronically to a dropbox on the 

course online learning platform. The main purpose of this writing task was for students to directly compare 

their definitions of fairytale and the fairytale-esque, but it was also an opportunity for them to reflect on 

their general linguistic progression since the beginning of the semester (in part B of the prompt, which is 

not included in appendix). The majority of the 14 participants who submitted a response for Data Source C 

seemed to have difficulties comparing the content of the two writing exercises. Two students completely 

misunderstood the task and although I discussed it with both of them individually, neither of them re-

submitted. Another two students only briefly mentioned content, one of those being the student who had 

not submitted an initial definition for Data Source A. While one student did not directly compare the two 

answers, they included a new reflection on what they had learned in general:  “Ich habe gelernt, viel mehr 

über deutsche Märchen. Es ist offensichtlich, viele von ihnen wurden ursprünglich nicht für Kinder gedacht. 

Auch gibt es eine Vielzahl von Geschichten neu geschrieben. Die Märchengeschichte scheinen alle zu einer 

moralischen zu drehen”44 (Avery, FS15). 

Eight participants reflected on the development of their conceptualization of fairytale and fairytale-

esque. Some students had concrete comparisons of content, like the following student who directly quoted 

                                                           
44      I have learned a lot more about German fairytales. It is obvious many of them were not originally thought for 

children. Also there is a large number of stories that were rewritten. The fairytale stories all seem to be about a 

moral. 
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their own work: “Ich schrieb nicht dass ‘Die Elemente von Märchen müssen Kinder verstehen’, weil es 

nicht als wichtiger als ich dachte war”45 (Hunter, FS15). This statement reveals that Hunter realized they 

had viewed fairytales as stories for children at the beginning of the semester, a view that had changed by 

the end of the unit. Another student commented generally on the additional information they included in 

the unit reflection: „Ich habe auch mehr Beispielen in der zweiten Schreibaufgabe benutzt, teils weil ich die 

Idee von ‚Das Märchen vom Märchen‘ mochte. Ich wollte das populäre Konzept von Märchen mit 

wirklichen Märchen kontrastieren.“46 (Blake, FS15). In this extract, the student claims their conceptual 

growth was not just due to having read more fairytales, but because of the discussion around the newspaper 

article on “The Fairytale of the Fairytale”. Other students recognized their ability to identify, describe, and 

analyze themes and symbols in fairytales more subtly, such as the following participant:  

In der Unit Reflexion konnte ich die subtilen Aspekte von Marchen in meiner Definition 

beschreiben, wie Symbolismus und Themen. […] Ich glaube, dass Hintergrund-Information sehr 

wichtig ist, wenn wir Märchen analysieren. Ich denke, das wird in meiner Unit Reflexion reflektiert, 

und nicht in meiner ersten Antwort.47 (Leslie, FS15) 

This excerpt reveals that Leslie acknowledged growth in analytic capabilities due to gain in socio-historical 

awareness throughout the first five weeks of the semester as the main factors in the development of their 

definition of the fairytale and the fairytale-esque. In general, Leslie tended to exhibit knowledge about 

history beyond what was discussed in class, which, as seen in the response above, was important for that 

type of learner in providing an (accurate) analysis of a text. Overall there were five main categories of 

change (or no change) that I identified, which I discuss in the following section based on five exemplary 

individual cases. 

                                                           
45      I didn’t write that ‘Children must be able to understand the elements of a fairytale’ because it was not so 

important, as I thought. 
46      I also used more examples in the second writing task, partly because I liked the idea of “The Fairytale of the 

Fairytale”. I wanted to contrast the popular idea of fairytales with real fairytales. 
47      In the unit reflection, I could describe the subtle aspects of fairytale in my definition like symbolism and 

themes. […] I believe the background information is very important when we analyze fairytales. I think this is 

reflected in my unit reflection and not in my first answer. 
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Discussion of Initial Change in Definition of Fairytale and the Fairytale-esque 

In this section I summarize the meanings most pertinent for addressing the first of the two guiding questions 

of this sub-study: Can FL learners indicate a sense for a destabilized notion of what it means to be a fairytale 

and fairytale-esque? I focused on the data from the 16 participants who submitted both A (initial definition) 

and B (second definition) in FS15. I compared the answers from A and B for those 16 students, first 

identifying and coding elements in response A that indicated that the learner already had a well-established, 

nuanced definition of fairytale and fairytale-esque, i.e., negative, evil, eerie elements were included and/or 

reflection on socio-historical impact; abstract associations, connotations, or symbolism. Then I turned my 

attention to response B, identifying elements that were new, as well as elements that were no longer 

mentioned (but had been in response A). If the only new information included were concrete elements of 

the traditional fairytale genre (such as characters, phrases, or example fairytales), I categorized the student 

as having displayed minimal change. Those who went beyond simply listing new, concrete fairytale 

elements I categorized as having indicated a more nuanced, destabilized understanding of the fairytale 

and/or the fairytale-esque. Criteria for this emerged through the (re)reading of the data to include categories 

that I had not anticipated in the gradation created according to the celebrity interview analysis. Thus the 

expanded categorization included: recognizes “darker” topics/themes in the fairy tale (even if just the good 

vs. evil), including erotic undertones (9 participants); shows empathy with the characters considered “evil” 

(1 participant); recognizes symbolic and socio-historic impact of fairytales (1 participant); recognizes that 

other genres can have fairytale-esque elements (1 participant); recognizes the idiomatic nature/positive 

connotations of the term “märchenhaft” (1 participant). Some of the participants indicated more than one 

of the categories, and I therefore considered their development to be more substantial.  

Among the five students for whom I identified no substantial change, one seemed to have had 

extremely limited familiarity with fairytales at course onset. While that student did show vocabulary 

growth, i.e., ability to list concrete elements of the traditional fairytale genre, there was no major evidence 

of conceptual development or change in definition. One participant claimed to have developed new ideas, 
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but I saw no substantial evidence for that in their responses. The remaining two students also had a rather 

fixed–although not necessarily nuanced–definition of fairytales in their minds at the beginning of the 

course. While they were generally able to discuss those ideas at more length by the second definition, no 

substantial change was evident. Overall, eleven of 16 participants displayed development from A to B, even 

if they did not perceive there to be (six of those either stated directly that there was no change or did not 

address it). In addition to the comparison of A and B, I also looked at Data Source C to see if the students 

themselves identified a change or development in their two responses. Below I discuss one illustrative 

example in detail for each of the following categories that I identified in the data from FS15 during my 

analysis of Data Sources A, B, and C: 

1) No change identified by student or researcher 

2) Change identified by student, but not by researcher 

3) No change identified by student, but by researcher 

4) No reflection on change (but change identified by researcher) 

5) Change identified by both student and researcher 

 

Tracey: No change identified by student or researcher 

Tracey was a junior and one of the few German minors in the course, however did not submit the LLB 

assignment so no initial assessment of their level of comfort with the ambiguity of the language learning 

experience was available. While Tracey struggled with completing homework, as well as coming to and 

participating in class on a regular basis, they would on occasion come to my office hours for assistance. 

Despite having had three semesters of German at the same institution, as had the majority of the other 

students in that section of the course, Tracey’s abilities to communicate in German (orally and in writing) 

were underdeveloped. Tracey’s entire response for A, which included two English words, was: 

Ein Märchen ist eine menschen und sie hat viele zauber. In diesem Marchen, die personen findet 

die Hexe und sie ist nicht so gut. Vorm diese Klasse ich gehört ein Märchen aber ich kann nicht 
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[remember]? Märchenhaft ist die Adjektiv fur Märchen. Es arbeitet für adjektiv mit viele 

[relevance]. Ich hat keine idee ‘haft’ ist.48 

This response shows that at course onset, Tracey was able to identify a few concrete elements of a traditional 

fairytale, but admitted to not being very familiar with specific fairytales. Then Tracey speculated on the 

suffix -haft rather than on what a märchenhafter Moment might be–indicating that they had likely at least 

understood the brief discussion in class that the word is an adjective and that it has to do with fairytales. 

Five weeks later in the unit 1 reflection, Tracey’s response for Data Source B was slightly longer and more 

detailed, but still indicated a disconnect between course content and ability to express even concrete ideas 

in German: 

Ich denke fur Marchen charakteritisch das hat Zauber und eine Prinzessin. Alles Marchen 

begginen mit "Es war einmal" und endet mit, "und wenn sie nicht gestorben sind, dann leben sie 

noch heute" In diesem Marchen die Prinzessing hat Schweirigkeiten und die Prinz kommt die 

Tettung sein auf die Burg. Die bose Hexe gewonhlich hat ein plan fur die Prinz nach versagen. 

Meine lieblings-definition von Marchen hat zauber und endet glucklick.49 

By this point, Tracey no longer used any English words, was able to name a few new figures in traditional 

fairytales, such as a prince and a princess, and gave more information about the typical fairytale structure 

of struggle against an evil character with a happy ending. Tracey also mentioned the German-language 

opening and closing phrases commonly found in fairytales. There was however no indication of awareness 

of the lack of those figures and elements in some fairytales, including ones specifically discussed in class, 

and no self-reflection or attempt to discuss the broader, abstract topics related to the fairytale unit or the 

idea of the fairytale-esque. While Tracey displayed slight linguistic growth from A to B and increase in 

                                                           
48      A fairytale has humans and it has a lot of magic. In these fairytales, the people finds the witch and she is not so 

good. Before this class I heard a fairytale but I can’t remember. Fairytale-esque is the adjective for fairytale. It 

works as adjective with a lot of relevance. I have no idea what “haft” is. 
49      I think for fairytales characteristic, that has magic and a princess. All fairytales begin with “Once upon a time” 

and end with “and if they haven’t died, then they are still alive today”. In these fairytales the princess has difficulties 

and the prince comes to be the rescue at the castle. The evil witch usually has a plan for the prince to lose. My 

favorite definition of fairytale has magic and ends happy. 
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word count (from 55 to 70); there is little evidence of conceptual development. Since Tracey did not submit 

a response to Data Source C, there was no further evidence of growth or change at that point in the semester. 

 

Robin: Change identified by student, but not by researcher 

Robin was a highly motivated freshman, despite having had a rather negative experience learning German 

in high school. Their motivation may have been due to the fact that Robin had German-speaking family, 

was particularly interested in learning about German “culture” (as stated in their LLB reflection), and was 

overall an incredibly optimistic and excited learner, who rarely missed class, turned in almost all homework, 

and would come to office hours occasionally for assistance or clarification of tasks. There were however 

often times that Robin would complete an exercise without having fully understood the task. This may be 

in part due to the fact that Robin was brand new to the university, and thus not yet familiar with multiple 

aspects of the course that the majority of the other students had been exposed to for the prior three semesters 

including the course management website and the related tools used for certain task types like the audio 

recordings, as well as the German-only approach to class.  

Robin’s low level of comfort with ambiguity–as in questioning that which is otherwise taken for 

granted–at course outset was evident in the response to Data Source A: “Ich glaube diese Definitionen sind 

stimmt weil es ist was ich habe geleist wann ich was eine Kind in märchen Buchen.”50 In this statement, it 

seems that Robin was accustomed to accepting as accurate that which they were told or instructed, without 

the realization that it is okay to question dominant views. Furthermore, Robin seemed in general very 

conscientious of wanting to say what was perceived as that which I, as instructor, would want to hear. This 

is apparent in a comment from Data Source C: „Ich habe meine information und meine Ziele weil es war 

was ich musste schriebt zu die Voraussetzung erfüllen“51, which indicates Robin’s tendency at this point in 

the semester to include only the minimum information they believed was required for a grade. This stance 

                                                           
50      I believe these definitions are right because it is what I read when I was a child in fairytale books. 
51      I have my information and my goals because it was what I had to write in order to meet the requirements. 
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of equating fulfilment of requirements with comprehension or learning characterized Robin’s response in 

Data Source B, as the following excerpt reveals:  

Meine Definition hat verandert uber des Semester, weil ich habe mehr Geschichte und Marchen 

lesen und schreiben. Ich finde die Bruder Grimm Marchen sehr interessant und es ist einfach zu 

lesen und verstehen. Es ist ein gutes weg zu lernen Deutscher kultur auch52. 

In this statement, Robin indicated a belief that fairytales are easy to understand and read, reiterating the 

value they placed on basic comprehension as well as completion of tasks, which again seemed to be the 

most significant indicators of growth for Robin. 

Robin’s initial definition of fairytale-esque in Data Source A was: “Ein märchenhaft ist die 

emotionall aspekt auf die märchen”53. This is repeated almost verbatim in B: “Marchenhaft ist die 

emotionalle apekte von dem Marchen”54, albeit with a few grammatical improvements (correct preposition 

and case after as well as capitalization of the noun fairytale). Robin also attempted to write additional 

definitions: „Ein andere Definitionen von marchenhaft ist die personalitat und Erscheinen von dem 

Marchen in die Geschicte. Es ist auch das die Bedeutung von die Geschichte konnte die Definitionen von 

marchenhaft.“55 This again seems to reflect a desire to fulfill the requirements by writing anything at all, 

since it is almost the exact definition given by Robin in the same response for fairytale: „In meine Meinung, 

Marchen charakteristisch sind die personalitat von die charakter in die Geschichte.“56 The use of the phrase 

“In meine Meinung” at the beginning of this sentence, while not entirely grammatically correct, could be 

read as Robin’s desire to demonstrate the acquisition of a new phrase for stating opinions; however, it could 

also be read as an acknowledgement of the ambiguity of the multiple possible meanings and interpretations 

to be found in any given text, phrase, or word, as had already been continually emphasized throughout the 

                                                           
52      My definition has changed over the semester, because I have read and written more stories and fairytales. I 

think the brothers Grimm fairytales are very interesting and it is simple to read and understand. It is a good way to 

learn German culture, too. 
53      A fairytale-esque is the emotional aspect of the fairytale. 
54      Fairytale-esque is the emotional aspect of the fairytale.  
55      Another definition of fairytale-esque is the personality and appearance of the fairytale in history. It is also that 

the meaning of the (his)tory could the definitions of fairytale-esque. 
56      In my opinion, the personality of the characters in the (his)tory are characteristic fairytales. 
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first five weeks of the course. Another layer of ambiguity that is complicates the deciphering of Robin’s 

definitions of fairytale and fairytale-esque is due to the polysemic ambiguity of the German word 

Geschichte, which can mean both story and history.  

In general, writing about abstract topics still seemed to pose difficulty for Robin at this point in the 

semester. When addressing the question if all fairytales are magically wonderful, Robin gave concrete 

fairytale examples and thus addressed aspects not mentioned in Data Source A:  “Kein alle Marchen hat 

die ‘zauberhaft schon’. Zum Beispiel, Dornroschen und Hansel und Gretel es gibt eine Bose Hexe und das 

ist nicht schon”57. While the evil nature of the witch is something probably familiar to most students, it was 

new to Robin’s definition. However, Robin did not further contemplate the gritty, ambiguous nature of 

fairytales or the fairytale-esque. Robin unfortunately misunderstood the task for Data Source C–instead of 

comparing the response from B their initial definition, compared it to an entirely unrelated writing task. I 

discussed the misunderstanding with Robin and offered a redo, but none was submitted. Thus, there was no 

further evidence available on Robin’s capacity for self-reflection on their own conceptual development 

regarding the ambiguity of genre. 

 

Dakota: No reflection on change, but change identified by researcher 

Dakota was not a German major or minor at the time of the course, but was interested in languages, having 

had learned or studied two other languages in addition to German and English. Dakota rarely missed class 

or an assignment, but also rarely participated in large group discussion or completed extra credit, and never 

came to office hours. For part two of the Schreibaufgabe 2, students were supposed to reflect on their 

individual learning strategies. Almost all students mentioned at least one strategy that they had been using 

or planned on using in the future. Dakota however, did not respond to that part of the question. This was 

typical for Dakota, who often neglecting to fully respond to written prompts, only completing the parts in 

which they were most interested. In spite of Dakota’s seemingly low level of willingness to communicate 

                                                           
57      No all fairytales have the ‘magically beautiful’. For example, Sleeping Beauty and Hansel and Gretel there is 

an evil witch and that is not beautiful. 
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in large group settings and selective tendency in responding to written prompts, Dakota thrived in small 

group projects, partner work, and individual audio recording. Dakota even added German as a minor the 

following semester—which reinforces the importance of providing multiple means and modes of 

assessment in order to reach and retain a wide variety of learners and learner types and not giving up on a 

learner simply because they do not participate much in class. 

 In Data Source B, Dakota was one of the students in FS15 not to directly respond to the part of the 

prompt in which they were asked to reflect on the development of their definition of fairytale and the 

fairytale-esque. Dakota’s response closed with the following statement: “Ich hatte eigne definition fur 

Marchenhaft. Ich finde meine definition ist immer awendbar.”58 Dakota addressed the fairytale-esque, but 

not the fairytale, and inferred that there had been no change in definition. However, I identified a change 

from A to B, as did Dakota when prompted to compare their answers in Data Source C. In their comparison, 

Dakota stated: 

Ich denke, dass meine Definition für einen „Märchenhaften Moment“ sehr gut war, also schriebe 

ich nicht mehr darüber. Aber ich las die In-class Schreibaufgabe und dachte, das ist nicht die beste 

Erklärung. Die Idee ist dort aber die Erklärung könnte besser sein.59 

By going back to the original definition and comparing it directly to the second, Dakota demonstrated their 

capacity for self-reflection as well as desire for improvement. Dakota also recognized their emphasis on the 

fairytale-esque in their initial definition, which was less of a focus in their second definition. In Data Source 

A, Dakota first defined fairytale as: „ein Geschischte mit ein moral für Kinder“60, then explained that 

„Märchenhaft ist dinge aus Märchen kommen oder tippisch in Märchen sein“61.  For Dakota, those things 

included talking and fictional animals as well as royalty, and a fairytale-esque moment was: “ein schones 

                                                           
58      I had my own definition for fairytale-esque. I think my definition is always applicable. 
59      I think that my definition for a “fairytale-esque” moment was very good, so I didn’t write about it anymore. 

But I read the in-class writing task and thought, that is not the best explanation. The idea is there but the explanation 

could be better. 
60      …a story with a moral for children… 
61      Fairytale-esque is things come from a fairytale or are typical in a fairytale. 
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oder fantastisch Moment. Diese Moment ist nicht tippisch. Du musst alle dinge richtig fur ein 

märchenhafter Moment haben.“62 

A similar definition was given in the Data Source B: “Ich defeniere "Märchenhaft" als eine perfete 

moment wann alle ist gut in den Welt.”63 Dakota’s list of characteristics for a fairytale expanded though to 

encompass strange or magical elements, as well as good vs. evil as basis for a moral. Dakota recognized 

this development in Data Source C, offering the following explanation: “…in der Reflexion hatte ich mehr 

Erklärung darüber, was diese Geschichten Märchen macht. Ich konnte erklären, weil wir alle diese Zeit 

für Märchen hatten. In diesem Kurs lernten wir alle über Märchen.”64 Despite being explicitly prompted 

to address the “Fairytale of the Fairytale” notion in the comparison, Dakota only stated “Ich schrieb nicht 

über die ursprünglich Märchen in meiner Reflexion. Das einzige Märchen, worüber ich etwas sagte, war 

die Prinzessen auf der Erbse, weil meine Gruppe eine Parodie davon machte.”65 Neither in this statement 

nor in the unit 1 reflection did Dakota reflect on the darker nature and origins of fairytales as had been 

discussed in class, which may in part indicate rejection of the task. However, due to the phrasing of the task 

i.e., the multiple parts, Dakota did at least address that which they personally found most interesting and in 

so doing recognized some variance amongst fairytales, based on the rationale that not all fairytales are 

magical because they are not all exciting.  

Overall, Dakota demonstrated understanding of the concrete aspects of what a traditional fairytale 

is and recognized their general learning and increased ability to express certain ideas in German, including 

increased word count–which went from 67 in A to 96 in B. While there was little direct reflection on the 

more abstract notions related to the course in regard to the ambiguity of the fairytale, Dakota’s expanded 

discussion in Data Source B of the moral in a fairytale being related to the theme of good vs. evil indicated 

                                                           
62      …a lovely or fantastic moment. This moment is not typical. You must have all things right for a fairytale-esque 

moment. 
63      I define “fairytale-esque” as a perfect moment when all is good in the world. 
64      …in the reflection I had more explanation about what makes these stories fairytales. I could explain because 

we had all this time for fairytales. In this course we learned all about fairytales. 
65      I didn’t write about the original fairytales in my reflection. The only fairytale that I said something about was 

The Princess and the Pea because my group made a parody of it. 
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a conceptual growth, as did their reflection in Data Source C about their perception of not having quite 

articulated what they had intended to say in their two definitions of the fairytale and the fairytale-esque. 

 

Casey: No change identified by student, but by researcher 

Casey, a junior, was a highly motivated German minor, who had a systematic manner of approaching the 

language learning experience in general as well as of completing tasks–whether reading, writing, speaking, 

drawing, or in group projects, Casey was extremely conscientious about responding to every question posed 

in a prompt and was quite concerned with grammatical perfection. For instance, in the second part of the 

Schreibaufgabe 2, Casey claimed, in a grammatically perfect, complex sentence using a (to learners of 

German often confusing) verb-kicking dependent clause: “Meine Sätze sind nicht sehr kompliziert, weil ich 

in meinen grammatischen Sachkenntnissen nicht so überzeugt bin.”66 Due to this tendency to cling to the 

comfort of grammatical structures, I would identify Casey as having a low level of comfort for ambiguous 

language learning situations, which is corroborated in their responses to Data Sources B and C. For instance, 

in Data Source B, Casey concluded “Mein Definition von Märchen entwickelt seit Anfang des Semesters 

nicht weil das ist eine Geschichte mit Moral. Ich denke märchenhaft ist zauberhaf schön.”67 This statement 

reveals Casey’s matter-of-fact way of viewing the fairytale genre, which for them had a simple, 

straightforward definition which need not be questioned. Furthermore, no speculation was included on 

additional meanings for fairytale-esque, rather the dictionary definition provided in the prompt was simply 

repeated. 

 These tendencies were also observable in Data Source C.  Casey’s no-nonsense manner of 

answering each question for that prompt is apparent–below I have included bullet points for each question 

from the prompt, followed by Casey’s responses (which were submitted as one coherent text): 

                                                           
66     My sentences are not very complex because I am not so sure of my grammatical knowledge. 
67      My definition of fairytale hasn’t developed since the beginning of the semester because it is a story with a 

moral. I think fairytale-esque is magically wonderful. 
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 Did you write more or less in the unit reflection? If you wrote less, what do you think, why 

that was? “In mein Unit Reflexion ich habe denselben  Betrag von Sätzen geschrieben.”68 

Casey had apparently taken the time to actually count the sentences in both Data Source A and B–something 

that the majority of students did not do, or at least did not state explicitly. While Casey had the same amount 

of sentences, they were indeed much longer sentences, as indicated by the growth in word count, from 87 

to 120 words. Casey then continued by addressing the content, focusing first on the new kinds of words 

used in the unit 1 reflection–more adjectives–and then mentioned one concrete theme: 

 What did you write in the unit reflection that was new? Why? “In diese Reflexion habe ich 

die Eigenschaften eines Märchens beschrieben. Deshalb habe ich viele Adjektive verzeichnet. 

Ich habe auch gesagt, dass märchenhafter Moment sind zauberhaft schön müssen.”69 

In this statement, Casey reaffirmed their own definition of a “fairytale-esque” moment given in Data Source 

B. This strictly positive interpretation of the concept would seem to indicate either a potential gap in 

understanding of or perhaps resistance to key concepts discussed throughout the course.  

 What did you no longer write in the unit reflection? Why? “Im diese Reflexion habe ich nicht 

erwähnt, dass ich denke, dass ein märchenhafter Moment im echten Leben geschehen kann. 

Ich habe das nicht geschieben, weil ich genug Zeit nicht hatte.”70 

In this part of the response, Casey may have misunderstood the German “nicht mehr” (no longer, which 

was indexed with the English translation in the prompt), considering the fact that the statement about how 

fairytale-esque moments can happen in real life is not something they mentioned in either of the first two 

definitions. It seems that Casey was addressing something that they had meant to write about it in Data 

Source B, but did not because of time constraints. What is most meaningful here though is not what Casey 

no longer wrote about in the second definition, but that the fact that in this reflection and comparison they 

                                                           
68     In my unit reflection I wrote the same amount of sentences. 
69     In that reflection I described the characteristics of a fairytale. Therefore I used many adjectives. I also said that 

fairytale-esque moments must be magically beautiful. In my other writing task I just said that a fairytale-esque 

moment is fictional. 
70     In this reflection I didn’t mention that I think that a fairytale-esque moment can happen in real life. I didn’t 

write that because I didn’t have enough time. 
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voiced their recognition of the fairytale-esque in the everyday. Furthermore, Casey recognized to an extent 

the shape-shifting nature of the fairytale across cultures and times, as is revealed in their response to the 

last question of the part of the prompt that was relevant for the current study: 

 We spoke in class about “The Fairytale of the Fairytale”: Did you write in the unit reflection 

about that? Why or why not? “Ich denke, dass Märchen für junge Leute passend sind, weil 

die deutschen Versionen ‚PG 13‘ sind, aber die Geschucgten haben gute Moral.”71  

While this response reveals that Casey was aware of fairytale variations across cultures, there seems to be 

a disconnect between course content or at least a disconnect between my and their perception of what 

“PG13” entails. 

Despite Casey’s claim in Data Source C that their definition of the fairytale genre had not changed 

throughout the course of the semester, data analysis indicated that there was at least a slight shift. In Data 

Source A, Casey first stated a rather standard definition of the fairytale: “Ein Märchen ist fiktive aber es 

Moral für Kinder haben.”72 They then listed concrete elements such as royal characters, talking animals, 

good and evil characters. Casey’s initial remark on the “fairytale-esque” was that it is an adjective. Then 

Casey gave two synonyms for it, “traumhaft” (dreamlike) and “fictive” (fictional), as well as the concrete 

example of Sleeping Beauty being kissed by a prince. Five weeks later, in Data Source B, Casey began by 

stating that fairytales typically have a good ending, but acknowledged that many German fairytales do not. 

Then a few typical elements were listed, including something not mentioned in Data Source A, the opening 

fairytale phrase Es war einmal… (Once upon a time). Furthermore, Casey expanded on the simple 

differentiation between evil and good fairytale characteristics to include a more nuanced discussion of the 

funny, happy, sad, and dramatic characteristics. Despite Casey’s insistence that a fairytale-esque moment 

must be magically wonderful, they acknowledged that not all fairytales have “magical” moments, such as 

“Little Red Riding Hood”, and moreover that all fairytales have strange moments. However, Casey did not 

                                                           
71      I think that fairytales are suitable for young people because the German versions are “PG 13”, but the stories 

have a moral. 
72      A fairytale is fictional but it has moral for children. 
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equate that strangeness with a fairytale-esque moment. These convictions, in particular the extremely 

positive connotation of the fairytale-esque, shaped Casey’s responses throughout the rest of the course. 

 

Morgan: Change identified by both student and researcher 

Morgan was a senior who had little experience with language learning other than German, which was an 

experience they described in the LLB as very nice yet very difficult. Morgan had completed the three 

semester progression prior to that course at the same institution and had had to repeat classes. German beer 

and Oktoberfest were listed as Morgan’s motivations for learning German. Morgan’s enthusiasm for 

learning German was not immediately apparent at the beginning of the course; in fact their motivation to 

fully complete tasks seemed relatively low. Yet, by the end of the semester Morgan was one of the most 

diligent students, who rarely missed class, always turned in assignments, and reflected in detail on highly 

abstract ideas. 

 In Data Source A, Morgan had the briefest response of all participants (37 words), stating: “Ein 

Märchen ist ein Märchenhaft mit viele Kharacter. Es hat ein Moral fur die Kinder. Die Tiere sprechen oft. 

Märchenhaft ist ein schön moment. Man fühlt glücklich. Ich hatte ein märchenhaft moment wenn ich 

verliebt eine Frau.”73  Despite how brief the response is, it reveals Morgan’s capacity for recognizing and 

reflecting on the fairytale-esque (as something positive) in everyday encounters. Five weeks later, in Data 

Source B, Morgan’s definition of fairytale had expanded to include the following: “Sie können vielen Tot 

haben und oft sie sind nicht Kindergeschichte. Manchmal sie sind Liebesgeschichte und erotisch.”74 This 

statement shows Morgan’s recognition of the ambiguity of the origins of the fairytale genre, as had been 

discussed in class. Morgan’s understanding of fairytale-esque was still quite positive: „Ein Märchenhaft 

moment sind wenn alle ist gut und wenn die Figuren nicht gestorben sind, dann leben sie noch heute.“75 

                                                           
73      A fairytale is fairytale-esque with many characters. It has a moral for the children. The animals often speak. 

Fairytale-esque is a lovely moment. One feels happy. I had a fairytale-esque moment when I fell in love a woman. 
74     They can have a lot of death and are often not children’s stories. Sometimes they are love stories and erotic. 
75      A fairytale-esque moment is when everything is good and if the characters haven’t died, then they are still 

living today. 
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Rather than including an example from their personal life though, they quoted the common German ending 

phrase for fairytales–which, unlike the English versions, includes death and removes the happily ever after.  

Morgan’s own recognition of their perceived personal development of a more nuanced 

understanding of the fairytale genre is expressed in the final part of their response: “Meine erklärung hat 

entwickelt diese Semester gut weil ich lesen viele Märchen und ihre andere Versions. Ich lernte dann 

Marchen kann sind Tragödie oder glücklich. Sie konnen vielfach version haben.”76 In this statement, 

Morgan recognized the fact that fairytales can be both happy and sad, and that multiple versions can exist. 

These are some of the concrete changes that Morgan referred to in the comparison of the two responses in 

Data Source C, which Morgan attributed to the “Fairytale of the Fairytale” article and the multiple versions 

of “Little Red Riding Hood”. Morgan therefore perceived their second definition of fairytale-esque to be 

“better”. Morgan’s conceptualization continued to develop throughout the semester, during which learners 

were continuously challenged to look for the fairytale-esque in various other genres, culminating with a 

reflection on the cabaret piece and group project on cabaret. Data extracts from that part of this sub-study 

are addressed in the following section. 

 

End-of-Semester Reflections on the Fairytale-esque (Data Source D) 

Over the next ten or eleven weeks, throughout the other two units of the course, there were multiple tasks 

and assessments in which participants were asked to identify elements of the fairytale-esque in other literary 

and non-literary genres. The course culminated with presentations of the second group project, which 

incorporated multiples themes and topics that had been discussed throughout the semester, in particular 

cabaret, parody, and humor to express sociocultural criticism. In the final unit reflection, students reflected 

on Erika Mann’s cabaret piece “Märchenhaft” and how it had shaped their understanding of what it means 

to be fairytale-esque, as well as the connections to their group projects (see Appendix J below for prompt). 

The final unit reflection was administered in the same online format as the first two unit reflections, but in 

                                                           
76      My explanation has developed this semester well because I read many fairytales and their other versions. I 

learned that fairytales can be a tragedy or happy. They can have multiple versions. 
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both semesters students were allowed to complete it at home. Since the final unit reflection was in lieu of 

the officially scheduled final exam, students had two hours instead of 50 minutes as in the other unit 

reflections and therefore the questions were more complex. Responses to the first question in the prompt 

were relevant for this sub-study. Only responses from SS15 Sec 1 (20 responses) and FS15 (16 responses) 

were analyzed as the cabaret piece was not discussed in depth in SS15 Sec 2. In both of those sections of 

the course, four of the participants provided no comment on the relevant question from the prompt, meaning 

there was a total of 28 responses for analysis. The responses from this data source were elicited as a means 

of garnering insight on the second guiding question for the current sub-study, namely if FL learners 

recognized elements of the fairytale and fairytale-esque in other texts and genres. The discussion of 

participant responses below is intended to adress the idea of ambiguity of genre for developing a sense of 

“literary thinking” and how that contributes to the goals of a multiliteracies-based classroom. 

 

Fairytales and fairytale-esque as unbelievable 

In their discussion of the fairytale-esque in exile cabaret, some students referred to a Disney-fied definition 

of the fairytale-esque, i.e., a more positively connoted conceptualization. This is evidenced in the following 

exemplary comment:  

Die Moral in dem Kabarettstück ‚Märchenhaft‘ von Erika Mann ist wie Realität ist nicht so ähnlich 

zu ein Märchenhaft. Mein Verständnis von „märchenhaft" ist dass ein Märchenhaft welt ist nicht 

möglich in unser wirklich Welt. Die Märchenhaft Welt ist mehr positiv als die wirklich Welt.77 

(Cameron, FS15)  

Cameron perceived the fairytale-esque to be something positive and also stated that it was something 

unbelievable, impossible, the opposite of reality. This theme was identified as the most basic level of 

recognition of the fairytale and the fairytale-esque in other genres. 

                                                           
77      The moral in the cabaret piece “Märchenhaft” from Erika Mann is how reality is not so similar to a fairytale. 

My understanding of “fairytale-esque” is that a fairytale world is not possible in our real world. The fairytale world 

is more positive than the real world. 
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Fairytales and the fairytale-esque as facade 

Fairytales and the fairytale-esque as facade was another theme that emerged in the analysis of Data Source 

D, for instance: “Der Kabarettstueck ‘Maerchenhaft’ von Erika Mann gab eine ‘Moral’ ueber wie unser 

Welt ist nicht so bunt und schoen als denken wir es ist. Er kritisiert die Idee von ‘Maerchenhaft’”78 (Quinn, 

SS15 Sec 1). In this response, Quinn identified the ambiguous nature of the fairytale-esque, referring to the 

colorful facade described in the cabaret piece. Quinn indicated their recognition that behind such a facade 

there may be elements in life that are not so nice. Thus, for this participant, the entire piece was a criticism 

of the lack of attention to the ambiguity of the facade and deceiving nature of the happily-ever-after notion 

of the fairytale genre. Responses of this nature indicate initial steps toward “literary thinking” as discussed 

throughout this dissertation, namely how that which is ambiguous–whether due to blurred genre lines, 

blurred perspectives or silences–can lead the text recipient to question the text, to look behind the facade, 

to dig deeper. 

 

Fairytales and the fairytale-esque as unbelievable and facade 

Some participants indicated a mixture of the first two themes, emphasizing to a greater extent the 

ambiguous, complex nature of what it can mean to be a fairytale or fairytale-esque, such as Corey, who 

said: “Es gab die ‘Moral,’ dass ist nicht es so einfach, wie es aussieht. Dass scheint es gut und ‚besser‘, 

aber kann mann Luege. Maerchenhaft ist einen Traume. Es ist nicht Realitaet. Realitaet ist nicht immer 

vollkommen”79 (Corey, SS15 Sec 1). Corey made a distinction between reality and the fairytale-esque as 

dreams. Yet dreams and dream-like experiences themselves are often quite ambiguous, serving as a facade 

for the unconscious, similar to the facade of lying and reality discussed by Corey. In this regard, Corey, as 

                                                           
78      The cabaret piece “Märchenhaft” from Erika Mann had a “moral” about how our world is not so colorful and 

nice as we think it is. It criticizes the idea of “the fairytale-esque 
79      There was the “moral” that it is not so simple as it seems. That which seems good and “better”, but can be a lie. 

Fairytale-esque is a dream. It is not reality. Reality is not always perfect. 
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well as other participants who merged the two themes of the unbelievable nature and facade of the fairytale, 

acknowledged the ambiguity of genre and displayed a sense of literary thinking. 

 

Fairytales and fairytale-esque as perspective taking/making 

Some participants reflected about how the cabaret piece enhanced their destabilized notion of the fairytale 

and the fairytale-esque by considering how people make meaning of their experiences (perspective making) 

and/or by considering the beliefs and motives of others’ (perspective taking). The line between perspective 

making and taking is often quite blurred (see discussion of the terms in 1.4.4), as in the following excerpt 

from Jamie’s response: “Ich denke dass "Marchenhaft" von Erika Mann beeinflusst mein Verstandnis von 

ein marchenhaft uber die Grenzen schieben aus ein Normal marchenhaft. […] Ich denke dass 

"Marchenhaft" war gemeint zu erproben der Geist und Phantasie“80 (Jamie, SS15 Sec 1). In this response, 

Jamie indicated that their interpretation of Mann’s perspective had blurred the boundaries of the fairytale 

for them and referred to the cabaret piece–and thus the notion of the fairytale-esque–as a test of perspective, 

as a means of bringing the reader to make new perspectives by questioning not just the text, but their soul 

and fantasy as well, thus developing a more ambiguous understanding of the world. This notion of the 

ambiguity of fairytales and the fairytale-esque as perspective taking/making is also reflected in Morgan’s 

final unit reflection, the student from the final example in the previous discussion of initial change in 

definition of fairytale and the fairytale-esque. At the end of the semester, Morgan specifically addressed 

the aspect of ambiguity of perspective in regard to elements of the fairytale in other texts or genres:  

Meiner Meinung nach ist die Moral von der Geschichte, dass alles in der Welt kann als ein Märchen 

betrachtet werden, wenn Sie auf eine andere Weise betrachten. Diesen Text hilft uns zu verstehen, 

                                                           
80      I think that “Märchenhaft” from Erika Mann influenced my understanding of the fairytale-esque by pushing it 

beyond the borders of a normal fairytale. Not all fairytales have a good hunter or an evil witch. I think that 

“Märchenhaft” was meant to test the spirit and fantasy. 
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dass verschiedene Menschen hat verschiedene Ansichten darüber, was ein Märchen Moment ist.81 

(Morgan, FS15)  

In this response, Morgan demonstrated the extent to which their initial, quite standard, definition of the 

fairytale had been destabilized over the course of the semester–for Morgan, one can find the fairytale-esque 

everywhere, because the definition depends on what the fairytale-esque means to each individual. The 

multiplicity of meanings that can arise through engaging the ambiguity of the fairytale genre had become 

apparent for Morgan–who did not just tolerate the ambiguous nature of the course, but rather seemed to 

wholeheartedly embrace it. The role that perspective making and taking tasks played in the course, and thus 

in Morgan’s embracing of the ambiguity of the fairytale genre, are addressed in the next chapter, after a 

summary of meanings revealed in the data analysis for this sub-study. 

 

3.4.3 Conclusion 

Sub-study 1 gave voice to participants about their experiences when confronted with the ambiguous nature 

of the fairytale genre by examining the broader context of the fairytale genre, focusing on specific details 

addressed by participants, and re-storying participant responses that were elicited through multiple data 

sources. The selection and discussion of exemplary data has shown that through pedagogical interventions 

and assessments designed to provoke and foreground a sense of ambiguity in regard to genre, FL learners 

can develop a broader definition of what it means to be a fairytale and fairytale-esque and recognize 

elements thereof in other texts and genres. Across three sections during two semesters of the course in 

which the study was implemented, 25 of 32 participants who explicitly responded to the relevant part of the 

prompt perceived a change and among those seven who perceived no change there was at minimum 

linguistic development identified by the research. Five exemplary cases from the second semester of 

implementation revealed a progression of the extent to which participants came to display a sense of critical 

                                                           
81      My opinion is the moral of the story that everything in the world can be viewed as a fairytale, if you view in a 

different way. This text helped us to understand that different people has different views about what a fairytale 

moment is. 
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awareness by engaging with ambiguous texts and situation. This was also evidenced in the discussion of 

participant responses from the end-of-semester final unit reflection from all three sections included in sub-

study 1. The relevant prompt served as an indicator for the manner in which participants related the fairytale 

and the fairytale-esque to other texts and genres, specifically an exile cabaret piece. The main themes that 

emerged from the corresponding data included indications of the fairytale and the fairytale-esque as: the 

unbelievable; a facade; a mixture of the unbelievable and facade; and as a matter of perspective making 

and/or taking. Overall, sub-study 1 has shown the pedagogical potential that the fairytale genre provides 

for beginning to bring FL learners to stop clinging quite so tightly to the familiar, standard definitions of 

that genre; to take a critical stance toward the precise details; to notice other perspectives; and to adapt a 

more positive stance toward ambiguity and ambiguous situations as well as begin to develop a sense of 

literary thinking. In order for the pedagogical approach as well as curriculum and materials design strategies 

of this sub-study to better enhance the goals of a genre and multiliteracies-based FL curriculum, more 

research is necessary in order to show 1) if it is transferrable to other genres, 2) to what extent the prompts 

may limit what is considered evidence in terms of learner development, and also 3) what role the teacher 

as researcher and professional development might play.  

 

Chapter 4: Teaching Ambiguity of Perspective Through Texts on Exile and Migration 

4.1 INTRODUCTION 

As the discussion of participant data in sub-study 1 revealed, perspective is an important factor for 

ambiguating genre i.e., by taking on multiple perspectives from within or related to the fairytale, learners 

come to a more nuanced understanding of what the fairytale-esque may encompass. Sub-study 2, which is 

presented in this chapter, builds on the notion of perspective making and taking in order to access, relate 

to, or embrace the ambiguity of an unknown, unfamiliar, other perspective. As outlined in chapter 1.4.4, 

the understanding of perspective taking referred to in this sub-study draws from research in various fields, 

including organization theory studies that consider ambiguity of language as a crucial element of 

perspective taking and making for the production of knowledge necessary to create innovative products and 
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processes (Boland & Tenkasi, 1995). While the intent of focusing on perspective in the current study is 

different than in organization theory, Boland and Tenkasi’s differentiation between perspective taking and 

making is insightful, adding a layer that is otherwise less considered in language learning research. In terms 

of language learning, the current study refers to perspective taking as referring to the assumptions language 

learners “make about the knowledge, beliefs and motives” of a multitude of others (Boland & Tenkasi, 

1995, p. 358), while referring to perspective making as how language learners make meaning of their 

experience through narrative. In the following I first provide an overview of perspective taking and making 

in foreign language (FL) education, then I examine the merits of texts that look at some kind of exile or 

migration for perspective taking and making, and finally I discuss the details of sub-study 2, in which I 

investigate the efficacy of such texts in the intermediate German language classroom for bringing learners 

to appreciate the ambiguity of perspective. 

4.2 THE ROLE OF PERSPECTIVE (TAKING) IN FOREIGN LANGUAGE EDUCATION 

Perspective is an aspect that has received attention within various strands of research on language, in 

particular since the development of a stronger focus on (inter)cultural learning and competence. In both the 

US and European context, the integration of (inter)cultural learning into the language learning classroom 

was largely influenced by policy makers at the national and international levels–those who contributed to 

the Common European Framework of Reference (CEFR) as well Michael Byram (1997, see also M. Byram, 

Gribkova, & Starkey, 2002), and in the US, ACTFL and their role in developing the National Standards 

for Foreign Language Learning (1996). Those Standards identified five goal areas for language learning 

in the US context, the “five Cs”: communication, cultures, connections, comparisons, and communities. 

The Standards for the cultures category emphasized the so-called “three Ps”–products, practices, and 

perspectives–which were all also identified by M. Byram (2000) as elements of “critical cultural 

awareness”. That critical cultural awareness is central to M. Byram’s (1997) model of intercultural 

communication that is grounded in a philosophy of FL education as part of political education (p. 33), 

similar to the goals of a multiliteracies-based approach to education.  
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Practical suggestions for pedagogical tasks and assessments that integrate perspective-taking across 

the FL curriculum have been included in numerous studies since then: from intercultural approaches, 

common suggestions have included role-plays, simulations, critical incidents, discourse task completions 

(see Ecke, 2012 for a thorough overview). These have all also been proposed by Renate Schulz (2007), who 

however warned that: “Such formats often force students to engage in broad generalizations or 

stereotyping” (p. 17). Thus, Schulz (2007) concluded that a culture portfolio is the most appropriate form 

of assessment for cultural learning, and provided a template that incorporates all three Ps. 

Recommendations for perspective-taking tasks that may reduce the risk of generalization and stereotyping 

have been proposed in multiple studies that draw from multiliteracies-based approaches to language 

learning (e.g., Kern, 2000; Paesani, Allen, & Dupuy, 2016) i.e., graphic organizers, reader’s theater, telling 

a story from a different point of view, and other transformed practice tasks. Yet perspective has remained 

underemphasized in FL education and research in the US, as German studies and second language 

acquisition scholar Katra Byram (2011) stated fifteen years after the Standards were introduced: 

“Perspective may seem a less central term in the study of language, but this appearance perhaps stems more 

from its often unremarked and unreflected pervasiveness than from its actual pertinence to linguistic 

functioning” (p. 529). A few years later, Kristin Hoyt (2014) referred to perspectives as “The Marginalized 

‘P’ of Cultures in the Five Cs”. In response to this lacuna, K. Byram (2011) and Hoyt (2014) both provided 

concrete suggestions of lesson plans that focus on various aspects of perspective as a fundamental aspect 

of both language and culture that can be more overtly incorporated into the language learning classroom, 

from the beginning level on–including personal, lexico-grammatical, sociocultural, and historical 

perspectives.  

This sub-study is meant as a contribution to the need for more explicit, mindful integration of such 

dimensions of perspective, which it does by examining the dimensions of affective, cognitive, and 

appraisal-based perspective taking and making that FL learners implement when they encounter other 

perspectives than that with which they are most familiar, that make them uncomfortable, or that they may 

claim to fear. To this end, the study draws on Freud’s concept of the Unheimliche as addressed above in 
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section 1.4.4. Making familiar perspectives unfamiliar as a pedagogical endeavor for FL and culture 

instruction has been proposed by Katja Frimberger (2009), whose “Pedagogy of Strangeness” relies on 

texts and tasks in which “…familiar perspectives are questioned, deconstructed and re-considered” (p. 1). 

For Frimberger (drawing on Bertolt Brecht’s theater and culture critique), the continuous reflection on the 

process and experience of strangeness, must involve emotions–not just the “stimulation of mere emotion” 

though, rather pedagogical approaches should be implemented that “allow conscious, embodied inquiry 

into emotions” (p. 8). With this in mind as a guiding framework, the current sub-study is meant to facilitate 

a discussion of the ambiguous, multifaceted, affective nature of perspectives in the FL classroom–thus 

contributing to the incorporation of more critical and emotional reflection into the transformed perspective 

taking/making tasks or assessments that may already be incorporated in multiliteracies-based language 

learning contexts. To this end, I incorporated texts that relate to the themes of exile or migration in the 

newly designed curriculum and investigated how FL learners make and take perspectives that are not their 

own pertaining to texts on exile and migration. In the following section, I provide an overview of studies 

that have discussed the merits of such literary texts in the FL context. 

 

4.3 TEACHING PERSPECTIVE TAKING THROUGH TEXTS ON EXILE AND MIGRATION   

Literary texts offer fruitful opportunities for perspective taking and making in the FL classroom, so long as 

their implementation is not rooted solely in comprehension but instead follows recommendations similar 

to that made by Gee (2001), namely that: “Reading instruction must be rooted in the taking and imagining 

of diverse perspectives on real and imagined material and social worlds” (p. 717). With this in mind 

selection of literary texts for the second unit of the curriculum was driven by finding those that “express 

the urge to investigate the conditions of difference, and the idealizing impulse to suspend its effects” 

(MacLeod, 1998, p. 90) and that are “bound to generate almost boundless confusion” (p. 91, MacLeod, 

1998 in reference to fictions of androgyny). Such boundless confusion might be also generated for language 

learners when they are confronted with the ambiguity of perspective making or taking–particularly in texts 

and topics that may otherwise be “deemed off limits because they are controversial or subject to differing 
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worldviews” (K. Byram & Kramsch, 2008, p. 31). This may be related to the broader tendency addressed 

by David Jackson (1996) in reference to German literary studies to “blot out unpalatable, unthinkable…In 

short: we taboo” (p. 4). To ignore difficult topics in literature, in literary analysis, and in educational settings 

is often done “on the assumption that the safest policy is not to attract any attention to it” (Jackson, 1996, 

p. 3).  

In the context of lower-level German language learning in the US, Katra Byram and Kramsch 

(2008) identified several such “off limits” topics, including national socialism, the American occupation of 

Germany, the Berlin Wall, the GDR, or socialism. One specific aspect related to national socialism that the 

current sub-study focuses on is the experience of exile–specifically that of those persecuted peoples during 

the times of national socialism in Europe, whether it was a physical and/or inner exile. By confronting 

language learners with the boundless confusion and strangeness that must accompany that experience, 

broadened world views may be acquired. I refer to an expanded view of exile that reflects those represented 

within the research on German exile literature, which are not necessarily limited to the timespan of 1933-

1945. Rather, as Guy Stern (1998) discussed, exile literature can include works from prior to that time with 

anti-fascist tendencies, those with themes reflective of an “inner emigration”, or those from successor 

generations, even if they are not written in German. Stern was careful to (1998) acknowledge that with the 

term Exilant (person living in exile), the following is generally meant: „Schriftsteller, Künstler, 

Kulturträger und –multiplikatoren […], die aufgrund von Verfolgung, Zensur und Unterdrückung jedweder 

Art und Veranlassung ihre Heimat verlassen mußten“ (p. 16).82  

The precarious nature of not wanting to diminish or trivialize the seriousness of the experience of 

those who have been forced to live in exile, may be one reason why it is relatively difficult to find 

pedagogical studies on the implementation of exile literature in the German language classroom for the US 

context. Most German departments at US universities and colleges might include an example or two of 

exile literature in survey courses for undergraduates, and may offer entire upper-level undergraduate or 

                                                           
82      Writers, artist, cultural representatives and multipliers […] who had to leave their home due to pursuit, 

censorship and suppression of any kind and reason. 
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graduate courses on exile literature–suggestions date back to Robert Bell (1974), who had noted the 

potential of graded readers on the topics or authors related to exile for first year German language classes 

and claimed that: “By the end of the second year, the student should possess the linguistic ability to read 

original texts by exile authors” (p. 42). One of the few others to have addressed practical implications for 

introducing German exile literature into US higher education was Stern (1989, 1998), who in providing a 

broader response to the question of: “Was heißt und zu welchem Ende studiert man Exilliteratur?”83, has 

stated that: 

…der Exilzustand beschreibt sowohl im engeren wie im weiteren Sinne eine, wenn nicht gar die 

wichtigste existentielle Komponente des zeitgenössischen Menschen. [...] Die Symbolik, der Mythos 

des Exils wird in unseren Tagen erneut von der Dichtung thematisiert und von Lesern rezipiert, 

weil sie in vieler Hinsicht unserer existentiellen Situation Ausdruck verleihen.84 (p. 16-17) 

Exile according to this viewpoint is thus a topic that transcends cultural and national divisions, speaking 

indeed to the general human experience, and proving itself a more than compelling contribution to the 

critical cultural awareness and political education for which a multiliteracies-based pedagogy aims. With 

this in mind, this sub-study is meant to promote the inclusion of literary and other texts that include themes 

related to exile and migration, while taking heed of Stern’s (1989) compilation of “do’s and don’ts” for the 

implementation of exile literature, in which Stern concluded that “the most suitable works are those which 

are at once in touch with, but also transcend the exile experience” (p. 17).  

This is similar to Frithjof Trapp’s (1983) recommendation in an article on exile literature in German 

secondary schools to implement works that “beschäftigen sich überwiegend mit den Problemen der Schuld, 

der Verantwortung, des Schuldigwerdens durch Passivität und Mitläufertum, dem Problem des 'Kampfes' 

und der Gestalt des 'Kämpfers' oder, ganz allgemein, mit dem Problem der geschichtlichen 

                                                           
83      What does exile literature mean and why does one study it? 
84      ...the state of exile describes both in the narrow and broader sense a, if not even the most important, existential 

component of the contemporary human. The symbolism, the mythos of exile is being thematically renewed in 

writing and received by readers because in many regards it gives voice to our existential situation. 
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Erscheinungsform des 'Bösen'”85 (p. 80, in Stern, 1989, p. 17-18). When considering the topic of exile in 

these broader terms–as related to stories of struggle, strugglers, the appearance of an ‘evil’ force, etc.–

connections to texts from other places and eras can then also be drawn, while keeping in mind careful 

distinctions such as that provided by Jenny Kuhlmann’s (2014) between the experiences of those living in 

exile, diaspora, or transmigration. For instance, Trapp (2007) noted a major similarity between exile and 

dissident literature, stating “Das künstlerische Wort wurde als ein höchst wirksames Instrument der 

kritischen Spiegelung gesellschaftlicher Wirklichkeit und der Subversion propagandistischer Schlagworte 

und Konventionen verstanden”86 (para. 3). A connection can also made to texts that discuss inner exile or 

the experience of refugees, immigrants, and other groups of people who have lost or left their “home”, in 

the broadest sense of the word–something which Trapp (2007) has also addressed, highlighting the 

following thematic overlaps between exile and migration literature: 

die Probleme von Akkulturation und Integration, mit denen die NS-Exilanten wie jede andere 

Migrantengruppe bei der Suche nach Asyl und nach sozialer und beruflicher Akzeptanz 

konfrontiert waren, und der entsprechende thematische, z.T. auch sprachlich-stilistische 

Niederschlag, den diese Probleme in der Exilliteratur gefunden haben.87 (para. 6) 

Discussion of exile literature from this viewpoint has been influenced in the German-speaking world by the 

growth in so-called Migrantenliteratur, Migrationsliteratur, and interkulturelle Literatur (Chiellino, 2009; 

Rösch, 2000). One major difference between the majority of literature belonging to these categories and 

exile literature, as Rösch (2000) pointed out for the German-speaking world, is that it is generally written 

by someone with a language other than German as their first language, who has less of shared cultural 

heritage with the German-speaking audience, yet was written in German–although in recent years there has 

                                                           
85      …deal largely with the problems of blame, responsibility, being guilty through passivity or conformism, the 

problem of the ‘struggle’ and the figure of the ‘struggler’ or, very generally, the problem of the historical appearance 

of ‘evil’. 
86      The artistic word was understood as a highly effective instrument for critical reflection of societal reality and 

the subversion of propagandistic catchphrases and conventions. 
87      ...the problems of acculturation and integration that NS-expatriates, just like every other migrant group, were 

confronted with during the search for asylum and social and professional acceptance, and the corresponding 

thematic, in part also linguistic-stylistic expression that these problems have found in exile literature. 



119 

 

been a shift back to the mother tongue, at least among some Turkish-German writers, as Gramling (2010) 

has discussed. The implementation of such texts considered to be Migrationsliteratur i.e., that which was 

written in German by someone whose first language was not German, has been more popular in lower-level 

German language classes in the US than exile literature. Literary texts and films relating to themes of 

migration have found their way into textbooks more often e.g., in Kontakte (Tschirner, Nikolai, & Terrell, 

2012), a beginning to intermediate level German language textbook commonly used at universities and 

colleges in the US, the following are included: short stories by Syrian-born Rafik Schami, who has currently 

been living in exile in Germany for 45 years and Turkish-born Yüksel Pazarkaya, who has currently been 

living in Germany for almost 60 years, as well as films from Germany-born Fatih Akin, who is of Turkish 

heritage. Perhaps these more recent works are considered more relevant, or easier to teach than exile 

literature, due to the potential for drawing connections to US discourses of multiculturalism–although the 

accompanying textbook tasks, assessments, and instructors manuals may not provide a nuanced enough 

discussion of differences and thus run the risk of asking instructors and students to engage in that which 

Schulz (2007) warned about, namely broad generalizations or stereotyping. 

In addition to concrete didactic suggestions for working with texts related to migration from the 

German-speaking context (Rösch, 2000; Rösch, 2008), others have taken more of a multilingual 

perspective, such as TONGUE (Reschke & Oda Projesi, 2012), which speaks to Gramling’s (2009) call for 

making “the multilinguality of the target culture … a foundation for, rather than an exception to, a course 

of study about Germany” (p. 139). The unique benefits that texts from multilingual authors afford have 

been identified by Kramsch (2008b), who drew attention to the fact they are “currently multiplying the 

ways of making meaning by having languages fraternize, colonise, hybridise and infiltrate one another in 

ways that were absolutely taboo only a few decades ago” (p. 329-330). In that article, Kramsch (2008b) 

also provided characterizations, some “can do” statements, so to speak, about multilingual speakers 

including that they: “can be at once an insider and an outsider; can be at the time a self and an other; can 

use words that are both his/her own and someone else's; and can say things that are simultaneously true and 

untrue” (p. 330). The sub-study in the subsequent section is meant to explore the implementation of texts 
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that express the multiplicity and corresponding ambiguity of perspectives involved in moments in which 

one is both insider and outsider—including texts from German exile literature and beyond—as a means of 

enabling German language learners to reflect critically on topics that are otherwise often omitted from the 

beginning and intermediate level language classes.  

 

4.4 SUB-STUDY 2: AMBIGUITY OF PERSPECTIVE(S) IN REGARD TO EXILE AND MIGRATION  

4.4.1 Guiding Questions & Overview of Tasks and Texts 

The overarching aim of the second sub-study that is part of the larger curriculum renewal project that frames 

this dissertation was to examine how incorporating ambiguity of perspectives can enhance the goals of a 

genre-based, multiliteracies FL curriculum. To this end, the following questions guided the sub-study:  Can 

FL learners make and take perspectives that are not their own pertaining to texts on exile and migration? 

Can FL learners make connections across texts with varying perspectives on exile and migration? Similar 

to sub-study 1, exploring these questions was intended to first bring learners to reflect on the diversity of 

perspectives related to a theme, rather than a genre, and then identify elements of and similarities to that 

theme in other texts. In order to address these questions, I conducted a classroom-based research study on 

ambiguity of perspective(s) in regard to exile and migration in the German language and culture classroom 

using newly designed materials and assessments that were first implemented during SS15. This sub-study 

was part of the second unit of the curriculum, which was titled “The Fairytale-esque in Other Literary Texts: 

A Journey Through the Literary History of the German-speaking World”. For task and assessment design 

I drew on didactical and pedagogical approaches and suggestions related to perspective as discussed above 

(among others K. Byram, 2011; Frimberger, 2009; Kramsch, 2008b). As a transition between the first and 

second units of the curriculum there was an in-class discussion of the two “Little Red Riding Hood” texts 

used in the unit 1 reflection that had served as an indicator of baseline attitude toward ambiguity. One of 

the objectives of that discussion was to highlight the multiplicity of perspectives that each learner brought 

with them and how that had influenced their individual understanding of the two texts. Learners then 

embarked on a literary journey through the German-speaking world, accessing sociohistorical and cultural 
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perspectives by: reflecting and taking on the role of various others including Till Eulenspiegel, a medieval 

prankster as well as a peasant in the revolutionary Storm and Stress era; transforming the letters of Goethe’s 

Young Werther into text message form; as well as imagining perspectives in Expressionist art and Dadaist 

poems. The literary journey closed with the texts that I focus on in this sub-study, which included 

perspectives on some kind of exile and/or migration. In the following, I provide an overview of those texts 

and the related tasks and assessments. 

 

Franz Kafka’s Verwandlung (1912/1915) 

The opening passage of Kafka’s Metamorphosis was chosen as an 

introduction to the topic of exile for its potential of highlighting the 

general sense of isolation and alienation that can define the experience of 

those individuals or groups of people who are persecuted for being 

perceived as the unheimliche other. The text is introduced by showing 

learners an image of various kinds of Ungeziefer88 and asking for their 

initial associations. The image to the right shows the collective responses 

of participants in FS1589, including descriptions (not good, dirty, 

disgusting, eat everything, spread disease); (re)actions / what they would 

do to the Ungeziefer (kill, burn, isolate); feelings (fear). Students are then 

asked to imagine that they are that Ungeziefer, that they are the one whom 

everyone has described as such, and it is with this in mind that participants then approach the opening 

passage of Metamorphosis.  

                                                           
88     The most common literal translations are bugs, vermin, or pests. I use the German word throughout the current 

study, because I view the Ungeziefer in a more figurative sense–one that encompasses the unheimliche experience of 

(inner) exile and the Un-tier, as discussed later in this section. 
89     I often took pictures of the whiteboard after group discussions as a means of documenting important terms and 

themes and I generally always shared those pictures with the students on our course learning platform. 
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Due to the strangeness of the situation in that passage–Gregor Samsa awakens transformed into an 

Ungeziefer–a great deal of confusion and ambiguity of perspective can arise for the reader. The blurring of 

lines between the familiar, everyday thoughts and surroundings with the unfamiliar state of a human-turned-

Ungeziefer prompts the reader to take on an ambiguous perspective, one which Tobias Jentsch (2006) has 

described as: “das metaphorische Da/zwischen von Mensch und Tier”90 (p. 182). Gregor has become not 

an animal in the sense of the opposite of a human, but rather an “Un-tier…ein radikal fremdes Sein”91 

(Jentsch, 2006, p. 183). As Jentsch (2006) claimed: „Das Etwas Gregor lebt in seiner eigenen 

“Zwischenzeit” (V162) und bleibt, zum Tier verwandelt, zugleich irgendwie Mensch; in Kafkas Un/tier 

beginnt die Grenze zwischen den Spezies Mensch und Tier zu verschwimmen und wird ‚fließend‘“92 (p.183). 

The fluidity of species in Metamorphosis highlights the recurring themes in the current study of fluidity in 

genre and perspective–and Jentsch’s (2006) use of the multiple meaning German word fließend speaks to 

another goal of the overall pedagogical approach of this study, namely to bring FL learners to an alternate 

understanding of “fluency” than that which many of them expressed in the LLB i.e., fluency perceived as 

grammatical perfection. Rather, the fluency that is strived for in the current study is in the more fluid 

capacity to navigate ambiguity of perspectives on multiple levels and through multiple modes.  

Despite Kafka’s own insistence that the Ungeziefer could not be illustrated (Jentsch, 2006), Lynn 

Marie Kutch (2014) has shown that graphic novels can be an effective approach to bringing this complex 

text into lower-level language classes–but does so in order to avoid confusion. Contrarily, I view the 

confusion itself as useful, and instead ask learners to do the visualizing themselves. In the following I 

provide a synopsis of the passage of Metamorphosis that the participants read, based on the in-class task 

completed by learners with partners or small groups–they had the option of summarizing a segment of the 

text in writing, as a cartoon, or by acting it out. All groups or individuals in SS15 Sec 1 opted to include a 

                                                           
90     The metaphoric in/between(ness) of human and animal. 
91     Non-animal…a radically foreign being. 
92     Gregor the something lives in its own “between time” and stays, transformed to an animal, at the same time 

somehow human; in Kafka’s un/animal, the border between human and animal species begins to blur and becomes 

“fluid/fluent”. 
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drawing for their segment summary (see Appendix K for prompt and accompanying participant drawings 

from SS15 Sec 1). The passage begins with Gregor waking up and realizes they are an Ungeziefer. Then 

follows the “ruhige Reaktion” (calm reaction), drawn by Logan (SS15 Sec 1), who depicted Gregor as more 

concerned with the picture on the wall than with that fact that they are a Ungeziefer. Or as another student 

(Taylor, SS15 Sec 1) wrote for that segment “Er wachte auf und dachte, ob es wirklich war. Alles war in 

ordnung. Es war wirklich.”93 The story continues with Gregor still in bed, thinking about the rain, as 

Kennedy and Pat (SS15 Sec 1) drew and wrote: “Gregor sind müde und ganz melancholisch wegen er hört 

Regentropfen.”94 Gregor thinks about work and then realizes that they are late and going to miss the train, 

as Quinn and Micah (SS15 Sec 1) depicted in an image of an Ungeziefer in bed with a speech bubble that 

reads: “Ah! Ich bin spät für Arbeit!”95 The passage closes with Gregor’s pronouncement that other than 

being really tired and hungry, they feel just fine–as depicted in Andi’s (SS15 Sec 1) illustration of Gregor 

the Ungeziefer’s imagined sweet tooth. In all but the last illustration, students captured the da/Zwischen-

ness of Gregor the Un/tier: the strangeness of the Ungeziefer juxtaposed against the backdrop of familiar, 

everyday (human) settings and topics.  

In addition to reading this opening passage of Metamorphosis, participants were also shown an 

animated graphic short video that showed the affective reactions of Gregor’s family–shock, disgust, fear–

as well as the development of Gregor’s own feelings toward this new life–fear, curiosity, boredom, 

loneliness, sadness–culminating with an alternate ending in which Gregor meets an Ungeziefer friend who 

helps them discover their wings and then fly away together. Students were made aware of the fact that this 

is an alternate “happily ever after version” and encouraged to read the whole work (in their language of 

choice) to find out more about what really happens at the end. The main source of assessment for this text 

excerpt is a corresponding audio recording in which students are asked to reflect on the experience of an 

Ungeziefer, by taking on the Ungeziefer’s perspective. As data analysis of those reflections revealed, many 

                                                           
93      He woke up and thought if it was real. Everything was ok. It was real. 
94      Gregor is tired and really melancholic because he hears rain drops. 
95      Ah! I’m late for work! 
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of the responses across all three sections of the course included in the current study reflected the initial 

emotions and reactions from the introduction to Metamorphosis, while others show more ease with the 

situation than was originally expressed during the in-class discussions. Throughout this segment there was 

a recurring focus on the emotions and emotional reactions to a life as Ungeziefer–and those emotions are 

used as a transition into the topic of those living in exile during war times. 

 

Anna Seghers’ Transit (1944) 

Anna Seghers Transit was chosen as main representative of exile literature in part because it lends itself 

well to the ambiguity of narrative perspective. Participants in the current study only read the first part of 

the first chapter, in which the gender of the 

narrator is never indicated and in which 

Seghers managed to address questions of 

blame, responsibility, being guilty through 

passivity or conformism, the problem of the 

‘struggle’ and the figure of the ‘struggler’–

without ever explicitly mentioning nazis. In 

addition to the ambiguity of narrative perspective, there are multiple other dimensions of perspective that 

add to the confusion of the opening passage of Transit, which is indicative of the atmosphere throughout 

the entire novel, as one critic claimed: “Anna Seghers in Transit has painted a grim and crowded picture of 

Marseille when it was still a port of possible escape for the fugitives of all Europe…[Transit’s] very air of 

confusion and blind groping is consonant with its theme” (New York Review Books). Thus, this texts 

highlights the confusion of emotions and perspectives related to the explicit exile experience, while at the 

same time transcending it and speaking to the general human experience. Initial student reactions (SS15 

Sec 1) to the opening passage of the novel sum up these ideas, as is represented in the image96 above.  

                                                           
96      After the initial reading and in-class discussion of the opening segment of Transit, learners are asked to reflect 

and speculate on the narrative structure according to the guiding questions: Wie wirkt die Erzählstruktur auf Sie? 



125 

 

The size of the words in the image correlates to the frequency thereof in the student responses. The 

connection portrayed between present (Präsens) and the past (Geschichte), the chaos of emotions 

(Emotionen), feelings (Gefühle), thoughts (Gedanken), and questions (Fragen) are not only indicative of 

the strange (seltsam), confusing (verwirrend) experience of (inner) exile, but of the reading experience for 

these FL learners as well–and perhaps their experience in the FL classroom in general. Engaging with that 

confusion becomes necessary in the very first line of the opening passage from Transit that participants 

read, which begins: “Die »Montreal«97 soll untergegangen sein zwischen Dakar und Martinique”98 

(Seghers, 1944/2001, p. 5). From the start the reader is left guessing when and where the story is taking 

place, who is telling the story, and if it is even really true–due to the modal verb sollen, which can be used 

in the sense of “supposedly”, often in constructions using the two subjunctive moods that exist in German 

to express doubt, or to distance oneself from reported events. This line also allows for a discussion of 

ambiguity as grammatical deviations from the norm that tend to characterize oral and literary language–

even intermediate learners of German often wonder why the participle and infinitive of the main verb are 

not at the end of the sentence, as they technically should be in a sentence with a modal verb. 

Discussing the stream of conscious perspective that is induced through such a seemingly slight 

deviation from the norm is meant to prime the learners for the rest of the text excerpt, whose frame narrative 

jumps from the story of the supposed ship sinking to a conversation in a pizzeria at Fort St. Nicolas. The 

ambiguity of that conversation is created through the lack of quotation marks in the version that participants 

read, as well as the lack of responses to the questions being posed by the first-person narrator, who uses the 

formal address Sie. Thus, it is not clear if the narrator is in fact having a conversation with another person, 

                                                           
Warum wählt ein Autor solche Strukturen? Im spezifischen Fall Anna Seghers, welche Bedeutung könnten diese 

Mittel haben? (What effect does the narrative structure have on you? Why does an author choose such structures? In 

the specific case of Anna Seghers, what meaning could these structure have?). Then a list is created with the main 

points from each response, shared that with participants, and an image generated using a free online word cloud 

program. 
97      The use of inverted Guillemet tends to confuse students who are unfamiliar with them from the start–they often 

do not recognize them as quotation marks, so do not realize that here Montreal is the name of a ship. This leads to 

confusion about where the story is taking place–for participants in this study who were largely from the US, the 

initial association was sometimes with Montreal, Canada. 
98      The “Montreal” is supposed to have sunk between Dakar and Martinique. 
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or the reader, or if it is with themselves, in their mind. In class, participants are asked to fill in the gaps i.e., 

with a partner or in a small group, they take on the perspective of the unknown conversation partner to write 

responses to the questions posed in the text. After that conversation in the text, the narrator launches into a 

description and discussion of the strangeness of the pizza:  

Die Pizza ist doch ein sonderbares Gebäck. Rund und bunt wie eine Torte. Man erwartet etwas 

Süßes, da beißt man auf Pfeffer. Man sieht sich das Ding nachher an, da merkt man, daß es gar 

nicht mit Kirschen und Rosinen gespickt ist, sondern mit Paprika und Oliven. Man gewöhnt sich 

daran. Nur leider verlangen sie jetzt auch hier für die Pizza Brotkarten.99 (Seghers 1944/2001, p. 

5-6) 

The strangeness of the pizza as described in this excerpt–at first glance a seemingly familiar sweet pasty 

that turns out to be anything but sweet upon taking a bit–reveals that the narrator is likely not from the 

region where the story is taking place, but rather from a place at that time in history where the pizza had 

not yet become a popular food staple. This segment of the opening passage of Transit is one of the major 

focus topics for in-class discussion as well as the segment of the text that learners respond to in an audio 

recording, which is used in the analysis section of the current study to discuss the various perspectives that 

participants identified (with) and on which they reflected. 

Later on in the passage, the reader learns that the narrator could have been on the Montreal, who 

repeatedly voices their boredom with all the “exciting” war news, stating that they would be much more 

interested in hearing about: “…der Bericht eines Eisendrehers, wieviel Meter Draht er schon in seinem 

langen Leben gedreht hat, mit welchen Werkzeugen, oder das runde Licht, an dem ein paar Kinder 

Schulaufgaben machen”100 (Seghers, 1944/2001/, p. 6). This passage offers one perspective of a persecuted 

life on the run: someone who could have been on a ship of refugees that has potentially sank, but who has 

                                                           
99     The pizza is really a strange pasty. Round and colorful like a tart. You expect something sweet but then you bite 

into pepper. Afterwards you look at the thing, then you notice that it isn’t topped with cherries and raisins, rather 

with peppers and olives. You get used to it. Only unfortunately they are requiring ration cards for the pizza here now 

too. 
100     …the report of an iron turner, how many meters of wire he has turned in his long life, with which tools, or the 

round light at which a few children are doing their homework. 
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become so tired of the sensationalized war news, that they would rather hear about mundane activities such 

as children doing homework and what kinds of tools a machinist uses. What precisely the narrator may be 

on the run from and why they were not on the ship becomes even more unclear in the final paragraph of the 

passage that participants read, in which the narrator states: 

Ich selbst war früher leicht in Sachen verwickelt, über die ich mich heute schäme. Nur ein wenig 

schäme – sie sind ja vorbei. Ich müßte mich furchtbar schämen, wenn ich die anderen langweilte. 

Ich möchte trotzdem einmal alles von Anfang erzählen.101 (Seghers, 1944/2001, p. 7) 

In just four sentences the personal pronoun ich is used five times, emphasizing the personal nature of this 

story and inviting the reader to take on the narrative first person perspective. Furthermore, the verb “sich 

schämen” is used three times–which at this point in reading might bring the reader to continue posing 

questions: What might the narrator have done in the past to be so ashamed? Who is this person? Why are 

they fleeing? What is the beginning of the story? Participants in the current study were asked to ponder the 

use of ich in that final paragraph during in-class discussion as well as for part of a bonus written reflection–

in FS15, six participants reflected (some only briefly) on that paragraph, with one participant offering the 

following perspective: 

Ich denke diese Teil ist sehr wichtige für was diese Geschischte gemeint. Diese Tiel wirkt sehr gut 

für was ich denke Seghers Moral ist. Die Transitition von unmenschenliche-Narrativ durch zu 

persönliche-narrativ ist zentrall für Seghers experienz in die Zweite Weltkrieg.102 (Leslie) 

In this reflection, Leslie discussed Seghers’ use of different perspectives to link the refugee experience to  

inhumane circumstances, namely how Seghers switches between the personal first person and the 

“inhumane”, impersonal, you (man)–for instance in the pizza passage–as well as the detached, and perhaps 

unreliable, opening commentary on the sinking of the ship.  

                                                           
101      I myself used to be easily caught up in things that I am ashamed of today. Just a little ashamed–they’re over 

now. I would have to be terribly ashamed if I bored the others. I would still like to tell everything from the 

beginning once. 
102      I think this part is very important for what this story means. This part works really well for what I think 

Seghers’ moral is. The transition from inhumane [impersonal] narrative through to personal narrative is central for 

Seghers’ experience in the Second World War. 
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The ambiguity of perspectives and emotions related to the exile experience are extended in the 

curriculum with a segment on exile cabaret and Erika Mann’s “Märchenhaft” (addressed in chapter 3.4.1). 

Then the curriculum transitions into a discussion of post-World War-II Germany, the mass labor migrations 

of guest workers, and the parallel perspectives that experience and the experience of others living abroad 

voluntarily, might have to a life in exile.  

 

Yoko Tawada’s “Wo Europa anfängt” (1991) 

“Where Europe begins” was selected on the one hand for the comparisons that can be drawn to the 

traditional fairytale genre, adding the perspective of Japanese-born Yoko Tawada, who has chosen to live 

in Germany since 1982, to the ambiguity of the genre. On the other hand, the text also provides perspectives 

on themes related to migration and exile including: family, sickness–and healing, traveling (to the west), 

new beginnings, evil influences, (foreign) water (as life), islands (as exile), the world as globe of water (or 

humanity), and (natural) borders.103 For the current study, participants read the first section of the short 

story (Tawada, 1991/2006, p. 66-68), 

which from the start incites questions of 

perspective: the first-person narrator (is 

it supposed to be Tawada? Or an 

imagined “ich”?) begins talking about 

their grandmother, then tells a story 

about a girl who had lived in their 

grandmother’s village and whose mother was sick. For an in-class task similar to that for Verwandlung, 

participants in SS15 Sec 1 opted to draw their understanding of the story. Andi’s drawing in the image 

above reveals the interpretation of the story that they and their group had. 

                                                           
103      These are the main topics identified by participants in FS15 after their initial reading of the text at home, 

which they shared during in-class discussion and that I then compiled in a document that was also shared with the 

entire class (posted to the course website as a PDF). 
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As Andi portrayed, a talking white snake tells the girl that to save their mother they must go to the 

Feuervogel (literally: fire bird i.e., perhaps phoenix or dragon), beyond three mountains, in which 

Ungeheuer (monsters) supposedly live. In response to the girl’s initial fear of the Ungeheuer, the snake 

says: “Du brauchst dich vor ihnen nicht zu fürchten. Wenn du sie siehst, erinnere dich daran, dass du, wie 

jeder andere Mensch, in einem von deinen vorigen Leben auch einmal ein Ungeheuer warst. Hasse sie 

nicht, kämpfe nicht gegen sie und laufe immer weiter”104  (Tawada, 1991/2006, p. 67). Keeping this warning 

in mind, they make it past each of the monsters, only to then forget that they had also been warned not to 

drink the water–which they do and they both transform: the mother into thin air and the girl into a 99 year 

old person. Comparing that ending with the ending depicted in Andi’s drawing, which I showed the entire 

class using the visual presenter (overhead projector), allowed for a discussion of what a “good” or “happy” 

ending is and how that can largely depend on perspective. Moreover, the incorporation of this text and 

related in-class tasks allowed for a renewed discussion on the capacity to not simply take on the perspective 

of a perceived other, but to acknowledge, or even embrace, Ungeheuer, or the Unheimliche of the other, 

within oneself. Fear of the foreign and unknown in association with traveling, borders, and broader themes 

of humanity, resonates with the works of Turkish-born Zafer Şenocak, who was departmental guest writer-

in-residence during the semester of initial curriculum implementation for the current study. Two of 

Şenocak’s were incorporated into the curriculum. 

 

Zafer Şenocak’s „Kompass“ & „Ein Dichter gibt Auskunft: Telefoninterview“ (2006) 

The short story “Compass” by Zafer Şenocak (2006b, p. 19-20), whose parents immigrated to Germany 

when Şenocak was nine years old, was included in the new curriculum largely for the theme of “positioning 

oneself” based on one’s situated-ness that is addressed in the story. In the story, it is the father who plays a 

central role (as opposed to the mother and grandmother in Tawada’s tale), and with whom the narrator 

recounts having had the following exchange as a child: 

                                                           
104      You don’t need to be afraid of them. When you see them, remind yourself that you, like every other human, 

were also one a monster in one of your former lives. 
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 “Liegt Europa im Norden?” 

 “Es kommt darauf an wo du gerade bist.” 

 “Wie kann ein Ort in verschiedenen Richtungen sein?” 

“Es kommt immer darauf an, wo du selbst bist. Wenn du groß bist, wirst du das verstehen.”105 

(Şenocak, 2006b, p. 19) 

This exchange highlights the ambiguity of perspectives that are constantly in flux and always dependent on 

context (whether due to location or time), thus inferring some situated-ness that might be useful when taken 

into consideration–by the characters in the text, by the reader of the text, by the traveler, or in life in general.  

The other text from Şenocak that students read for the current study was initially partially in 

preparation for Şenocak’s visit to the two sections of the course in SS15, namely: “Poet Provides 

Information: A Telephone Interview” (2006a, p. 213-215). During that visit, students had the opportunity 

to hear Şenocak read “Compass”, and then ask questions about that text or anything else. They were 

prompted to contemplate the questions and answers in “A Poet Provides Information” and consider what 

kind of questions the writer in the text, who is addressed directly as Herr (Mr.) Şenocak, finds relevant or 

less relevant. Much of the discussion (in the text as well as in class) revolves around questions of identity 

and the related perspectives of a multilingual person living a life of da/Zwischen-ness, as seen in the 

response to the interviewer’s question if Şenocak is a German or a Turkish writer:  “Ich bin kein deutscher 

Dichter. Ich bin nur Deutscher. Ich könnte auch sagen, ich bin Türke, aber das würde nichts daran ändern, 

dass ich ein Dichter bin”106 (Şenocak, 2006, p. 213). The poet in the textual interview refuses to differentiate 

between Turkish and German poetic experiences, rather embraces the multiple, intertwined perspectives 

offered to them as German-Turk-Poet. This excerpt provides the main rationale for inclusion of this and the 

other text from Şenocak in the curriculum; namely they were meant to reiterate the exile experience in the 

broader sense–in this case the situation that many of those people face who are not persecuted refugees, but 

                                                           
105      Is Europe in the North? It depends where you happen to be. How can a place be in different directions? It 

always depends where you are yourself. When you’re big, you’ll understand. 
106      I am not a German poet. I am just German. I could also say, I am Turkish, but that wouldn’t change anything 

about the fact that I am a poet. 
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have also not chosen to move to or be born in another country than where their natural parents are from, 

thus having to navigate a sense of belonging to both (or neither) worlds, yet at the same time not necessarily 

being fully accepted by the Aufnahmegesellschaft (host society). 

Later on in the interview, Şenocak (the figure in the text) directly points out the normalcy of 

recognizing the other within ourselves: „Dann müssen Sie mich ja schon gut kennen, wenn Sie denken, dass 

meine Antworten nicht von mir stammen. Von wem dann? Vielleicht von einer anderen Person in mir, die 

sich Dichter nennt? Jeder Mensch hat etwas von einem anderen”107 (Şenocak, 2006, p. 214). In response 

to the interviewer’s claim that Şenocak’s words do not seem to be their own, Şenocak refers to the poet 

within oneself, and asserts that each person has taken on some part, and perspective, of another. During the 

original semester of implementation, written reflections about the in-class interviews with Şenocak were 

considered the main source of assessment for these texts. Those interviews were video recorded and the 

author granted verbal permission for the recordings to be used in future sections of the course–thus students 

in FS15 and SS16 also had the opportunity to see and hear Şenocak read “Compass”, and in SS16 an audio 

recording was incorporated into the curriculum as a means of eliciting critical reflections from the 

participants in response to the recording of the face-to-face interview. 

 

Hussi Kutlucan’s Ich Chef, Du Turnschuh (1998)  

What could be described as an absurdly grotesque/fairytale-esque film, Me Boss, You Sneaker (1998), was 

directed by Turkish-born Hussi Kutlucan, who like Şenocak immigrated to Germany as a nine-year old. 

The film portrays the struggles of Dudie (played by Kutlucan), an asylum-seeker from war-stricken 

Armenia trying to gain full access to a life in Germany. The film is introduced into the curriculum with a 

“close viewing” of the first scene, following a modified version of Swaffar and Andrea Vlatten’s (1997) 

sequential model for video viewing–instead of identifying cultural differences in visual relationships, 

learners are prompted to identify moments of ambiguity, uncertainty, and doubt. In the establishing shot of 

                                                           
107      Then you must know me really well already, if you think that my answers aren’t from me. From whom else? 

Maybe from another person in me, who calls themselves poet? Every human has something from another. 
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that first scene, what sounds like Indian music plays in the background as the camera zooms out from the 

top of a bridge to reveal that the spectators are not in some “far off” land; rather the windmills dotting the 

landscape in the background would hint at western Europe. A bus approaches, framed by the suspension 

cables of the bridge. When the bus is close enough, a sign on the front becomes legible that reads 

Sonderfahrt (special ride). At first it seems as if the bus has past, but then the camera is suddenly inside the 

bus, face to face with a German police officer, wearing the former green uniform, who is surrounded by 

bags and boxes. The officer puts a hat on, stands and walks toward the front of the bus, which is full of 

people who do not look stereotypically “German”, that is, they have dark complexion, dark hair, dark eyes, 

are wearing head scarves, etc. The passengers are portrayed in the bus as unconcerned, sleeping, and 

perhaps hopeful–one is looking in seeming anticipation out the window. The police officer’s disgust with 

either the passengers themselves or what they are eating is apparent through facial expressions, body 

language, and the first spoken words: “Mann, Mann, Mann”, which are followed by the English “No smoke, 

no smoke”, directed at one of the passengers.  

Back outside of the bus there is a chaotic scene of people who are being “herded” into a second 

bus–the despair of an older woman is shown, begging on knees to a German police officer for mercy. The 

camera then returns to the faces of those in the first bus as they witness the chaos, whose expressions have 

now changed to looks of doubt and concern, especially when the older woman jumps into the water. Another 

person “disguises” themselves as one of the arriving people from India, who reluctantly leave the bus, with 

the Germans on the gangway to a houseboat, towering over them in similar manner to the German police 

officer on the bus. The people are then herded up the gangway into the houseboat and the camera zooms 

out to reveal that it is situated on a river across from a harbor, but here there is no bridge and the isolation 

is apparent. The initial viewing of the opening scene includes a phase that prompts a discussion of 

“meaningful semantic or morphosyntactic distinctions” (Swaffar & Vlatten, 1997, p. 181) in which learners 

determine which of the following is stated 

a) “In zehn Minuten sind wir mit den neuen indischen Rindern bei euch.”  
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b) “In zehn Minuten sind wir mit den neuen indischen Kindern bei euch.”108 

as well as: 

a) “Was für eine Brauerei!”  

b) “Was für eine Sauerei!”109 

Learners not only hone their listening skills, but are engaged in a discussion on the metaphoric use of the 

language, the manner in which one word can make a world of a difference, as well as the potential of 

manipulating language to wield power over those in a less fortunate situation than oneself. Furthermore, 

the use of animal metaphors in reference to the refugees in these two examples adds another disparaging 

layer to the discussion of the human as Un/tier or Ungeziefer. After the in-class close reading and discussion 

of that opening scene, students in SS15 and FS15 were given the opportunity of completing a transformed 

practice bonus written task with the following three options: 

A. eine Prequel- oder Sequel-Geschichte für eine der Asylbewerber aus der ersten Szene 

B. einen Tagebucheintrag aus der Perspektive einer der Asylbewerber aus der ersten Szene 

C. das Skript für eine News-Sendung über den Vorfall am Asylheim (vielleicht als Interview mit einer 

der Personen)110 

Few students ever submitted this bonus writing task, thus in SS16 it was incorporated for the first time as a 

mandatory in-class task, which learners completed with a partner or small groups. In SS16 Sec 1, three of 

four groups chose option B, choosing to write from the perspective of the woman who jumped in the water; 

the person who disguised themselves; and a made-up refugee named Fatima; the fourth group chose option 

A, writing a prequel for one of the refugees shown in the clip. 

The ambiguous, confusing nature of “home” that is introduced in the first scene of Me Boss, You 

Sneaker permeates the entire film—“Heim” and “Heimat” are not portrayed as warm, welcoming places. 

                                                           
108     In ten minutes we’ll be there with the new Indian cattle (a) or children (b). 
109     What a brewery (a) or pigsty (b)! 
110     A. a prequel or sequel story about one of the refugee seekers in the first scene  

         B. a diary entry from the perspective of one of the refugee seekers in the first scene  

         C. the script for a news show about the incident at the refugee home (perhaps as an interview with one of the 

people) 
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Rather there is a constant fear associated with being deported from the Asylheim (refugee home) depicted 

in the opening scene, followed later in the film with the threat of being sent to an Altersheim (senior’s 

home), a Kinderheim (orphanage), or back to one’s war-ravished Heimatland (home country). These 

concrete “homes” all tie back to a broader discussion of Heim and Heimat, in particular the untranslatability 

of the German concept of Heimat and what it has come to mean in the globalized context of post-World 

War II Germany. During the first two semesters of implementation, I had attempted to introduce the film 

through similar means as for Metamorphosis and Transit i.e., eliciting students’ initial associations with 

Ungeziefer and Exil, respectively. As a means of situated practice, students were asked for their associations 

with the concepts of Heim, zu Hause, or Heimat–during SS15 in plenum, but that elicited little participation. 

Thus, the task was revised in FS15 as a homework post in a discussion board on the course learning 

platform. Only four students posted a response. Therefore, in SS16, an anonymous online polling program 

was used in class to elicit responses, which resulted in the following image in SS16 Sec 1: 

  

As with the Transit image, the size of the words in this image represents frequency. Some students 

submitted multiple responses with single words, while some wrote entire sentences–thus the frequency of 

words like ich, und, and the definite articles der and die. What is striking is that the second most frequent 

word after Familie (family) is Angst111. While there are several positive responses (Glück, gemütlich, lieben, 

                                                           
111      The world cloud generator does not account for capitalization. 
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stolz, wichtig112), the number of more neutral, ambiguous, or negative associations (Aufregung, Schlaf, 

Schläfrigkeit, Lustlosigkeit, Apathie, dunkler Ort113), made clear why the open-discussion approach during 

the first two semesters of curriculum implementation had not gone over so well–this topic was too personal 

for learners to willingly shout out or publicly post their associations. Due to the fact that these responses 

were projected on a screen, so that all students could see what was being posted by their fellow students, 

without knowing who had said what, the introduction to the film and ambiguity of perspectives on what it 

means to be “home” went much more smoothly than in the previous semesters. 

Through inclusion of this film and the related tasks in the newly re-designed curriculum, learners 

become more aware of the fact that the experience of exile is something that has continued to shape life for 

many people in the German-speaking world throughout more recent history–and they are able to draw 

connections to the situation today, in 2016, with the Syrian refugee crisis. Related tasks and assessments 

included responding to a film review as well as a question on the unit 2 reflection, for which learners were 

prompted to draw connections between the perspectives and themes in this film to other texts encountered 

during their “Journey Through the Literary History of the German-Speaking World”. The meanings and 

perspectives that evolved for the learners throughout this journey are presented in the following discussion 

of the data sources that correspond to the texts discussed in this section. 

 

4.4.2 Data Extracts and Discussion 

Numerous tasks and assessments from the curriculum renewal project developed for this study allowed for 

insight into the multiple dimensions of perspective taking and making that FL learners exhibited when 

confronted with the themes of exile and migration. Student data was collected through various in-class and 

at-home written and audio reflections throughout the second unit. There was also an audio reflection 

submitted in week one of the semester that was intended to prime participants for the multiple perspective 

making and taking tasks that would ensue throughout the curriculum, and was also used as an indicator of 

                                                           
112      Happiness, cozy, love, pride/proud, important.  
113      Excitement or agitation/confusion, sleep, sleepiness, listlessness, apathy, dark place. 
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the level of their spoken German at course outset. For that initial audio recording, participants introduced 

themselves, chose a fairy tale or other fictional character that they would like to be if they could, and said 

why, what they imagined they could do, and how they would be as that character. There was no direct 

question included on how they would feel, although participants were reminded to consider the character’s 

behaviors and views. No data is included from that audio recording in the current study, but will serve in 

future studies as the baseline indicator of level of comfort with ambiguity of perspective. An overview of 

the relevant data that were analyzed and interpreted for the current sub-study is in Table 9 below. 

Table 9: Overview of Data Sources for Sub-Study 2 (Ambiguity of Perspective) 

 Data Source Topic # of Submissions 

A SS15: At-home, Audio 

FS15: In-Class, Written (Unit 2 

Reflection using online quiz tool)  

If I were an Ungeziefer… Audio (SS15):  

25 (Sec 1–17; Sec 2–8); 

Written (FS15): 16  

Total: 41 

B At-home, Audio  The strangeness of the pizza 

in Transit / life in exile or 

abroad 

SS15: 24 

(Sec 1–16; Sec 2–8) 

FS15: 12 

Total: 36 

C In-Class/At-home, Written, (Unit 

2 Reflection using online quiz 

tool) 

Me Boss, You Sneaker as 

fairytale 

SS15: 31 

(Sec 1–19; Sec 2–12) 

FS15: 15  

Total: 46 

In SS15, audio recordings were the preferred method for data collection on topics of perspective 

making and taking–although in FS15 the audio recording related to Metamorphosis was instead used as a 

question on the unit 2 reflection. This was to ensure a higher response rate, since the unit reflections were 

generally perceived by participants as a more “high-stakes” form of assessment than the audio recordings, 

which were completed as homework. Another minor hindrance in data collection for the current sub-study 

was if the audio recordings were not saved properly i.e., if they were submitted as a link to an online 

recording, which expired before the recordings were downloaded, transcribed, translated, and coded for 

instances of perspective making or taking. All written data sources were also translated, read, and coded  

for dimensions of ambiguity as pertaining to perspective making and taking, with particular focus on the 

three major dimensions of mentioned above namely affective, cognitive, and appraisal-related perspective 

taking (Williams, 2011, p. 4). For the current study, instances of affective perspective taking or making 

were the emphasis i.e., imagining another’s feelings or expressing one’s own (imagined) feelings. This 
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speaks to the Douglas Fir Group’s (2016) claim that “emotion and affect matter at all levels”, with the intent 

of moving beyond mere stimulation of emotions, toward “conscious, embodied inquiry into emotions” 

(Frimberger, 2009). 

 

If I were an Ungeziefer (Data Source A) 

The audio recording related to Kafka’s Metamorphosis confronted participants with the ambiguity of 

perspective making i.e., they were not asked to give a summary of the story, nor were they supposed to 

retell the story by taking on Gregor Samsa’s perspective, nor reflect on how Gregor the character in the 

story must have felt; rather they were asked to make meaning of the imagined experience of waking up as 

an Ungeziefer. In SS15, participant responses were elicited through an audio recording, which was adapted 

in FS15 as part of the written Unit 2 reflection (see Appendix L for prompt). I offer detailed discussion of 

the data from each course section of the study, in order to highlight variations that may be linked to the type 

of assessment. Throughout the discussion of the data and my English translations of participant responses, 

I use the German word Ungeziefer–unless the participant themselves used a variation thereof, such as insect, 

bug, or vermin. 

 

Discussion of Participant Responses from SS15 Sec 1 

For the group of learners in SS15 Sec 1, Ungeziefer that can fly were most popular. Four participants wanted 

to be a moth, and there was one each for dragonfly, butterfly, “something with wings”, and one Bart 

Simpson-like fly114. Others that participants mentioned as wanting to be were praying mantis, ant, scorpion, 

and spider. A few participants simply stated what their favorite Ungeziefer was or talked about their general 

characteristics, including spider (2), cockroach, bee, and caterpillar. Most admitted they would initially 

have negative (human) reactions (flip out, scream, pass out) and a few explicitly stated hoping it would 

never happen. At least one positive aspect was acknowledged by several participants, namely being able to 

                                                           
114      This was a reference to an episode of the TV show The Simpsons, in which Bart is transformed into a fly, but 

still has Bart’s head. 
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fly–one student listed it as the first thing they would do. That was the only student with no explicitly stated 

negative reaction. A few students said they would have initial worries, but then would be able to see the 

positive side. While the objective of this task was not for students to literally take on the Ungeziefer’s point 

of view, but to speculate about what it would be like as a sort of Un/tier, some students grappled 

linguistically with the da/Zwischen-ness of the scenario, switching between indicative and subjunctive 

moods as their chosen Ungeziefer, as in the following excerpt from one response:  

Ach! Mein Gott! Ich werde eine Motte und ich hat sechs Beinen und großen Augen! Ich würde 

fühlen sehr hilflos, weil ich bin sehr klein. Ich würde sehr Angst haben und ich würde nicht eine 

Motte gern. Ich bin sehr haarig und ich hat sechs Beinen und großen Augen. Meine Familie würde 

nicht tot mich aber meine Katze würde essen mich und eine ah ich bin eine Motte, ich kann fliege 

und wenn ich Mensch ich kann nicht fliege. Und ich würde wohl essen Kleidung gern. Die Motte 

ist mein Lieblingsungeziefer. Die Motte ist schöne und harmlos aber ich essen Kleidung….115 

(Micah, SS15 Sec 1) 

In this audio recording, Micah began by taking on the perspective of the moth in the first line–using the 

less complex, more familiar indicative mood to provide physical descriptions. Micah switched to the 

subjunctive mood to describe how they would affectively make meaning of their imagined moth’s life and 

to appraise how they believed these events would be relevant for their family (and cat), before realizing 

they had changed roles and then returned to indicative to identify concrete actions and abilities as a moth 

vs. as a human. This was followed by a statement in which Micah again used the subjunctive, to express an 

imagined interest. Micah closed the audio recording by providing a third-person explanation of why the 

moth is their favorite Ungeziefer, but then one last time reverted to the (unconjugated) first person to re-

emphasize a concrete action as a moth. The confusion of perspectives within Micah’s narrative mirrors 

multiple dimensions of confusion related to the experience of “metamorphosis”–for Gregor Samsa in 

                                                           
115      Ach! My God! I will be a moth and I have six legs and big eyes! I would feel very helpless, because I am very 

small. I would be very afraid and I would not like [to be] a moth...My family would not [kill] me but my cats would 

eat me and a, ah I am a moth, I can fly and when I am human I cannot fly. And I would probably like eating 

clothing. The moth is my favorite Ungeziefer. The moth is pretty and harmless but I eat clothing. 
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Kafka’s text; for the students who are being prompted to morph, if only briefly, into Ungeziefer despite 

their limited linguistic resources as fourth semester learners of the German language; and for the general 

transformation of self and perspective that often accompanies the FL learning process.  

Similar dimensions of perspectival ambiguity due to deviations from the norm, are also revealed in 

the following response from a theater major, who stated that despite initial concerns, they would see the 

positive side of the situation and then launched into a story told from their imagined perspective as an ant 

with superpowers: 

Wenn ich verwandelte sich in ein Insekt, ich denke das nach dem ich Sorgen darüber ich kann zu 

sehen die positive Seite. Ich denke mein Tag sein würden [gähnt] „Guten Morgen! Was für einen 

schönsten Sonnenaufgang? Wo sind meine Finger? Warum ist alles größer? Und warum sind 

[unverständlich] kommen durch den Kopf? Aaa ich habe Antennae?! Müsste ich habe eins 

zwei...sechs Beine?! Wo ist der Spiegel? Mein Gott! Ich bin ein Ameise! Ich umgewandelt in ein 

Ameise! Mein Gott, warum ein Ameise und nicht eine Biene. Sie sind sehr schön und sie ist ein sehr 

wichtig Insekt. Sie helfen mit Bestaubung. Wir brauchten Bienen, nicht Ameise. Oh hallo Väter116, 

Väter liegen die Insektenspray. Ich bin Lacy! Ja, haben Sie gehört? Jetzt ist schön, ich bin ein 

Ameise. Ich verstehe, jetzt schon ich konnte nicht Autofahren aber ich jetzt schon haben 

Superstärke! Ich könnte tragen ein Auto! Und ich wissen meine Väter, ich würde benutzen Grund 

aber er würden mich lieben sowieso. Eigentlich er würde benutzen mich für harte Arbeit jetzt schön 

ich habe Superstärke. Das ist mein Väter.117 (Logan, SS15 Sec 1) 

                                                           
116      Despite Logan’s pronunciation, it becomes unclear in their response if they are referring to one father (Vater) 

or two fathers (Väter), due to the use of the singular pronoun er (he) combined with first or third person conjugation 

of verbs. 
117      If I transformed into an insect, I, after I worry about it, I can see the positive side. I think my day would be 

[makes yawning sound]: Good morning! What a most lovely sunrise? [sounding confused] Where are my fingers? 

Why is everything bigger? And why is [inaudible] coming through the head? Aaaa I have antennae?! I have one, 

two, six legs??! Where is the mirror? My god! I am an ant! I transformed into an ant! My god, why an ant and not a 

bee? They are beautiful and a very important insect. They help with pollination. We need bees, not ants. Oh hello 

father(s). Father(s) put down the insect spray. It’s me, Logan! Yes, did you hear? Now it’s fine, I’m an ant. I 

understand now I can’t drive a car but I have superpowers now! I could carry a car! And I know my father(s), I 

would use reason but he would love me anyways. Actually, he would use me for heavy labor since I have 

superpowers now. That is my father(s). 
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Similar to Micah, Logan also deviated from the prompt and fully took on the ant’s perspective. In so doing, 

Logan also reverted to the more familiar indicative mood, using it mostly for concrete physical 

descriptions–as well as explicitly expressed cognitive perspective taking i.e., “I understand…”. They also 

had an imagined conversation with their father, slipping into the subjunctive mood when appraising how 

their father would react, expressing the belief in their father’s open-mindedness and unconditional love for 

child, despite the strangeness of the “child as Ungeziefer” scenario. What is of particular interest in this 

likely scripted118 narrative is the fact that Logan displayed their capacity for taking on a perspective which 

is unfamiliar, but actively selecting one that they otherwise viewed as less desirable than others–Logan’s 

imagined initial reaction when realizing they were an ant, was not of shock, sadness, or disgust, rather 

disappointment that they were not a “better” kind of Ungeziefer, like a bee. Yet, Logan purposely chose to 

take on the perspective of an ant–indicating their acceptance not only of the situation, but a desire to create 

a self-induced discomfort.  

Most other students adhered to the task prompt and remained in the speculative, subjunctive mood–

using it for concrete descriptions, as well as to express their own imagined feelings, the reactions of their 

friends and/or family, and to appraise the relevance of the situation. A general tendency that is reflected 

within the data from this section is that 7 of 17 students speculated on their ability to speak and communicate 

with their family or friends, whom they imagined as showing acceptance of the situation, despite often 

expressing the self-disgust and fear they themselves would feel as an Ungeziefer. In these instances, the 

Ungeziefer is viewed not as the opposite of human, rather the possibility of an Ungeziefer with human 

abilities is acknowledged i.e., the lines between perspective of the familiar and unfamiliar are actively 

                                                           
118      When grading and transcribing audio recordings, I made note of certain signals that indicate that a participant 

may have fully scripted their response, or vice versa. Compared to those with seemingly scripted responses, those 

who embraced the intended spontaneity of the task often had many more pauses, used more English words, could be 

heard “looking” for a word (as in pausing, rephrasing, or literally typing a word into an online dictionary), looking at 

the prompt (if they have printed it on a piece of paper) or referencing it directly throughout their response. Since 

those with scripted responses or at least notes tend to have fewer pauses and speak much more quickly, they were 

thus generally were able to say a lot more in the same amount of time. 
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ambiguated by the participants themselves. This was even the case for learners who first stated their strong 

aversion or even hate of Ungeziefer, such as in the following excerpt:  

Ich würde erschrocken und gefangen fühlen und ich würde jemand erzählen probieren aber nur 

wenn ich sprechen könnte. Wenn ich sprechen könnte, meine Familie würde verstehen und hörten 

mich vielleicht. Aber wenn ich sprechen nicht könnte dann meine Familie nicht so gut mich 

umgehen.119 (Quinn, SS15 Sec 1) 

Prior to this excerpt from their narrative, Quinn had first expressed their hatred for Ungeziefer, in particular 

cockroaches, and refrained from selecting a specific kind of Ungeziefer with which to identify, but then 

began to speculate about their imagined human capacities as an Ungeziefer in general. Despite their 

aversion to the imagined perspective, Quinn alluded to the power of one’s voice and of being heard as a 

crucial element for acceptance.  

 

Discussion of Participant Responses from SS15 Sec 2 

Similar reactions can be identified in the data from SS15 Sec 2, although there were significantly fewer 

responses available for analysis (8). Among those eight participants, there was a wide variety of Ungeziefer 

identified, including: moth, house fly, German wasp, mosquito, spider, ant, a “cute vermin” such as a roly-

poly, and one student who preferred to be a bear or a dog. There was one explicit mention of not wanting 

to be a house fly. The person who wanted to be a mosquito stated that as their choice because it was the 

Ungeziefer that they hated most. One Gregor Samsa reference was made and one response was more of a 

text analysis or summary of Metamorphosis. There was also one reference to Charlotte’s Web, a popular 

children’s novel in the US written by E. B. White in 1952, from the spider participant, who also wanted to 

have a pig as a friend.  

The participant who wanted to be a roly-poly imagined a highly positive version of such a life, 

describing it as following: “Roly-Polys sind das Hammer. Ich habe das Wort nicht für die Roly-Polys. Wenn 

                                                           
119      I would feel alarmed and trapped and I would try to tell someone but only if I could talk. If I could talk, my 

family would understand and listen to me maybe. But if I couldn’t talk then my family wouldn’t treat me so well. 
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ich ein Roly-Poly wäre, ich würde mit meiner Familie in Erde leben in einem Garten hell mit vielen Blumen, 

mit schönen Blumen”  (Page, SS15 Sec 2).  Page continued to describe human children wanting to play with 

them, before remembering that their family–according to the prompt–were still human: “Oh warten, meine 

Familie würde nicht Vermin sein, nein?” This indicates that Page was embracing the intended spontaneity 

of the audio recording and had not previously scripted a response. Rather than dealing with the strangeness 

of that imagined scenario, Page continued to deviate from the prompt and justified their initial take on it by 

stating their belief that in actuality everyone has an element of “vermin” within them: “Ah aber ich glaube 

wir alle sind Vermins”. Page continued by offering an interpretation of Metamorphosis: “Ich glaube Kafka 

Histori zeigt, wie die Gesellschaft macht Minderheit fühlen, LGBT und eben Hispanisch in Arizona sind 

alles Vermin für die Majorheiten...Entschuldigung, Mehrheit.“  Page referred back to the text to explicitly 

state what one of the implicit objectives of the incorporation thereof in the curriculum was–unearthing the 

ambiguity that is revealed within oneself and society by taking on or making perspectives related to 

something/someone/some group that is otherwise often perceived as “outsider” or “minority” and thus 

inferior or even a threat. 

One participant from this section attempted to take on ambiguity by telling a partial first person 

narrative from their Ungeziefer perspective, similar to Micah and Logan from SS15 Sec 1. As seen in the 

excerpt below, Henri began in the subjunctive, but about halfway through slipped briefly into English, then 

back into German and at that point took on the first person, using the indicative mood: 

Wenn ich ein Ungeziefer wäre, meine Familie würde haben kein Reagieren. Sie würden sagen: 

„Du bist unser [Kind] oder [Geschwister] oder Cousin oder alles.“ Und sagt: „Doch das ist kein 

Problem, du bist ein Ameise jetzt, aber das ist kein Problem“. Ah meine Freunde, das ist eine 

andere Geschichte aber ich denke eventuell sie will, sie wollen kein Problem auch haben. It’s just, 

ach ein Ungeziefer, ich bin jetzt mich, ich bin nicht ein anderes Dinge, jetzt bin ich ein anderes 

Dinge, aber ich bin jetzt [Henri]. Aber für mich, soo traurig, wenn ich ein Ungeziefer wäre, ich 

habe kein, für mich ich habe auch kein normales Leben jetzt und das ist ach, trauriger und ich 
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denke, dass ich will kein Leben haben. Ich will in meinem Hause sitze und das ist alles.120 (Henri, 

SS15 Sec 2) 

This excerpt shows that Henri was quite conflicted about “explaining” that they would still be themselves, 

even if they were also an Ungeziefer–they saw themselves not as the opposite of human, but both in one, 

the Un/tier. By switching between indicative and subjunctive moods in this response, Henri created a great 

deal of ambiguity, for instance in the statement “…ich habe auch kein normales Leben jetzt”. Was Henri 

referring to their real life, or their imagined life as Ungeziefer? This perspectival confusion is further 

ambiguated by the use of the modal verb wollen, “to want” in the line “…ich will kein Leben haben”. The 

conjugated form for the first and third person, will, is a common false friend for learners of German whose 

dominant language is English. My first inclination, as evident in the footnoted translation, was that Henri 

was using the modal verb correctly—and a prime example of how conscious inquiry into emotions may 

result in moments when instructors might feel compelled to request clarification from the student in order 

to potentially refer them to the proper counseling services. As I was not the instructor of that section, I did 

not become aware of Henri’s statement until after the semester was over. However, after multiple re-

readings of the transcript of this audio recording and based on Henri’s usage of will in other audio 

recordings, I concluded that my initial translation was likely incorrect and that Henri in general used the 

English “will” when it should technically have been the German werden. In any case, Henri demonstrated 

the capacity for taking/making perspective in the confusing, unsettling situation of isolation and alienation–

a situation which they equate to no longer “having a life”.  

Negative affective reactions similar to Henri’s were more pronounced among this group of 

learners–two participants discussed the self-hatred, not just self-disgust, that they would feel as an 

Ungeziefer: 

                                                           
120      If I were an Ungeziefer, my family would have no reaction. They would say: “You are our [child] or [sibling] 

or cousin or everything”. And say: “But that is no problem, you are an ant now, but that is no problem”. Ah my 

friends, that is another story but I think [eventually] they wants, they want to have no problem too. It’s just, ach an 

Ungeziefer, I am me now, I am not something else, now I am something else but I am now [Henri]. But for me, soo 

sad, if I were an Ungeziefer, I have no, for me I also don’t have a normal life now and that is ach, more sad and I 

think that I do not want to have a life anymore. I want to sit in my house and that is all. 



144 

 

…Ich würde mich selbst so hassen, ja, ja, ich würde keine Freunden haben. Meine Familie würden 

mich immer noch lieben? Ich, ich denke? Ich, ich weiß nicht, wenn ich ein Ungeziefer bin uh ja ich 

weiß nicht über meine Familie. Aber und dann das war alles das ist alles ich würde mich selbst so 

hassen und Ungeziefer ist so […]. Ich weiß nicht. Meine Familie würden mich immer noch lieben 

ja, aber das wäre alles ich würde keine Freunde habe und mein Leben wäre nicht lebenswert 

sein.121 (Charlie, SS15 Sec 2) 

Charlie was quite conflicted about the idea of being an Ungeziefer in general–similar to Quinn from SS15 

Sec 1, they had refrained from choosing an Ungeziefer. Instead, Charlie stated that they preferred to be a 

“nice” animal, like a bear or a dog, because they hated Ungeziefer so much. Despite their aversion to the 

idea of being something that they otherwise so detested, Charlie still attempted to make meaning of the 

imagined situation–which caused them such unease that they were constantly interrupting and questioning 

themselves and their family’s ability to love them. Yet Charlie displayed a capacity for affective perspective 

making, as well as appraisal-based perspective making i.e., as expressed in the closing pronouncement that 

such a life would not be worth living. 

A few other participants from SS15 Sec 2 also considered their family’s perspective–two inserted 

third person dialogue from family member perspectives. One described their twin as having a “moth spirit” 

and therefore hoped to be a moth, because then their twin would be helpful. That participant was one of 

few in this section of the course to embrace the positive aspects of an Ungeziefer’s life–emphasizing the 

ability to fly and explore their surroundings. Flying was also identified by the mosquito-participant 

(Mackenzie) as a positive aspect of the experience of the other, although they concluded that, as Un/tier, 

they would not actually enjoy it, since they, as human, were afraid of heights. This participant chose to 

identify with the perspective of an Ungeziefer that would cause them discomfort, and that they also 

described as the one they hated the most, due to the discomfort caused by mosquito bites–but mentioned 

                                                           
121      …I would hate myself so, yeah, yeah, I wouldn’t have any friends. My family would still love me? I, I think? 

I, I don’t know, if I’m an Ungeziefer, uh yeah, I don’t know about my family. But and then that was all, that is all…I 

would hate myself so much and Ungeziefer is so […]. I don’t know. My family would still love me, yes, but it 

would be, I wouldn’t have any friends and my life wouldn’t be worth living. 
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the ability to bite people if they were a mosquito, indicating their imagined desire as Un/tier to cause 

discomfort to others. By choosing the mosquito, Mackenzie demonstrated an ability to embrace the 

ambiguity of perspectives that are otherwise a source of personal unpleasantness.  

 

Discussion of Participant Responses from FS15 

In FS15, the task was no longer completed as an audio recording, rather it was included on the written unit 

2 reflection. This ensured almost 100% response rate and limited the amount of time learners had to ponder 

the question–thus prompting more spontaneous responses than was the case for some participants in the 

audio recording version. However, in FS15 learners completed that unit reflection from home, not in the 

computer lab as was otherwise typical. They therefore had no opportunity to clarify any misunderstandings 

regarding the prompt. Thus, it was in this section of the course that the only response from three semesters 

was submitted in which the participant entirely misunderstood the prompt. That participant, Morgan, gave 

a concrete summary of the passage of Metamorphosis read in class, as well as an interpretation sans 

justification, and mixed in information from the alternate ending video version of Metamorphosis that had 

been shown and discussed in class.  

For the rest of this group of learners, there was a preoccupation with butterflies (6), as well as a 

few spiders (2), and one each wanted to be a lady bug, moth, glow worm, fly, cockroach, and something 

unidentifiable (perhaps made up). One participant refused to choose, because they found it too terrible to 

even think about, as evidenced in the following excerpt: 

Ich kann nicht denken über ein Ungeziefer aufwacken würden. Ich würde trauig und verrückt sein. 

Ich würde nicht glücklich sein. Meine Familie und Freunden würden weit Weg von mir gehen weil 

würde Ich gruselig sein. […] Meine leben würde nicht mehr sein. Ich kann nicht am ein Ungezeifer 

sein.122 (Dakota, FS15) 

                                                           
122      I can’t think about waking up as an Ungeziefer. I would be sad and crazy. I would not be happy. My family 

and friends would go far away from me because I would be creepy. […] My life would not be anymore. I cannot be 

an Ungeziefer. 
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In three semesters, this is the only response in which such a strong aversion to the idea of taking/making 

perspective as an Ungeziefer was stated, although the participant did not entirely disengage. Dakota still 

attempted to an extent to affectively make perspective, staying in the subjunctive voice to distance 

themselves from the strangeness of the idea of life as Ungeziefer.  

There was one direct reference to Gregor Samsa, but only to make a brief comparison: “Wenn ich 

ein Ungeziefer wäre, würde ich flippen aus! Ich wäre NICHT weitermachen mit meine Tag, wie Gregor. 

Ich wäre für Heilmittel suchen”123 (Tanner, FS15). Despite this initial reaction of panic, Tanner eventually 

closed their statement positively, describing how they would embrace their otherness: “Meine Leben wäre 

anders, weil ich ein Veganerin wäre. Ich wäre fliegen und spielen mit Blumen alle Tage.”124 For several 

others in this group, flying was also the most commonly mentioned positive aspect of life as an Ungeziefer. 

Three additional participants voiced pleasure/acceptance of the situation, using words like “enjoy”, “fun” 

and “explore”, for instance one who would go to the Amazon to meet more Ungeziefer. Several believed 

their family would be accepting and loving, even if they themselves would not be so accepting of 

themselves.  

In comparison to the other two groups, there were no first person narratives from the perspective 

of the Ungeziefer and there was much less expression of self-disgust (and no self-hatred) nor stream of 

consciousness-coming to terms with the situation that was evident in the audio recordings from the other 

two sections. Rather the written responses were much more straightforward, for instance that from Bobbie, 

who ensured that I as instructor would see that they had attempted to respond to each sub-question by listing 

their responses on separate lines, as below: 

Ich würde in Panik geraten, wenn ich als Ungezieer aufwachen würden. 

Ich würde mich angeekelt fühlen und ich würde weinen. 

                                                           
123      If I were an Ungeziefer, I would flip out! I would NOT go on with my day, like Gregor. I would look for 

medicine. 
124      My life would be different because I would be a vegan. I would fly and play with flowers all/every day. 
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Meine Freunde und Familie würden schreien. Ich würde Freunde und Familie kein mehr haben 

weil sie mir abandonnieren würde. 

Ich wäre eine Motte am liebsten weil eine Motte fliegen konnte. 

Mein lebens wärt anders weil ich kein mehr zu Schule gehen konnte aber ich konnte irgendwo 

fliegen.125 (Bobbie, FS15) 

While Bobbie fully completed the task and demonstrated a high level of grammatical and linguistic 

capabilities, there was a certain detachment in the listing of answers that seems to reveal a lack of 

stimulation of actual emotion. 

 

Summary of All Course Sections 

As the discussion of Data Source A has shown, there were instances across all three sections in which 

participants displayed reactions to the ambiguity of perspective making/taking similar to those identified in 

2.7.3 including disregard/disengagement/dislike; general sense of unease, uncertainty or doubt; 

consideration of individual situated-ness creating meaning of the unfamiliar; and an embracing of the 

ambiguity. While this task was intended as one of perspective making, participants who deviated from the 

prompt proved that taking on the first person perspective of the Ungeziefer can also be insightful. Elements 

of cognitive, appraisal-based, and affective perspective making/taking were identified in the data. Most 

critical for a more embodied inquiry into affective perspective making was the assessment form–audio 

reflections prompted this more than written formats. The audio recordings elicited more stream-of-

consciousness coming-to-terms with responses, as well as more frequent mention of strongly affective 

perspectives such as self-disgust or self-hatred.. Thus the audio recording format was maintained in FS15 

for the next main data source that I discuss for the current sub-study on the ambiguity of perspective.  

 

                                                           
125      I would panic, if I would wake up as Ungeziefer. I would feel gross and I would cry. My friends and family 

would scream. I would no longer have friends and family because they would abandon me. I would most prefer to 

be a moth because a moth could fly. My life would be different because I could not go to school anymore but I could 

fly somewhere else. 
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The Strangeness of the Pizza in Transit (Data Source B) 

Following the in-class discussion and tasks related to the opening passage of Anna Seghers’ Transit, 

participants were asked to complete an audio recording that required perspective taking/making on multiple 

levels. In this case, due to the more concrete nature of the exile experience being encountered, the prompt 

included a question that was directly linked to the text. Participants were asked to reflect in just two minutes 

on: 1) the perspective within the text regarding the strangeness of the pizza; 2) the potential strangeness of 

the US for someone not from there; 3) the strangeness of life in exile or abroad.126 For the latter part (part 

3) of the prompt, there was an option for learners who did not view the US as their home country to state 

the things they missed about their home country (see Appendix M for prompt). This was quite a complex 

task and thus not all participants necessarily spoke to each part–in particular the last question was often left 

unaddressed. In the following I provide in-depth discussion of the responses from non-US native 

participants i.e., those who were not born in the US, in order to see how their perspective taking and making 

on the opening passage of Transit and the related questions from the prompt may or may not have varied 

from those of learners who were born and raised in the US. 

 

Perspectives of Non-US Native Participants 

In SS15 Sec 1 there were three participants who had not been born in the US, two of whom submitted an 

audio recording. One of those participants, Daryl, an international student, had the following to say: 

Hallo. Diese Woche wir hat Anna Seghers Transit gelesen. Die Erzähl– da war ein Scene wenn die 

Erzähler uhm sagt dat Pizza ist ein sonderbares Gebackt. Es war ein bißchen komisch und uh … 

verrückt? Nein. Nicht verrückt aber seltsam? Seltsam. Ich denke die Erzähler war in Exile und so 

sie hat keine Pizza essen für eine lang Zeit. Wenn man hat, wenn man hat keine ein Ding sehen 

oder essen oder horen, horen für eine lang Zeit uhm es ist interessant, wenn man comes across it 

                                                           
126      Both options were given intentionally in case talking about exile seemed too personal for anyone. Throughout 

the three semesters of curriculum implementation there were several students of Jewish heritage and two who self-

identified as (former) refugees. 
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again. Ich liebe Amerika und so if ich, if ich war in eine Ausland ich würde vermissen Hamburgers 

und… Freiheit? Freiheit. Sprechen Freiheit und amerikansich uhm Fernsehen-Shows, ja.127 (Daryl, 

SS15 Sec 1, 115 words in 1:54) 

In regard to the first perspectival layer that participants were asked to address, Daryl’s use of the word 

Erzähler to distinguish between the perspective of the narrator and the author is noteworthy. This distinction 

was discussed in class on a regular basis with learners throughout the entire course in the sections instructed 

by the researcher. While Daryl did not add the –in ending to Erzähler, which would have denoted the 

narrator as feminine, Daryl used the feminine article “die” and feminine pronoun “sie”. The gender of the 

narrator of Transit is not revealed in the opening segment of the text that learners read and I refrained from 

revealing it to participants. So Daryl’s imagined feminization of the narrator’s perspective may have been 

linked to their knowledge of the author as female. Despite Daryl’s efforts to distinguish between the two 

perspectives, there was a blurring of the lines.  

Also indicated in Daryl’s response was the potential confusion regarding the strangeness of the 

pizza due to the ambiguity of perspectives–for Daryl the pizza was associated with something with which 

the narrator had once been familiar, and was re-encountering after a long separation. This reading of the 

text, while not technically correct, shows Daryl’s capacity for thinking into the mind of a person living in 

exile by describing the experience of re-encountering that which was once familiar, but due to distance (and 

new perspectives), has become strange. In such an instance, the instructor may want to invite the student to 

meet and discuss the learner’s understanding of the text. In regard to the second two layers of perspective 

of the prompt for this data source, Daryl refrained from identifying anything about the US as strange. They 

also refrained from mentioning what they missed about their home country and instead chose to say what 

they would miss about the US if they were no longer there: from concrete items of food and pop-culture to 

                                                           
127      This week we read Anna Seghers’ Transit. There was a scene when the narrator says that pizza is a strange 

pasty. It was a bit weird and crazy, no not crazy, but strange. I think that the narrator was in exile and so she hasn’t 

to eat pizza for a long time. When one hasn’t to see or eat or hear something for a long time it is interesting when 

one comes across it again. I love America so if I, if I were in another country I would miss hamburgers and 

freedom? Freedom. Freedom of speech and American TV shows. 
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broader concepts pertaining to freedom of speech. While Daryl made clear their emotional attachment to 

the US through the use of the verb “lieben” (to love), they did not include any explicit references of 

(imagined) emotions on any of the three levels (narrative, others, their own). 

 The other non-native of the US to submit an audio recording in SS15 Sec 1 had moved there as a 

child, after having spent several years in Germany as a refugee–a fact that I was unaware of until later in 

the course. Sage never mentioned that experience during in-class discussions and referenced it only vaguely 

at the end of their response for Data Source B:  

Die Pizza ist ein sonderbares Gebäck, weil es ist ‚Rund und bunt wie ein Tort. Man erwartet etwas 

Süßes, da beißt man auf Pfeffer‘. Die Pizza kann die Emotionen und Tauschungen jemand im Exil-

Erfahrungen symbolisieren. Andere Dinge, dass Menschen im Exil erscheinen seltsam können sind 

die Jargon-Ausdrücke, die Stil der Kleidung und die Portionen von Essen. […] Wenn ich Ausland 

lieben würde ich moglicherweise verpassen den Komfort von allem. Ich würde auch vermissen 

meine Family und meine Freunde. Ich würde hochstwahrscheinlich verpassen komfortabal 

Englisch zu sprechen, wenn das Land nicht English sprechen. Ich würde wahrscheinlich daran 

gewohnt, weil ich [unverständlich] als ich ein Kind war. Jetzt fuhle ich mich wie ein amerikanische 

Nativen.128 (Sage, SS15 Sec 1; 139 words in 2:24) 

This response shows Sage’s affective perspective taking in that they compare the pizza to the emotions and 

disappointments of people in exile. Then, rather than using the subjunctive to speculate on the strangeness 

of living abroad, Sage used the indicative to state three specific things. This was followed by a speculation 

about living abroad. Due to experiences as a child, Sage stated their perceived capacity for adjusting to 

potential situations of discomfort. Similar to Daryl, Sage also refrained from explicitly stating any personal 

                                                           
128      The pizza is a strange pastry because it is ‘Round and colorful like a tart. You expect something sweet but 

then you bite into pepper.’ The pizza can symbolize emotions and illusions [or perhaps: disappointments] of 

experiences of someone in exile. Other things that can seem strange to people in exile are the jargon sayings, the 

clothing style and the portions of food. […] If I would live in a foreign country, I would probably miss the comfort 

of everything. I would also miss my family and friends. I would most likely miss the comfort of speaking English if 

the country wasn’t English-speaking. I would likely get used to it because I [unintelligible] when I was a child. Now 

I feel like an American native. 
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emotions, other than the use of the verb vermissen (“to miss”). Neither of these participants chose to 

explicitly state what they missed about their home country, rather speculated on what they would miss 

about the US if they were no longer there–for Sage this was because they had come to view themselves as 

a US native since they had been in the country for an extended time. 

In SS15 Sec 2, there were two students who had not been born in the US, but in the audio recordings 

that were submitted from this group, only one of them self-identified as not being from the US. The other 

non-US born student, River, had been living in the US since childhood, which is perhaps the reason why 

they did not address that part of the prompt, the symbolism of the pizza was the only aspect that River 

reflected on, and only very briefly (83 words in 1:14). Mackenzie was an international student whose 

response to Transit was much longer than the two responses from SS15 Sec 1 discussed above–at least in 

word count. In three seconds less than Sage, Mackenzie got in 60 more words, which led me to believe that 

this was a scripted response. While that is not the point of the audio recordings in general, it was a strategy 

that ensured responses to each part of the prompt: 

Im Text, die Erzählung sagt, dass Pizza gar nicht mit Kirschen und Rosinen gespickt ist, sondern 

mit Paprika und Oliven. Und ich denke, das ist warum die Pizza ist ein sonderbares Gebäck ist, 

weil die Pizza ist nicht süß sondern salzig. Ich denke, dass diese konnte [unverständlich], Ich denke, 

dass diese konnte [unverständlich] in der deutschsprachigen Literatur symbolisieren, weil, weil 

Deutsch essen gern Pizza und sie haben ihr speziell Geschmack von Pizza. Wenn Deutsch ins 

Ausland gehen, vermissen sie vermutlich diese speziell Pizza oder sie vermissen Deutschland auch. 

Ess, Ess, Essensgewohnheiten könnten für jemande der im Exil lebte sonderbar erscheinen. In USA 

wenn jemand zu essen gewohnt man mit Messer und Gabel aber nicht alles andere Länders 

Menschen benutzen Messer und Gabel zu essen, zum Beispiel in China isst man mit Stäbchen. Wenn 

ich bleibt in Ausland leb, ah wenn ich bleibt in Ausland gelebt, für mich ich misse meine Familie 
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[…] aber ich habe mich schon daran gewohnt ohne Familie zu lebe […]129 (Mackenzie, SS15 Sec 

2; 200 words in 2:21) 

Similar to the participant from the same country in Sec 1, this person refrained from directly describing 

anything about the US specifically as strange–they first used the subjunctive mood to make a general 

speculation, then simply stated two different methods for eating food. They thus left the potential for 

strangeness open, depending on the perspective that is taken i.e., someone who is used to eating with 

chopsticks could identify with the “strangeness” of the knife and fork, or vice versa. Unlike the two non-

native US-Americans in Sec 1, Mackenzie talked about things that they missed from their home country. 

Other than stating that they missed their family, Mackenzie displayed little affective perspective-taking, 

i.e., expressed no feelings, and claimed to have adjusted to being away from family–due to the comfort 

provided by technology. In FS15 there were no international students nor other participants who had been 

born outside of the US. 

 

Perspectives of US-Natives Who Had Been Abroad 

Many US-native participants from across all three sections of the course who had at some point spent some 

time outside of the US deviated from the prompt in that they did not speculate about what they would miss 

if living in exile or abroad, rather directly stated what they had missed when they were outside of the US. 

Oftentimes those responses were related to food. For instance, Chris, the student in FS15 who had 

participated in the SA course the previous summer had the following to say: “Von Deutschland vermisse 

ich Döner und Dürum–schmeckt gut. Auch ich vermisse wie uhm uncomfortable ich war. Ich musste 

                                                           
129      In the text the narrator says that pizza is not at all topped with cherries or raisins but with peppers and olives. I 

think that is why the pizza is a strange pastry because the pizza isn’t sweet but salty. I think that pizza could 

symbolize [unintelligible] in the German-language literature because German like eat pizza and they have their 

special taste for pizza. When German go to a foreign country, they probably miss this special pizza and they also 

miss Germany. Eating habits could seem strange for someone who lives in exile. In USA when someone eats one is 

used to knife and fork, but not all other countries’ people use knife and fork to eat, for example in China one eats 

with chopsticks. If I stayed living in a foreign country, for me I miss my family […] but I have already gotten used 

to living without family […]. 
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Deutsch zu lernen, als ich uncomfortable war.“130 In addition to the Turkish-German food that Chris 

indicated missing upon return to the US, they also addressed the uncomfortableness of the study abroad 

experience–and how that uncomfortableness instigated learning. This statement speaks to one of the 

intended goals of a pedagogical approach that embraces more ambiguity, namely the instigation of a desire 

to learn through intentionally implemented confusion and uncomfortableness that are inherent to the SA 

and FL learning experience in general. 

 

Perspectives from US-Native Participants  

A number of other participants, mostly from SS15, revealed more affectively-influenced perspective taking 

than expressed in the response from three non-US born participants discussed above. In addition to the verb 

“to miss”, which was used in the prompt, the following emotional states were commonly mentioned: afraid, 

alone, angry, disappointment, sad–very sad–always sad, sadness, a feeling of togetherness in a time of loss 

(the latter from Avery, FS15). These are related to the three perspectival layers that participants were asked 

to address for Data Source B, i.e. that which the pizza in Transit could symbolize, the strangeness of the 

US for someone not from there, and the ambiguous experience of life in exile or abroad. In regard to the 

latter layer, many participants stayed at a rather concrete level, referring to a life as the typical US-American 

today might experience it while living abroad, as opposed to exile in the strict sense of the word. For 

instance, Frankie, a non-traditional student131 who had spent their entire life in the US, said: 

…Wenn ich in Exile ware, ich würde das genießen, ah ich denke. Ich mag nicht [unsere Stadt], es 

ist alt für mich. Aber Mexikanisch ist mein Lieblingsessen so das ware schwer für mich. Ich würde 

die neue Erfahrung hoffentlich genießen. Ich möchte zu lernen von neue Leute, das ich in [unserer 

                                                           
130      From Germany I miss Döner and Dürum–it tastes good. I also miss how uncomfortable I was. I had to learn 

German when I was uncomfortable. 
131     By non-traditional I mean in this case that Frankie had been working full-time for over a decade since having 

graduated high school in the same city as the university and was pursuing their first B.A. degree while continuing to 

work full-time. 
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Stadt] nicht kann. Ich habe nicht aus Amerika gereisen, so ich denke ah Exile ware super, ich 

denke.132 (Frankie, SS15 Sec 1; 166 words in 2:26) 

In this excerpt from their audio recording, Frankie, someone who had spent their entire life in US, was 

likely not claiming that they would have enjoyed life in forced exile due to persecution, rather they seem 

to have used the word exile in an attempt to speak about the idea of willingly choosing to live abroad–and 

in so doing they speculated on their imagined embracing of the experience of the unknown. 

Other participants’ understanding of the concept of exile was much clearer, or rather narrower, such 

as Henri (SS15 Sec 2; 156 words, 2:21)–who did not reflect on what their own life would be like in exile 

or abroad, but displayed multiple dimensions of perspective taking and making, as gleaned from the 

following excerpts from Henri’s audio recording: 

- Perspective of German-Speaking People: “Pizza für ein Deutscher ist ein seltenes Essen […] So im 

Kontext von Deutschsprachigen, es ist ein seltsam, fremde Essen.”133 

- Socio-Historical Perspectives (Related to War Times): “Pizza ist auch seltsam, weil es ah hat viele 

Ingrediente. Like du musst haben Tomaten, Käse, Brot, Fleisch, Gemüse und für eine Kriegszeit, 

das ist schweriger, das ist schweriger zu machen.”134 

- Perspectives of the German (Jewish) Refugee: „Die Deutsche hat kein Essen das ist similar Pizza. 

Und so das ist für ein deutscher Exil sehr seltsam.“135 

- Taking on the Perspective of the German (Jewish) Refugee: „Das Essen ist nicht meine Leute 

Essen. Es ist die italienische Essen.“136 

                                                           
132     If I were in exile, I would enjoy it, I think. I don’t like [our town], it is old for me. But Mexican is my favorite 

food, so that would be difficult. I would hopefully enjoy the new experience. I would want to learn from new people 

that I can’t do in [our town]. I have never traveled outside of America, so I think exile would be super, I think. 
133     Pizza for a German is a seldom food […] So in the context of German-speakers, it is a strange, foreign food. 
134     Pizza is also strange because it has many ingredients. Like you have to have tomatoes, cheese, bread, meat, 

vegetables and for a war time that is more difficult to do. 
135     The Germans have no food that is similar to pizza. And so that is for a German refugee very strange. 
136      That food is not the food of my people’s food. It is the Italian food. 
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- Perspective of Refugees in General: „Und im Ausland, eine Exil will uh willst mit uh mit sie uh 

seine Familie, seine Essen, seine Luft, alles von der Heimatland, sie wille vermissen und das ist 

nicht gut.“137 

Henri displayed a capacity for reflecting on the knowledge, beliefs, motives and meaning-making processes 

of multiple others–yet expressed no affective responses in regard to any of those. A more affective approach 

to grappling with multiple layers of affective-perspective taking, similar to those identified by Henri, was 

demonstrated by Charlie who maintained: 

Anna Seghers spricht über Pizza in ihrer Geschichte aber uhm ich weiß nicht, ich denke Pizza ist 

nicht berühmt für diese Geschichte, es ist eine Ablenkung für ihr und sie reisen und sie hat Angst 

und ein bißchen Heimweg, ich denke, vielleicht, und uhm sie, sie spricht über Pizza und sie fragt 

Fragen als eine Ablenkung für ihr und uhm ich , wenn ich reisen, ich, ich habe Angst und natürlich, 

wenn ich nicht mit meinem Eltern bin, es ist ein bißchen, ich weiß nicht,  traurig. Ich gehe über 

jetzt alles mit meinen Eltern oder mit Familie und Exil, das ist ein, ich weiß nicht, das ist eine 

traurig Idee für mich, es würden sehr schlecht. Aber nicht,  nicht schlecht, ich denke, vielleicht 

schwer für mich, ja. Es würden schwer für mich uhm weil, bin ich so, uhm dependent auf mein 

Eltern, nicht, ich bin independent, aber ich möchte mit meinen Eltern bleiben, nicht alles Zeit aber 

ich möchte mit meinen parents, meinen Eltern bleiben und uhm, Exil, das ist eine schwer, schwere 

Idee für ich, ja. Ich, ich würde Angst haben und ah, ja, ich das macht mir traurig. Und ach ja, ich 

würde Angst haben.138 (Charlie, SS15 Sec 2; 200 words, 2:42) 

                                                           
137      And in a foreign country, a refugee will miss family, food, air, everything from their home country and that is 

not good. 
138      Anna Seghers talks about pizza in her story, but I don’t know I think pizza is not famous for this story, it is a 

distraction for her and she is traveling and she’s afraid and is a little homesick, I think, maybe. And she talks about 

pizza and she asks questions as a distraction for her and I, when I travel, I am afraid and of course when I am not 

with my parents it is a little, I don’t know, sad. Now I go everywhere with my parents or family and exile, that is, I 

don’t, a sad idea for me. It would be very bad, but not bad I think maybe, difficult for me, it would be difficult for 

me because I am so dependent on my parents, not, I am independent but I would like to stay with my parents, not all 

the time, but I would like to stay with my parents and exile that is a difficult, difficult idea for me, yeah. I, I would 

be afraid and yeah, it makes me sad. And uh, yeah, I would be afraid. 
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In this response, Charlie, similar to their Ungeziefer audio recording, truly embraced the intended format 

of this assessment measure–speaking freely, with no scripted response, in a stream of consciousness in 

which they first spoke to the affective perspective represented by Anna Seghers as author of Transit, and 

as potential narrator of the story. The pizza is portrayed by Charlie as a distraction from the messiness of 

emotions they believe the narrator must have felt. Charlie then made personal connections to that 

perspective and attempted to reflect on a life in exile, explicitly stating that it was a very difficult idea for 

them personally. Charlie made a clear differentiation between a persecuted life in exile and a self-chosen 

life abroad, opting to grapple with the more unsettling idea of exile. In this regard Charlie represents a 

learner who embraces the ambiguity of perspective in an extreme situation of uncertainty and doubt. 

 

Perspectives From All Participants Related to the Exile Experience 

The strangeness of the pizza in Transit was the first perspectival layer that participants were prompted to 

discuss for Data Source B, which may have impacted the fact that across all sections in both semesters of 

the course, food was one of the most frequently mentioned categories, next to family and friends, that 

participants imagined or stating missing if or when they lived away from their home (country). One 

participant provided a rationale for this tendency to miss food, stating: „[….] vielleicht vermissen Leute 

auch das Essen, wie das Autor hat geschrieben, weil viele Leute finden Comfort und Happiness in das 

Essen, weil es hat viel Erinnerungen von Kindheit und Jugendheit und alles was anderes“139 (Rylee, SS15 

Sec 1). In this excerpt, Rylee recognized the tendency to cling to the familiar in order to make sense of a 

confusing, uncomfortable, or unknown situation. While many students left their mention of food and food 

customs unconnected to the pizza in Transit, there were several who drew connections, such as in the 

following response: 

Vielleicht die Pizza im Kontext symbolisiert die neue Erfahrungen für die Flüchtlingen. Die Pizza 

schaut vertraut, aber es ist anders. Es ist neu, es ist nicht wie Heimat. Essen könnten für jemand, 

                                                           
139      […] maybe people miss food too, like the author wrote, because many people find comfort and happiness in 

food because it has a lot of memories of childhood and youth and everything else. 
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der im Exil lebt, sonderbar erscheinen. Vielleicht die Essen ist fremd als die Esse von ihre Land, 

zum Beispiel wann ich lebte in Deutschland, ich ein Cheeseburger aß aber es schmeckt fremd, es 

war nicht ein Amerikaner Cheeseburger. Es schaut wie ein, aber es war nicht.140 (Hunter, FS15) 

In this excerpt, Hunter, who had lived in Germany and attended Gymnasium there, displayed their capacity 

for making connections to the perspective of the narrator. However, Hunter closed their reflection with a 

statement that would indicate that despite their experiences living abroad, they had not developed a higher 

level of comfort with the ambiguity of the unfamiliar, rather they indicated a tendency to cling to the 

familiar: “Eventual ich daran gewohnen für die neue Sprache und Kultur und Leute. Aber es war, weil ich 

uhm ich familäre Dinge gefunden“141 (Hunter, FS15). The tendency to relate the unfamiliar to the familiar 

in order to make sense of a chaotic or confusing situation or text is indicated in responses from across the 

three sections. Other common themes and perspectives related to the pizza in Transit, for which I have 

selected one representative data excerpt each, included: 

- Pizza as Unifying Concept and Tradition: In die Histori, Pizza, und in das Werk [Transit], Pizza 

ist eine Essen das zusammenbringt die Leute, weil jedes kennen Pizza, jedes man weiß Pizza. Ich 

habe Freunde sie ist eine Lehrerin für Arabic und sie sprach das Pizza essen ist die erste Satze, die 

Studenten lern-, lernen, die Studenten lernen. Und das ist in alles [unverständlich] die Pizza ist 

mehr oder weniger die, Entschuldigung, das gleiche Wort.142 (Page, SS15 Sec 2) 

- Pizza and Cultural Perspectives: Es scheint als ob sie versuchen einen ausländischen Essen mit 

etwas das sie wissen zu verknüpfen. Für jemanden, der nur süßes Gebäck weiß, Pizza war sehr 

                                                           
140      Maybe the pizza in context symbolizes new experiences for the refugees. It looks familiar but it is different, it 

is new, it is not like home. Food could seem strange to someone who lives in exile, maybe the food is foreign to the 

food in their country. For example when I lived in Germany, I ate a cheeseburger, but it tasted foreign, it wasn’t an 

American cheeseburger. It looked like one, but it wasn’t. 
141      Eventually I got used to the new language and culture and people but it was because I found familiar things. 
142      …In history and the piece [Transit], pizza is something that brings together people, because everyone knows 

pizza. I have friend, she is a teacher for Arabic and she spoke that eating pizza is the first sentences the students 

learn. And that is in all [unintelligible], pizza is more or less the same word. 
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seltsam. Die Pizza symbolisiert eine neue Erfahrung für diese Person. Es repräsentiert ihre 

Verwirrung an der anderen Kultur.143 (Bailey, SS15 Sec 2) 

- Discussion of Classmate’s Perspectives and Perspectives on the Human Condition:   

…Nachdem wir darauf gesprochen hatte, ist es meine Meinung, dass die Pizza ein Symbol ist. Ich 

denke uhm erwähnte [River], dass die Pizza im Ofen die ermordeten Juden möglicherweise 

verkörpern. Uh diese Idee ist aufschlussreich zu mir. Durch solche subtil ah Methode uhh für die 

Autorin, um die Sprechen des Völkermordes, -mordes, Völker-, Völkermordes zu erklären. Ich 

würde den Mensch als ein sonderbares Gebäck beschreiben.144 (Skyler, SS15 Sec 2) 

In the final example, Skyler referenced a perspective that their classmate had brought up in class, which 

they found particularly insightful. That perspective was however not mentioned by River, the classmate 

Skyler thought had said it, in their audio recording, nor by any of the other participants who submitted a 

response in that section. Skyler proceeded to create a circular connection from the pizza as symbolic for the 

atrocities of war and mass genocide to the strangeness of mankind, as capable of such atrocities. The 

strangeness of the experience of living, working, and writing in a place that is not one’s original home–

whether by choice or out of necessity–was the recurring theme in the texts about migration that followed 

the segment on Transit, culminating with the film Me Boss, You Sneaker. Discussion of the data 

corresponding to that film will follow a brief summary of some of the main themes that emerged in the 

analysis and discussion of the ambiguity of perspectives from Data Source B. 

 

Summary of Main Themes in Data Source B 

Closer analysis of elicited perspectives from the four non-US born participants who submitted an audio 

recording in response to Anna Seghers’ Transit revealed 1) their tendency to avoid affective perspective 

                                                           
143      …It seems as if they try to relate a foreign food with something that they know. For someone who only knows 

sweet pastry, pizza was very strange. The pizza symbolizes a new experience for this person. It represents her 

confusion about the other culture. 
144      …After we had talked about it, it is my opinion that the pizza is a symbol. I think [River] mentioned that the 

pizza in the oven could possible embody the murdered Jews. This idea is insightful to me, such subtle methods for 

the author in order to explain the horrors of genocide. I would describe the human as a strange pastry. 
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taking or making as well as criticizing life in the US and 2) their stated capacity for adjusting to the 

confusing, unsettling situation of extended living far away from their home country. Elicited perspectives 

from US-born participants who had been abroad showed a tendency to reflect on the actual experiences 

they had had abroad, rather than speculating about a life in exile. US-born participants, some who may 

never have been outside of the US, tended to display their imagined capacity to embrace the experience of 

the unknown, strange, or unfamiliar as an opportunity to relate to people from other worlds. The participant 

who had participated in the summer SA course spoke of the uncomfortableness of that situation as an 

instigator for the desire to learn–a desire to improve one’s situation in the face of struggles and ambiguous 

situations is the fairytale-esque theme that characterizes the film that was the focus of Data Source C. 

 

Me Boss, You Sneaker (Data Source C) 

Unit 2 of the newly re-designed curriculum closed with the film Me Boss, You Sneaker, which students 

reflected on during in-class discussions, writing tasks, as well as for the unit 2 reflection. The latter was the 

relevant data source for the current sub-study (see Appendix N for prompt). Students had 60 minutes to 

complete the reflections using the online course platform quiz tool. In SS15, students completed the 

reflection in a computer lab and there were only three questions total. In FS15 students were allowed to 

complete the reflection from home and in that semester a question was added (the Ungeziefer question 

discussed in Data Source A of the current sub-study). In both semesters they were allowed to use one 

German-English dictionary. The intent of the prompt for Data Source C was to elicit perspective taking in 

regard to the knowledge, beliefs and motives across the multiple texts related to the experiences of exile 

and migration that participants had encountered throughout the unit 2 “Journey Through German-Language 

Literary History”. Data analysis from across the three course sections of current study revealed intertextual 

perspective taking related to the texts listed in Table 10 below. 

Table 10: Overview of Participant Perspective Taking in Data Source B, Sub-Study 2 

Text / Author / Characters Number of References 

Transit, Seghers 18 

“Where Europe Begins”, Tawada 17  

“Compass”, Şenocak 12 
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Metamorphosis, Kafka 8 

Zafer Şenocak 6145  

“The Farmer to His Illustrious Tyrant”, Bürger 2 

“Otto’s Mops”, Jandl (SS15) 2 

“Snow White”, “Sleeping Beauty”, Till Eulenspiegel, The Sorrows of 

Young Werther (Goethe), Great Resurrection (Kandinsky); FS15–“To Anna 

Blume” (Schwitters), “Schtzngrmm” (Jandl), (FS15) 

1 each 

In addition to the direct comparisons, eight participants made only vague connections to other texts 

discussed throughout the unit without mentioning titles or names. One participant did not attempt to make 

a comparison, which was potentially due to time constraints. Three poems listed were only included in the 

semesters indicated in parentheses, which is one reason why they may not have been mentioned more often. 

Although the prompt had explicitly stated connections should be made to texts from unit 2, there were two 

explicit fairytale comparisons. What was striking in the data analysis is the fact that in SS15 Sec 2 (the 

section not instructed by researcher), explicit connections were only drawn to the top four texts listed in 

Table 10.   

Most participants across all sections responded to the part of the prompt that asked them to consider 

the potential fairytale perspectives to be found in the film Me Boss, You Sneaker. The journey of the main 

character, Dudie, is an aspect that several students used to justify why the film could be considered a 

fairytale–one student even found themselves as part of that journey: 

Es ist ein Geschichte uber Einwanderung. Ich denke das ist warum diesen Film als Marchen 

bezeichnen. Weil diesen Film hatte vorführen wir was ist das Ausland in Deutsch Land Leben. Wie 

Auslande lieben in andere Land. Wir konnte nicht diese Szene in unser Alltagsleben sehen. Es ist 

seltsam fur uns. Und es hat sehr information uber regionale Kultur. Konnten wir andere Land 

Leben zu sehen.146 (Mackenzie, SS15 Sec 2) 

                                                           
145      This includes one reference to the interview text, two general references to “the texts from Şenocak”, and 

three from SS15 Sec 1 to the in-class/in-person interview with Şenocak. 
146      It is a story about immigration. I think that is why this story [can be] called a fairytale. Because this film 

showed us what life is for foreigners in Germany. How foreigners love [live] in other countries. We couldn’t see 

these scenes in our everyday life. It is strange for us. And it has a lot of information about regional culture. We could 

see life in another land. 
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This reflection shows Mackenzie’s capacity for recognizing the strange and unfamiliar as an opportunity to 

relate to perspectives of people in another world–and not just the perspective of the dominant culture; rather 

the student recognized that within Germany, different people are experiencing different worlds. Mackenzie 

mentioned regional perspectives within the German-speaking world as represented in the film, which is set 

in Hamburg and Berlin, as well as the perspectives of non-native Germans living (and loving) there and 

also used the verb lieben (to love), which for learners of German is often confused with the verb leben (to 

live). Either way, both verbs work in the context of the film with Mackenzie’s potential deviation from the 

norm in fact highlighting the common human condition of looking for the meaning of life in love with 

which Dudie, the main character in the film, is constantly concerned. 

 The thematic connections drawn by participants in Data Source C of the current sub-study 

sometimes remained at concrete levels–many participants only made vague connections to other texts or 

perspectives, or rejected the notion that any kind of “fairytale-esque” perspectives could be associated with 

this film. However, the majority of learners were able to identify the commonality of the themes, 

experiences, and perspectives of exile and migration. One student identified this in a very brief statement: 

„‘Ich Chef, Du Turnschuh‘ ist similar zu Transit und Kompass. Alle sind über Reisen und heimatvertrieben 

Leute (beziehungen)“147 (Daryl, SS15 Sec 1). Many participants expanded on the connections between the 

two texts mentioned by Daryl as well as the other texts from the segment of the curriculum on texts that 

dealt explicitly with perspectives related to exile and migration.  

For the texts that did not deal explicitly with those themes, the connections drawn by participants 

are insightful for the manner in which their implementation in an intermediate German language class can 

draw attention to broader topics including those addressed in section 4.3, ranging from subversion to 

existential questions, but also more specifically to language and language learning. For instance, in the 

following excerpt, in which the participant compared the film to Metamorphosis and “Farmer To His 

                                                           
147      Me Boss, You Sneaker is similar to Transit and Compass. All are about traveling and displaced persons 

(relationships). 
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Illustrious Tyrant” due to “die Weg die fremde Arbeiterschaften betrachten die Chefs. Die thematischen 

sind Rassismus und die weg Leute spricht zu anders (hochachtungsvoll oder herablassend” (Hunter, 

FS15).148 Hunter identified the various perspectives presented in these texts and the manner in which 

language can be used as a means of power over those deemed to be less worthy. The theme of racism 

mentioned by Hunter is also identified by several other students, including the following participant who 

had a particularly eloquent response149 in which they elaborated on similarities amongst Me Boss, You 

Sneaker, and “Otto’s Mops”, an example of concrete poetry from Ernst Jandl, and the Expressionist 

woodcut print Great Resurrection from Vasily Kandinsky, claiming: 

Wie in Ottos Mopps, die Deutschsprache im Film ist nicht sehr korrekt. Manchmal in den Film 

ausländer nicht verwenden vollständigen Sätzen. Die Grammatik ist etwas schlecht. Allerdings 

könnt man alles verstehen. Ich würde sagen, es gibt ein gutes Gefühl von Verständnis. Auf der 

anderen Seite, ist nichts in dem Film schöne. Es gibt kein glückliches Ende. Die Figuren haben 

nicht perfekt Physik Aspekt wie in Hollywood-Filmen, es gibt Tod, und die Orte sind hässlich und 

schmutzig. Der Film hat schreckliche Aspekte des menschlichen Verhaltens. Es gibt 

Diskriminierung, Rassismus und Missbrauch. Diese Aspekte wäre für mich die Verbindungen 

zwischen dem Film und Expressionismus. Expressionismus ist über das hässliche Teil des 

Menschen in das Leben. Die Dinge, die wir nicht sehen wollen, aber sie sind im Leben 

vorhanden.150 (Ariel, SS15 Sec 1) 

                                                           
148      …the way the foreign workers view the bosses. The themes are racism and the way people talk to each other 

full (very respectfully or condescendingly). 
149      Most responses were not as eloquent and in-depth as this, in particular due to the fact that Ariel wrote this 

response at home, with no enforced time limit. 
150      Like in Otto’s Mops, the German language in the film is not very correct. Sometimes in the film, foreigners 

don’t use complete sentences. The grammar is somewhat bad. However, one can understand everything. I would 

say, there is a good feeling of understanding. On the other hand, nothing in the film is beautiful. There is not a happy 

ending. The characters don’t have a perfect physical aspect like in Hollywood films, there is death, and the places 

are ugly and dirty. The film has terrible aspects of human behavior. There is discrimination, racism and abuse. These 

aspects would be for me the connections between the film and Expressionism. Expressionism is about the ugly part 

of humans in life. The things that we don’t want to see, but they are there in life. 
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Ariel drew connections between Jandl’s language use and that of the non-native speakers in the film–and 

in so doing related to a perspective that might be taken by FL language educators who acknowledge that 

despite grammatical deviations from the norm, the content and meaning can still be conveyed. For Ariel as 

FL learner, this led to a good feeling due to the realization that non-native speakers of the German language 

can understand and be understood, even if they might not be described as fluent or perfect. Ariel also 

discussed “ugly” aspects of humanity that are depicted in the film–discrimination, racism, and abuse–

drawing connections to Expressionism, which was discussed in class as related to Kandinsky’s Great 

Resurrection and as a precursor to Kafka’s Metamorphosis, as exposing people to those ugly things in life 

that are often otherwise ignored or silenced. The role that various dimensions of intentional or unintentional 

silence play in provoking ambiguity are addressed in the next chapter, after a summary of meanings 

revealed in the data analysis for this sub-study. 

 

4.4.3 Conclusion  

Sub-study 2 revealed the participants’ reflections on the ambiguity of perspectives with which they were 

confronted pertaining to literary and filmic representations of a life in exile or migration by: examining the 

broader context of those topics; focusing on specific perspectives and emotions expressed by participants; 

and re-storying those participant responses, which were elicited through multiple data sources. The 

selection and discussion of exemplary data has shown that through pedagogical interventions and 

assessments designed to provoke and foreground a sense of ambiguity in regard to perspective, FL learners 

can exhibit affective, cognitive, and appraisal-based perspective making and taking related to themes of 

exile and migration and make connections across texts with more or less loosely connected perspectives to 

those themes. While some participants remained at concrete levels of description or text analysis, or even 

avoided making or taking certain perspectives, the trend from across the three course sections showed the 

capacity of intermediate-level language learners to identify and/or reflect on multiple dimensions of 

ambiguous perspectives, including ambiguity of: narrative perspective vs. perspective of the author; socio-

historical perspectives from Expressionism to the 21st century; (inter)cultural perspectives, including 
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dominant and non-dominant sub-cultures; lexico-grammatical and related symbolic perspectives i.e., the 

use of metaphoric, poetic language to establish or subvert power.  

The manner in which the participants of this sub-study navigated those multiple dimensions of 

perspectival ambiguity ranged greatly. There were instances across all three course sections in which 

participants displayed reactions similar to those identified in the unit 1 reflection (as discussed in 2.7.3), 

including disregard/disengagement/dislike; general sense of unease, uncertainty or doubt; consideration of 

individual situated-ness creating meaning of the unfamiliar; and an embracing of the ambiguity. One 

common theme that emerged was related to the tendency to cling to the familiar in order to make sense of 

a confusing, uncomfortable, or unknown situation–for instance reliance on technology or seeking out 

familiar food while abroad, or more concretely through the use of the more familiar indicative mood instead 

of the subjunctive to speculate on imagined scenarios of perspectival ambiguity. Some participants 

demonstrated their imagined capacity, curiosity, and desire for or to take/make other perspectives in 

confusing, unsettling situations of unpleasantness, isolation, alienation, or extreme aversion. Another theme 

that emerged was a sense of critical awareness for how the ambiguity of perspectives can reveal the extent 

to which language can be used to establish or subvert power. 

As revealed in the discussion of data corresponding to Metamorphosis in particular, the use of audio 

recordings for data collection elicited responses in which participants tended to demonstrate their capacity 

for affective perspective making and taking to a broader extent than in the written format as part of the unit 

reflection. While the limited time format of the unit reflection was meant to prompt learners to think and 

write more spontaneously, audio recordings proved to be more insightful. The discussion of lessons and 

data from sub-study 2 also revealed the importance of incorporating alternate modes of demonstrating 

meaning-making processes and abilities i.e., the drawings included in the discussion of Metamorphosis and 

“Where Europe Begins” in 4.4.1 showed that learners like Andi (SS15 Sec 1), who struggled to voice their 

thoughts in writing and orally, may be able to better visually represent their understandings of a text. 

Continued re-consideration of modes of assessment might provide more encompassing means for learners 

to display their understandings of the ambiguous nature of texts and perspectives. Further studies on 
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multiliteracies-inspired perspective making and taking activities might also indicate 1) if embodied inquiry 

into emotions is transferrable to other themes or genres, 2) to what extent the prompts may limit which 

perspectives participants are willing to reflect upon, and 3) the role that the teacher (as researcher) and more 

professional development might play. Overall, sub-study 2 highlighted the pedagogical potential of 

perspective taking/making tasks and assignments that are related to texts with themes of exile and migration 

for exposing FL learners to, and bringing them to reflect critically on, the “ugly” perspectives in life that 

may otherwise be ignored, or silenced. By confronting them with such perspectives, some may begin to 

develop a sense of literary thinking, which is intended to enhance the goals of a multiliteracies-based FL 

classroom and contribute to efforts to smooth the transition between lower- and upper-levels of collegiate-

level instruction. 

 

Chapter 5: Teaching Ambiguity of Silence Through Linguistic Landscapes 

5.1 INTRODUCTION 

As the analysis and discussion of participant data in sub-study 2 revealed, perspective making and taking 

tasks and assessments pertaining to the experience of exile and migration can empower FL learners to 

reflect on the ambiguity of intentional or unintentional silences. The sub-study presented in this chapter 

expands on the notion of the ambiguity of silences and considers the pedagogical implications of explicitly 

engaging with the unease that can arise due to silence–a feeling that many FL instructors know well. The 

unease of silence is one reason why it has been referred to as “the utmost of ambiguity” (Perniola, 2010), 

leading to or induced by confusion, misunderstanding, miscommunication, disregard, etc. As outlined in 

chapter 1, the notion of silence that informs this sub-study is interdisciplinary, drawing on research from 

philosophy, literary studies, psychotherapy, (socio)linguistics, and (FL) education. In particular, I refer to 

Jaworski’s (1997) discussion of silence as “an auditory signal (pause) in a linguistic theory, as a pragmatic 

and discursive strategy, as a realization of a taboo, as a tool of manipulation, as part of listener’s ‘work’ in 

interaction, and as an expression of artistic ideas” (p. 4). Thus, silence is understood in the current study in 

a broad sense, not just as the absence of sound, but extending to the unstated, unwritten, implicit, and 
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symbolic meanings that are oftentimes created through means of metaphoric (para)language in spoken or 

written texts. In reference to paralanguage, Guy Cook (1992) has said that its function “is more often to 

express attitudes and emotions, to regulate and establish social relations, to mediate between worlds and a 

particular situation” (p. 71) and that it can be used “both to create text and simultaneously distract from it” 

(p. 88)–thus adding to the ambiguity of such texts and situations. 

The intentional and unintentional mediation and regulation of what is stated or unstated in various 

kinds of texts corresponds to the focus of this sub-study and is relevant to matters of language policy, which 

in the US, has continued to be shaped by issues that Richard Ruiz (1994) identified more than twenty years 

ago, including “the literacy crisis”; the education of language minority and deaf populations; official 

English movements; gender neutrality; endangered American Indian languages; and foreign language (FL) 

education. Language policies and planning regarding these matters correlate to various dimensions of 

silence as understood in the current study: the silencing of those people who are not provided the same 

education as others due to their socioeconomic backgrounds; the silencing of those people and cultures who 

are excluded from certain sociopolitical realms; the silencing of any language that is not taught or is 

otherwise not represented in the public sphere. Language as it is or is not represented in the public sphere 

is the main object of study within the relatively new field of Linguistic Landscape (LL), which provides the 

framework for the final sub-study of this dissertation. In the following, I offer an overview of LL as a field 

of study (of spaces of ambiguity) and as a pedagogical tool. Then I provide details on the sub-study, in 

which I explore how FL learners navigate the ambiguous moments created by and through the dimensions 

of silence mentioned above as they pertain to the multiplicity of texts in or related to linguistic landscapes. 

Specifically, the intent is to demonstrate the pedagogical potential for linguistic landscapes in bringing 

learners to question the commonly accepted understanding or impact of texts, in particular the ambiguity 

of texts that embody or impose some kind of silence, as well as the ambiguity that is created though that 

which remains unsaid. This is reflective of what is referred to in this sub-study as literary thinking or reading 

texts from the lens of literariness, namely as a process that is meant to prompt the reader to question the 

impact of various kinds of texts. 
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5.2 LINGUISTIC LANDSCAPE AS FIELD OF STUDY AND AS SPACE OF AMBIGUITY 

LL as a field of study began to evolve with a study of ethnolinguistic vitality in French Canada in which 

Rodrigue Landry and Richard Bourhis (1997) defined it as “the visibility and salience of languages on 

public and commercial signs in a given territory or region” (p. 23). In that publication, linguistic landscapes 

were limited to “public road signs, advertising billboards, street names, place names, commercial shop 

signs, and public signs on government buildings” (Landry & Bourhis, 1997, p. 25). Since then, considerable 

research has been conducted in the field (see compilations in Gorter, 2006; Shohamy & Gorter, 2009), 

drawing on expertise from various disciplines e.g., semiotics, multimodalities (e.g., Gonglewski & 

DuBravac, 2006), and expanding the definition of linguistic landscapes to a much broader concept, namely 

as going “beyond displayed ‘written’ texts of signs in multilingual versions and I[ing] verbal texts, images, 

objections, placement in time and space as well as human beings” (Shohamy & Waksman, 2009, p. 314). 

The research has come to include studies on soundscapes (Backhaus, 2015) and the first two issues of 

Linguistic Landscape Journal also included studies on love sculptures (Jaworski, 2015), scentscapes 

(Pennycook & Otsuji, 2015), and skinscapes–in particular tattoos and a tattoo parlor in South Africa (Peck 

& Stroud, 2015)–as part of or related to the linguistic landscape. The latter study refers to linguistic/semiotic 

landscapes (for discussion of those terms see Jaworski & Thurlow, 2010) and the excess of meaning that 

can arise within them as “sometimes contradictory and potentially ambiguous, oftentimes aspirational and 

many times unfulfilled” (Peck & Stroud, 2015). Excess of meaning can be provoked when certain things 

are left unsaid or unwritten, intentionally or unintentionally, through metaphoric language, or naturalized 

myths or stereotypes. Moreover, just as dominance of a given language in a particular linguistic landscape 

can have a powerful impact on the symbolic image or perceived status of that language (see for example 

Ben-Rafael, Shohamy, Amara, & Trumper-Hecht, 2006), so too can absence of other languages, or the 

absence of certain words, symbols, etc. in the signs of linguistic/semiotic landscapes.  

Likewise, the use of other visual elements instead of words, or in addition to them, can make a 

statement more deceptive and potentially even subversively promote that which one claims to oppose, as 
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Isabel Pedersen (2002) argued in an article on ambiguity in print advertisements, which I consider to be 

part of the linguistic landscape. Referring to the theories of visual rhetoric from Gunther Kress and Theo 

van Leeuwen (2006), Pedersen (2002) analyzed the grammar of visual design–discussing the symbolic 

nature of images and the difficulty that arises in attempting to decode meaning when links between words 

and images are weak.  In various texts of the linguistic landscape, such ambiguities are often created through 

incomplete sentences or ellipses, which Greg Myers (1994) discussed in regard to language in 

advertisements, stating: “The omission doesn’t just let you fill in what you want. It makes you active in 

interpreting the sentence. Of course it also opens up all sorts of ambiguities” (p. 55). Myers also identified 

lack of words in advertisement as the “ultimate ellipsis”, thus the ultimate in ambiguity. When readers are 

confronted with such omissions, they must become active participants in meaning construal. This causes 

even more ambiguities to arise, for through active participation with the texts and omissions of various 

linguistic landscapes, one is brought to “wonder about degrees of reality. Are these images meant to be 

documentary-style depictions of real life or are they hints of an exaggerated world?” (Pedersen, 2002, p. 

174). Posing questions of this nature can bring FL learners to move beyond a focus on concrete, material 

aspects of signage and language to include contemplation of the ambiguous, symbolic and non-neutral 

meanings which they provoke and foreground. In this manner, students can become involved in “shaping 

the contours of cultural gaps in meaning and relocating them” (Kramsch & Nolden, 1994, p. 34) and thus 

continue to cultivate a sense of literary thinking. Before I discuss how the final sub-study endeavored to do 

so, I first provide an overview of relevant research on the use of linguistic landscapes for educational 

purposes. 

 

5.3 LINGUISTIC LANDSCAPES AS A TOOL IN THE FL CLASSROOM 

An emphasis within the field of LL has been on the collection of quantitative data for the study of dominant 

and non-dominant language representation in multilingual settings (see for example Bever, 2012; Bever, 

2015; Gorter, 2006; Shohamy & Gorter, 2009). The implications of complete or near absence of a language 

in a linguistic landscape due to official and unofficial decisions of language planners is the focus of 
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numerous studies, such as one from Peter Backhaus (2009), who discussed the language laws in Quebec 

that promote the visibility of French, and thus the exclusion, or silencing of other languages. Many studies 

have applied the methods used in such qualitative studies to educational settings in order to provide students 

with the opportunity to recreate empirical LL research that their instructors have already conducted, 

allowing them to take on the role of researcher by going out into a designated area and documenting the 

linguistic and cultural representations found there (Cenoz & Gorter, 2008; Dagenais, Moore, Sabatier, 

Lamarre, & Armand, 2009; Sayer, 2010). Those studies have discussed the potential benefits that explicit 

engagement with linguistic landscapes could have in educational settings including: students making 

connections between the classroom and the real world by applying higher-level, creative and analytical 

skills to think about language use in context, thus becoming more aware of their place in a multicultural, 

multilingual society.  

Research on environmental print has addressed the fact that even children as young as three or four 

display such awareness and have already begun “to discover how print is organized and how it is used by 

the members of their society” (Goodman, 1980, p. 1). Since then, many studies have called for formal 

language awareness education pertaining to environmental print at even the most early stages of instruction 

(e.g., Neumann, Hood, Ford, & Neumann, 2012; Kirkland, Aldridge, & Kuby, 2007). One recent 

longitudinal study (Dagenais et al., 2009) showed that elementary school children from Vancouver and 

Montreal, Canada displayed awareness of their multilingual environment and linguistic landscapes. By 

drawing on the language awareness that even beginning collegiate FL learners bring with them–awareness 

that they have been developing since childhood–and by viewing them as active social participants who are 

constantly involved in an informal, incidental process of engaging in negotiation and construction of 

meanings, activities can be better integrated in the FL curriculum that allow the learners to interact not only 

with the target language and culture, but with the various other languages used in the texts of the 

linguistic/semiotic landscapes in their classrooms and daily lives.  

Indeed, some LL studies (e.g., Sayer, 2010) have investigated the potential for language learning, 

particularly in the field of English as a Foreign/Second Language (EFL/ESL), or in studies focused on 
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foreign languages that are highly salient in urban settings (Abraham, 2016; Llopis-Garcia, 2016). Similar 

to the manner in which English has become recognized as a lingua franca the world over (Bhatia & Ritchie, 

2008), the dominance of the languages in such studies makes their presence in certain linguistic landscapes 

comparable to that of a second language i.e., “a language other than the mother tongue, learned in an 

environment in which that language is the dominant language […] or where the language is an international 

language of commerce and industry” (Kramsch, 2008a, p. 5). For FL learning contexts where this is not the 

case and where such an experiential approach to the LL is not possible, Jasone Cenoz and Durk Gorter 

(2008) have advocated the careful selection and contextualization of authentic textual representations from 

linguistic landscapes. This could be by curriculum developer, instructors or learners themselves and could 

include those found in virtual linguistic landscapes or, as is the case of the current study, collected by SA 

participants and brought back to the home university or school. 

Publications on virtual linguistic landscapes (Deumert, 2014; Ivkovic, 2012; Ivkovic & 

Lotherington, 2009) have offered inspiration for drawing language learners’ attention to the increasingly 

multilingual nature of virtual texts, in order to unearth issues pertaining to “language status in expressed 

power relations among the coexisting linguistic choices in the cyberspace community” (Ivkovic & 

Lotherington, 2009, p. 19). Furthermore, a growing number of studies on linguistic landscapes from the 

university level of FL instruction in the US have discussed SA settings as particularly fruitful for students 

who have the opportunity to participate in such a program (Dubreil, 2016; Lee & Choi, 2016; Maxim, 

2016)–and can also be incorporated in the home institution’s curriculum. Insight from translation studies 

has also been applied to LL studies (Koskinen, 2012; Malinowski, 2016), which in turn can be useful for 

practical implementation in the FL classroom, particularly in settings where there is generally only one 

dominant language to be found, for instance through photoshopping photographs of the local linguistic 

landscapes with learners’ translations.151  

                                                           
151      See for example the project at Yale University that David Malinowski presented at AAAL 2016 

http://cls.yale.edu/translate-new-haven  

http://cls.yale.edu/translate-new-haven
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By drawing on the suggestions made in these studies for FL curriculum and materials development, 

learners who may never have the opportunity to go abroad can be exposed to authentically contextualized 

use of the language. This speaks to the need for FL textbook and curriculum revision that has received 

continued attention since the 2007 MLA report, which proposed a more integrated approach to FL 

instruction in the US as a means of overcoming the divide that oftentimes exists between language and 

literature instruction (Maxim, 2006). The MLA proposal assumed a broad view of texts seen as necessary 

for the development of transcultural understanding, which is defined in the report as “the ability to 

comprehend and analyze the cultural narratives that appear in every kind of expressive form” (2007, p. 4). 

Linguistic landscapes can be seen as “socially-, historically-, and culturally-situated” texts (Kern, 2000, p. 

16) that contribute to transcultural understanding as well as the expanded notion of literacy as discussed in 

chapter 1. In fact, LL research has proposed multiple areas of literacy to which linguistic landscapes could 

contribute as a pedagogical component (Cenoz & Gorter, 2008), including: pragmatic literacy i.e., 

understanding the communicative intent of linguistic forms and speech acts ranging from indirect language 

to metaphors and collocations; multimodal literacy i.e., not just the understanding of isolated words, but all 

additional aspects that might influence the meaning and interpretation of those words, including symbols, 

colors, placement, etc.; multilingual literacy i.e., the ability to draw on knowledge and make use of several 

different languages  as well as to reflect on how the languages all influence each other; and affective literacy 

i.e., the development of positive attitudes towards language and language learning.  

Luke Rowland (2013) provided evidence for the development of these literacies, as well as 

incidental language learning and sensitivity to connotations of language in a study that showcased a 

classroom project related to linguistic landscapes that was conducted with EFL learners in Japan. In 

reference to Rowland’s (2013) acknowledgement that the list of questions used in that study “may have 

narrowed the students’ perspectives of the LL by focusing them on particular aspects of public signage” (p. 

10), Michael Chesnut, Vivian Lee and Jenna Schulte (2013) proposed less-structured projects, ones that 

encourage students to “ask their own linguistic landscape questions and pursue them as they see fit” (p. 

106) in order to allow for “A greater focus on the confusion of students, the meandering paths they 
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attempted to take, and their initial ideas about their own sociolinguistic ecology” (p. 105-106). One finding 

of their narrative analysis highlighted the “challenge of overcoming naturalized discourses, that render the 

linguistic landscape unimportant, ordinary and trivial” (Chesnut, Lee & Schulte, 2013, p. 116). Motivating 

language learners to overcome such indifference to the LL, to take an active interest in it, with an eye for 

ambiguities created through silences, guided the pedagogical materials and assessments that were created 

for sub-study 3. 

A conceptual framework that would allow FL learners to pursue their own linguistic landscape has 

been proposed by David Malinowski (2015), who applied theory and methodology from the field of LL to 

a broader range of second and FL education contexts by adapting Henri Lefebvre’s (1974/1991) paradigm 

of conceived, perceived, and lived spaces to the language classroom. This postmodern approach would have 

FL learners explore not just the visible and tangible aspects of the planned and designed (the conceived) 

linguistic landscape, but the audible, smellable, tasteable–anything that is observable or documentable with 

the senses that one may have (the perceived) as well as reflect on the emotions, associations, memories that 

one may have had when documenting those aspects (the lived). Using the guiding questions provided by 

Malinowski (2015) in an accompanying companion resource (http://bit.ly/1wQu7Lj), learners in various 

contexts navigate the linguistic landscapes in such a manner that they are brought to reflect critically on a 

more complete experience of the multiple dimensions and layers to be found within and beyond those 

spaces. Future research might show how well-suited this framework might be to focusing on the ambiguity 

of silences imposed by and on various linguistic landscapes, which was also the goal of sub-study 3. 

 

5.4 SUB-STUDY 3: AMBIGUITY OF SILENCES IN THE LINGUISTIC LANDSCAPES  

5.4.1 Guiding Questions & Overview of Tasks and Texts 

As part of the larger curriculum renewal project that framed this dissertation, I conducted a classroom-

based research study on incorporating linguistic landscapes into the FL classroom with the overarching goal 

of enhancing a genre-based, multiliteracies curriculum in order to contribute to overcoming the language-

literature divide in FL programs at postsecondary institutions in the US. Materials and assessments that I 

http://bit.ly/1wQu7Lj
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developed drew on suggestions made in the LL studies discussed above, with an attempt to focus on the 

learners’ experiences when encountering the confusion and ambiguity of multiple dimensions of silence 

related to various linguistic landscapes. To this end, the following questions guided the current sub-study: 

Can FL learners identify linguistic and non-linguistic signs that are related to German and the German-

speaking world in domestic linguistic landscapes where the target language is scarcely represented? Can 

FL learners make meaning of the ambiguity of silences inherent in various linguistic landscapes from the 

German-speaking world and from their own everyday surroundings? 

This sub-study corresponded to the third unit of the curriculum, which was titled “The Fairytale-

esque in Non-Literary Texts”. As a transition between the second and third units of the curriculum, 

participants in SS15 completed an at-home written reflection on the differences between learning German 

in the US as opposed to in the context of a German-speaking country (see Appendix O for prompt). In FS15 

that reflection was submitted as an audio recording. The intent of the pre-unit reflection was to gauge the 

extent to which students were already aware of German in their everyday surroundings and to prime them 

for the upcoming segment on various linguistic landscapes. The audio version from FS15 proved to be less 

effective for gaining insight on this topic–while 16 of 17 participants submitted the audio pre-unit reflection 

few actually commented on learning German in the US, other than to mention their motivations for having 

chosen to learn it. Among the 27 participants who submitted a written response in SS15, a common theme 

that emerged was the mention of spoken German in the classroom, for instance: “Im Amerika eine kleine 

Gruppe von Menschen sprechen Deutsch im Vergleich zu Europäischen Ländern. Im Arizona ich höre nicht 

wenig Deutsch sprechen, im das Klassenzimmer natürlich”152 (Aiden, SS15 Sec 2). Similar to Aiden’s 

response, concern with the absence of the spoken German language in the US was also a common theme. 

Some learners mentioned the absence of German culture as well, such as the following participant: 

“Ich denke dass eine Deutsche Klasse ist schwierig, wenn mann keine Lage mit Deutsch in die Welt hat. 

[…] Wir sehen kein Deutsch, wissen nicht die active Kultur in Deutschland oder denken über unsere andere 

                                                           
152      In America a small group of people speak German in comparison to European countries. In Arizona I hear 

only a little German speaking, in the classroom of course. 
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Klassen”153 (Alex, SS15 Sec 2). For Alex, the distance to the German-speaking world, distractions of other 

classes, the fact that they did not see German around them all perpetuated a disconnect to the lived culture 

in Germany. The perceived absence of German, combined with the common preoccupation with linguistic 

and oral competencies, was also associated with a general absence of practical relevance for learning 

German as a foreign language in general. This is a fact that Pat (SS15 Sec 1) stated explicitly:  

Allerdings weiß ich nicht, wo ich [Deutsch] außerhalb Deutschlands nutzen könnte. Es ist keine 

gemeinsame Sprache in den USA oder den Anrainerstaaten. […] Lernenden möglicherweise nicht 

überall in der Nähe von Deutschland, und möglicherweise nicht in der Lage, beziehen sich auf die 

deutsche Kultur sowie.154 

While Pat perceived the lack of immediate relevance of German for those learners in the US or others who 

are not near Germany as negative, they still recognized the positive potential of learning German in general, 

stating: “Dies könnte einen negativen oder positiven Grund, weil es bedeuten könnte sie lernen es grundlos, 

oder dass sie lernen neue und wichtige Informationen”155 (Pat, SS15 Sec 1). While it seems safe to say that 

it is the hope of most educators that their students learn new and important information, the aim of the 

current study was not limited to the potential gain in vocabulary, grammatical rules or cultural facts. Rather, 

by exposing learners to various linguistic landscapes, they had the opportunity to gain new perspectives on 

broader issues of sociocultural impact while at the same time developing the linguistic and grammatical 

abilities necessary for expressing their thoughts, ideas, opinions, perspectives, etc. on these issues in spoken 

and written German.  

However, the overwhelming majority of responses to the pre-unit reflection showed that without 

having had their attention explicitly drawn to the linguistic landscapes of their everyday surroundings, 

                                                           
153      I think that a German class is difficult when one has no [connection] with German in the world. …. We don’t 

see any German, don’t know the active culture in Germany or are thinking about our other classes. 
154      However I don’t know where I could use it [German] outside of Germany. It is not a common language in the 

USA or neighboring countries […] learners might not always [be] near Germany and maybe not in the position to 

relate to the German culture as well. 
155      This could [be] a negative or positive reason, because it could mean they’re learning it for no reason, or that 

they are learning new and important information. 
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participants of the current study did not acknowledge the presence or potential of the German to be found 

there. In order to address this and to introduce the participants to the concept of linguistic/semiotic 

landscapes, I referred to an expanded definition of linguistic landscapes as discussed above i.e., beyond 

visual representations of the German language in public spaces to include signs, places, objects or other 

events and people related to the German-speaking world. Therefore, selection of texts and materials 

development for the newly designed curriculum included linguistic landscapes as they are represented in 

videos, songs, films, postcards, and photographs taken by SA students. In the corresponding tasks and 

assessments, I endeavored to bring learners to notice not only the meanings made by and through languages, 

but all other human-made inscriptions in the (semi)-public space as well. The texts and tasks incorporated 

throughout the final five weeks of the curriculum were meant to enhance learners’ awareness of the 

symbolic power revealed through diverse linguistic landscapes and the manner in which the ambiguous 

nature of silences in those linguistic landscapes and other texts can be used to criticize social structures and 

situations. In the following, I provide an overview of those texts and the related tasks and assessments. 

 

Songs and Music Videos from DOTA (Die Kleingeldprinzessin und die Stadtpiraten156) 

Several songs from the Berlin-based band DOTA, made up of singer/songwriter Dota Kehr and the band 

Die Stadtpiraten, were incorporated into the third unit of the curriculum in order to demonstrate how Kehr 

found inspiration for an entire song by paying attention to the linguistic landscapes of Berlin. Corresponding 

music videos to some of the songs were also used, in order to expose participants to various aspects of 

linguistic landscapes in German cities. Furthermore, the songs included in the unit all voice some form of 

sociopolitical criticism, which is typical for DOTA’s music, as the weekly national newspaper Die Zeit 

described in the following statement: “Dota vertont Konsumkritik und Sehnsüchte so poetisch wie kaum 

                                                           
156     The Change Princess and the City Pirates 
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jemand im deutschsprachigen Musikgeschäft….–so zärtlich, witzig und gesellschaftskritisch erzählt, wie es 

Tucholsky für die Zwanziger tat”157 (Pressetext, n.d.).  

The first song with which participants worked was “Öffentlicher Nahverkehr” (“Local Public 

Transportation”, Kehr, 2003). The song tells the fairytale-esque story of a person in Berlin who normally 

bikes, but since it is raining one day decides to take the subway (the U1). On the subway the person meets 

someone else, who does not have a ticket and has to jump out of the subway right when they are about to 

exchange telephone numbers because a Bifi158 boards. In the hopes of seeing the mystery person from the 

subway, the narrator continues taking the U1 until it gets too expensive. Then by chance the two people run 

into each other one day, drinking a Molle (Berlin slang for beer) alone in the park, and spend a romantic 

summer together–although the fairytale ending is brought into question in the last line of the song: „und die 

Geschichte fängt morgen oder neulich oder niemals an“159. An unofficial music video posted on YouTube 

(Ayss379, 2010) was made for this song, which features Kehr playing the guitar and singing in the Berlin 

subway.  

That video is shown in class and in addition to the shots of Kehr in the subway, viewers are exposed 

to a multiplicity of scenes from the daily lives and linguistic landscapes of Berlin. The video starts in an 

apartment, showing the morning routine of a young woman, who has multiple postcards taped to their door–

one that reads “I ♥ Berlin”. Since it is raining, the woman takes the subway, validates the ticket, and boards 

the train. The subway map in the background and the Brandenburg Gate appliques on the train window 

reveal that the video is being filmed in Berlin. Numerous shots of the city, subway stations, parks, etc. 

follow and a double-decker bus (line M19 going in the direction S-Grunewald) drives under a series of 

bridges, likely the Yorck bridges. On the bridge in the foreground there is a graffiti in white lettering and 

all capital letters that proclaims: WIR WOLLEN NICHT EIN STÜCK VOM KUCHEN WIR WOLLEN DIE 

                                                           
157      Dota sets criticism of consumerism and longings to music so poetically like hardly anyone in the German-

language music business… .–told so affectionately, and full of humor and social criticism like Tucholsky did for the 

twenties. 
158     Berlin slang for controller of the BVG, Berliner Verkehrsbetriebe (Berlin Public Transport); This is a play on 

words–a Bifi is a salami snack i.e., “a little sausage”. 
159      …and the story starts tomorrow or recently or never. 
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GANZE BÄCKEREI160, followed by an anarchist symbol (the circle-A) in the same white as the graffiti. 

There appears to be a graffiti tag (signature), but it is illegible in the stills of the video.  

This graffiti represents the opposition to the silencing nature of the abuse of power through the use 

of metaphor, which takes for granted that the reader of the graffiti will comprehend that it is not at all about 

cake, but rather will become an active participant and draw a connection to the anarchist symbol. After 

having worked with the lyrics and music video for the entire song, the scene of the music video in which 

that graffiti is pictured (Ayss379, 2010, 1:59) is returned to in order to explicitly introduce students to the 

concept of linguistic landscapes. As a group, the graffiti is discussed, analyzed, and a video is shown of a 

live performance161 at which Kehr explained that the quote in that exact graffiti inspired the lyrics for a 

song called “Utopie” (“Utopia”) and described it is a song with:  

…ein Zitat, das wahrscheinlich an vielen Brücken und Wänden auf der Welt steht. Ich persönlich 

hab’s von der Yorck-Brücke in Berlin abgelesen [...] und ich finde es ist so gut auf den Punkt 

gebracht, dass ich immer ein Lied darum herum machen wollte.162 (Wiegehtsnunweiter, 2013) 

The song depicts the world as “was gemachtes” i.e., a man-made place, and is a commentary of capitalistic 

structures and tendencies. The lyrics reference the above graffiti in what can be can be read as a criticism 

of certain political decisions made by the European Union: 

 Ich erkläre meine Steuer und sie erklärt sich mir nicht 

 In Brüssel sitzt ein Ungeheuer, das in Rätseln zu mir spricht 

 Ich versteh‘ hier so viel, Geld ist Tyrannei! 

 Es nicht um ein Stück von Kuchen, es geht um die ganze Bäckerei!163 (Wiegehtsnunweiter, 2013) 

                                                           
160      WE DON’T WANT A PIECE OF THE CAKE / WE WANT THE ENTIRE BAKERY 
161      At the Großes Kleinkunstfestival 2011 at the Berlin Cabaret Theater Wühlmäuse. 
162      …is a song with a quote…. that is probably on many bridges and walls around the world. I personally read it 

on the Yorck Bridge in Berlin…and I think it is so well on point that I always wanted to make a song around it. 
163      I declare (explain) my taxes, but they don’t explain themselves to me / There’s a monster in Brussels that 

speaks to me in riddles / What I understand here is, money is tyranny! / It’s not about a piece of the cake, it’s about 

the entire bakery! 



178 

 

These four lines are the focus of classroom discussion regarding this song–and similar to the graffiti itself, 

they draw attention to the ambiguity created by the silences of those in power including the manipulation 

of language i.e., when the government does not explain the taxation system in a manner that is 

understandable to the people.  

The purpose of discussing this song and these lyrics is to show learners that by paying attention to 

the linguistic landscapes of Berlin, Kehr had the inspiration for an entire song–and made use of their 

position as musician to point to the power of linguistic landscapes to give voice to those who are otherwise 

oftentimes silenced in political processes, a common theme in the two additional DOTA songs that are 

included in the curriculum: “Der Fluch des Schlaraffenlands” (“The Curse of the Land of Milk and 

Honey”, Kehr, 2008a) and “Überwachte Welt” (“Surveillance World”, Kehr, 2008b). The accompanying 

task for those songs had learners create their own mini-virtual linguistic landscapes by working in groups 

to hyperlink certain words from the lyrics of those songs to images, videos, or online definitions. By 

engaging with DOTA’s song lyrics as well as music videos, participants in the current study trained not 

only their listening and viewing abilities, but were exposed to the ambiguity of multiple dimensions of 

silence within various linguistic landscapes–from literariness to taboos and oppression. Moreover, 

following the discussion of the song “Utopie” students were asked, like Kehr, to be more aware of their 

linguistic landscapes, specifically to be on the lookout for German in their city and everyday surroundings. 

Participants had three weeks to post two photographs to the online course learning platform with 

explanations (see Appendix P for full task). During that time, there was a recurring emphasis in class on 

additional texts from and related to linguistic landscapes that were intended to highlight the ambiguity of 

silences. 

  

Soccer Films: Das Wunder von Bern (2003) & Deutschland. Ein Sommermärchen (2006) 

In the summer of 2006, the linguistic landscapes of Germany underwent a major transformation due to the 

men’s soccer world cup that was hosted there. Prior to that—at least in the cities in eastern Germany where 

I had been living since 2001—the German flag was rarely flown in public except for at government 
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buildings, or during soccer or other international sporting events. In 2006 though, with the approaching 

world cup, not only the flag itself, but the black-red-gold colors thereof became more common–not only 

for soccer paraphernalia that fans would wear or take to games i.e., face paint, T-shirts, scarves, but diverse 

other companies, products, places, etc. began using the colors of the flag (from bikinis to sweatbands to 

mirror covers for cars) as well as soccer-related–and inadvertently or not, seemingly patriotic–slogans or 

phrases that had otherwise been rare sightings in the linguistic landscapes of Germany. In order to expose 

the participants of the current study to the strangeness of this historical transformation, I incorporated a 

segment on soccer in the newly developed curriculum for which learners analyzed the semiotic/linguistic 

landscapes of soccer stadiums and the soccer world as represented in a series of (scenes from) three films. 

For learners of German in the US, where displays of the national flag, patriotic slogans, 

paraphernalia and products are a much more common occurrence than in Germany, the strangeness of the 

patriotic-infused linguistic landscapes captured by director Sönke Wortmann in the 2006 documentary film 

Deutschland. Ein Sommermärchen (Germany. A Summer’s Tale) is perhaps not quite so apparent. Thus, 

prior to watching that film, participants of the current study first viewed a clip from another soccer film 

directed by Wortmann (2003), Das Wunder von Bern (The Miracle of Bern). That cinema film portrays the 

first world cup win for the (west) German national men’s soccer team in 1954, which was hosted in 

Switzerland. Wortmann cited original radio and TV broadcasts and took painstaking efforts to reconstruct 

the game scenes, thus creating a documentary-like feel, which also reflects the “…unausweichliche 

Medialität von Erinnerung und verweist auf die Artifizialität der eigenen Geschichtswiedergabe”164 (Muny, 

2010, p. 273). This statement serves as a reminder of the ambiguity of silences–those created through lack 

of documentation as well as those that are perpetuated through documentation and the manipulation of 

multiple levels of language and media to address or deflect from those silences.   

The clip from The Miracle of Bern that was shown for the current sub-study is of the final game of 

the men’s world cup on July 4, 1954 between the German and Hungarian teams (from 1:24:01) and begins 

                                                           
164      …inevitable mediality of memory and refers to the artificiality of its own account of history. 
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with the pre-game rituals at the Wankdorf Stadium in Bern. The team is first shown in a silent circle in the 

locker room, wearing plain black shorts and white jerseys with black tie-necklines and the black seal of the 

Deutscher Fußball-Bund (German Football Association) with the Bundesadler (Eagle of the Federal Crest) 

on the upper left chest. As the German and Hungarian teams file into the stadium side-by-side, led by their 

team captains, the national flags are barely visible in the background and a few fans wave small flags for 

the respective country. The German national anthem begins to play and everyone in the stadium remains 

seated until Paul Ackermann, a reporter from the Süddeutsche Zeitung (Southern German Newspaper) and 

one of the main characters in the film, eagerly jumps up and removes their hat. The other spectators follow 

the lead and then there is a close-up of the players–none of them sing or even mouth the words of the 

anthem, neither do any of the people in the stadium, who are all dressed in subdued colors apart from 

Annette, Ackermann’s wife, who stands out in a red jacket and matching lipstick. There are no 

advertisements in the stadium, except for Cinzano signs on the clock towers in the background; no 

spectators are holding signs, no one is chanting or cheering–until Annette, who is pregnant, starts cheering 

the team on (at 1:28:49) when they are down 2-0, but only out of fear of Paul winning a bet they had made 

about naming their baby Roswitha. If Germany won, Annette would get to choose the name, thus Annette 

springs up, yelling “Deutschland vor!” (Go Germany!) and emphatically waving a small German flag. To 

Annette’s surprise, and the surprise of the players, the entire stadium joins in, and eventually the German 

team wins, 3-2. 

After this film clip from The Miracle of Bern is shown and analyzed in class, participants view a 

soccer stadium scene from 52 years later as captured by Wortmann in Germany. A Summer’s Tale—a scene 

that makes apparent the drastic changes to the linguistic/semiotic landscapes of the soccer world and of 

Germany. Moreover, Wortmann created a sense of constant confusion due to a mixture of documentary 

filming techniques: the film jumps back and forth between more participatory action shots and interviews 

and more observational scenes as well as from pre-world cup training to post-cup settings; the names of the 

people being interviewed are not always included, although sometimes the players themselves take over 

the filming (indicated on screen with e.g., Schweini Cam or Poldi Cam–for Bastian Schweinsteiger and 
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Lukas Podolski). In interview scenes, the unknown interviewer (Wortmann) remains silent. All of these 

techniques require a viewer who is an active participant, who begins to “wonder about the degrees of 

reality” depicted in the montages of time, place, words, music, background signs, etc.  

For instance, in the scenes from before and during the game between the German and Polish teams 

on June 14, 2006 at the Signal Iduna Park stadium in Dortmund. The day before that game, the head coach 

Jürgen Klinsmann is shown demanding a win from the team, saying in reference to the round of the last 

sixteen: “Das lassen wir uns nicht nehmen. Von niemandem. Und schon gar nicht von Polen“165 (31:57). 

The camera then jumps to a post-world cup (August 2006) interview with Klinsmann at home in Huntington 

Beach, California in which only the responses are heard, not the questions. Starting at 32:48, the Pacific 

Ocean is visible from inside the house and Klinsmann’s voice is heard describing the “...deutsche 

Mentalität…ob das in Fußball ist…oder in allen anderen Arbeitsbereichen.”166 The interview is interrupted 

with a clip of Oliver Bierhoff, team manager, back in pre-world cup preparation, talking about Klinsmann’s 

positive influence on the German national soccer team and playing style–and then the camera returns to the 

Klinsmann interview, who continues to discuss the “German mentality”, saying:  

Wir haben vielleicht in Deutschland ein bißchen die Mentalität, dass wir uns, wir wollen festhalten, 

was erreicht wurde, nicht mehr loslassen aber nicht das Gleiche wieder an Aufwand opfern, um 

das nächste große Ziel zu erreichen. Und dann ist Stillstand.167  

Due to the cutting together of clips, it is not clear if Klinsmann was talking about the soccer team, or the 

mentality of the German people in general, or as related to global economic success, as proposed by film 

scholar Judith Keilbach (2010, p. 290-291). Klinsmann’s pronouncement of standstill is followed by shots 

of the pre-game warm-up in the Signal Iduna Park stadium (starting at 34:28) that is plastered with 

advertisements, TV screens showing information about the players, fans with faces painted and dressed in 

black-red-gold, cheering and waving full-size German flags and other signs with soccer-related slogans.  

                                                           
165      We won’t let that be taken away from us. From no one. Especially not from Poland. 
166      ...German mentality...if it’s in soccer...or in all other fields of work. 
167      We maybe have in Germany a little bit of the mentality that we, we want to cling to what was achieved, not let 

go, but not sacrifice the same effort to achieve the next big goal. And then there’s standstill. 
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Then the camera cuts to the locker room, where Klinsmann is giving the team final pre-game tips, 

including the appropriate body language: “Brust raus!” (Chest up!) is Podolski’s response to Klinsmann’s 

question at 32:49: “Wie ist die Körpersprache, Lukas?”168 Next the German and Polish teams are shown 

herding out onto the field from the back, the German national anthem begins playing (35:37) and there is a 

close-up of the German team in their uniforms: black shorts with the well-known three white stripes of one 

of the team’s sponsors and jerseys that are still mostly white and black, similar to those shown in the 2003 

film, but now with red and yellow ribbon-like elements on the sides, three stars above the seal for the three 

men’s world cup wins at that time in 1954, 1974, and 1990, as well as the sponsor’s logo. All the players 

seem to be singing or at least mouthing the words to the anthem, except for Podolski (number 20), who is 

only shown briefly for about three seconds, then the rest of team, the fans in the stadium covered by a 

gigantic flag of the team mascot and other signs, back to the team, and finally the camera lands again at the 

end of the anthem very briefly on Podolski’s face, whose mouth is still stoically closed.  

Scenes from the game start, with the music in the background that is typical for most of the game 

scenes throughout the entire film. Commentary from an original broadcast begins at 36:26, describing how 

Podolski misses a goal: “Philipp Lahm nach Hackentrick von Schweinsteiger. 

Podolski…Podolski...daneben! Mensch, Lukas! Hat an seine polnische Oma gedacht und macht das Ding 

nicht rein!“169 The commentary continues and eventually the German team wins the game–and the 

whirlwind of scenes continues for another hour and ten minutes. The viewer however might be left 

wondering: Why was Klinsmann’s speech with the Poland reference included? Why was Podolski’s missed 

goal so important to show? Why was original commentary used during this game? Commentary that makes 

clear that Podolski is of Polish descent (in fact a native of Poland)–and suggests that Podolski therefore 

purposely did not make the goal? Why was Klinsmann’s discussion of German mentality coming to a 

standstill interjected among these scenes?   

                                                           
168      What’s the body language like, Lukas? 
169      Philipp Lahm to Hackentrick from Schweinsteiger. Podolski... Podolski ...missed it! Man, Lukas! Was 

thinking about his Polish grandma and doesn’t make the goal! 
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Maybe it is pure coincidence, but the juxtaposition of all of these elements could imply something 

more. As Keilbach (2010) has claimed, the film presents a „Modell der deutschen Gesellschaft…Die 

Leistung der Nationalmannschaft zeige, was sich mit Freude und positiver Denkweise alles erreichen 

lasse…“ (p. 291). According to Keilbach (2010, p. 289), this is in part achieved through Wortmann’s 

selection of locker room scenes that focus less on tactical discussions and more on emotional pep talks. 

Those emotions expressed through typical sports rhetoric, often by Klinsmann, can however also be 

considered reminiscent of rather aggressive war-like rhetoric–becoming particularly pointed in scenes such 

as those described above due to the underlying discriminatory tone toward someone of Polish descent. 

Klinsmann as head coach is on the one hand portrayed as the main instigator of that kind of rhetoric 

throughout the film, yet on the other hand is shown as a distant outsider who warns against getting stuck in 

the past. Due to the film techniques and montages implemented throughout the entire film, the viewer is 

constantly questioning the gaze of the camera, the choice of what music is used when, etc. and also piecing 

together where the team is and why, wondering what the interviewer has just asked and why the scenes 

were sequenced as they were. 

Wortmann painted a euphoric picture of the patriotic linguistic landscapes, covered in proudly 

flying German flags, slogans, and other black-red-gold paraphernalia. Yet knowing that this is an official 

documentary of the FIFA (Fédération Internationale de Football Association) world cup that was funded 

by FIFA, one might imagine that is precisely what FIFA paid for, and one might also wonder: What kind 

of fairytale has such a sad ending for the supposed hero? What else was left out besides questions during 

interviews? What topics seem to be completely ignored and silenced? One instance of this silencing is 

highlighted by Keilbach (2010), who has drawn attention to the experimental film Substitutes made during 

the same world cup tournament by a player for the French national team, Vikash Dhorosoo, which was 

meant to highlight the “…Monopolisierung der Bildrechte und [ist] gleichzeitig ein Gegenentwurf zum 

fröhlichen Fußballfest. Vor allem Dhorasoos Reflexion seiner Rolle als Auswechselspieler untergräbt die 
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Idee eines unhierarchischen Teamgeists, wie Deutschland. Ein Sommermärchen sie perpetuiert”170 (p. 

290). Not only the soccer players themselves may have had an alternative experience than that which is 

propagated in the film–rather another question still remains, namely, what of the violence that is often 

associated with sporting events, in particular the organized soccer hooligans of Europe? Were they not in 

Germany for the 2006 world cup?  

The answer to that question is most decidedly yes, the hooligans were there. They and their 

nationalistic rhetoric and violence were however simply silenced in the FIFA-sponsored documentary. By 

silencing the hooligans in that film, a gap is created–one similar to that discussed by E. Dimitris Kitis and 

Tommaso M. Milani in a study of turbulent spaces in Greece, a study that underscores the necessity of 

bringing the human body into linguistic landscape research for a more nuanced “understanding of the spatial 

and affective dimensions of turbulence” (Kitis & Milani, 2015, p. 269). In this regard, the hooligans can be 

viewed as part of the linguistic landscape and their presence must not be silenced or ignored. Therefore, 

participants of the current study were shown one final clip, from another documentary film that was 

dedicated solely to the turbulence created by the presence of the hooligans. Made by and aired on the 

German news station n-TV in 2006171 it is called Hooligans: Ein anderes Sommermärchen (Hooligans: A 

Different Summer’s Tale) and shows one version of the other side of the fairytale-story, depicting the 

uneasy, eerie atmosphere of the hateful, violent confrontations between German, British, Polish and other 

hooligans and fans. If this documentary challenges the viewer to question the euphoric picture painted by 

Wortmann in Germany. A Summer’s Tale, then one might also question the seeming “innocence” of the 

Germans in Hooligans: A Different Summer’s Tale, as well as continue questioning the juxtaposition of 

scenes, music, interviews, and linguistic landscapes of Wortmann’s version–what else was left unsaid? 

What other implied messages may have been created through silences in that film? How can intent be 

                                                           
170      …monopolization of the image rights and [is] simultaneously an alternative to the merry soccer festival. 

Above all Dhorasoo’s reflection of his role as substitute player undermines the idea of a non-hierarchical team spirit, 

as Germany. A Summer’s Tale perpetuates. 
171      Video file posted by Deutsche Dokus (2013, October 31) https://www.youtube.com/watch?v=dN1oVpm_O1s 

https://www.youtube.com/watch?v=dN1oVpm_O1s
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manipulated through film techniques that lead to ambiguous instances related to the dimensions of silence 

identified at the beginning of this chapter?  

Viewing and discussing these soccer films and clips is intended to prime participants to pose their 

own questions regarding silences within and related to various linguistic landscapes in the tasks and the 

assessments relevant for this sub-study. In addition to the final unit reflection, one of the main sources of 

assessment for the soccer films included an audio recording in which participants were asked to analyze the 

content, media and media effects of a scene from Germany. A Summer’s Tale as well as speculate on the 

ambiguity of intention that is induced though silences or potential hidden messages. There were also 

extension tasks for the soccer topic that were intended to focus on the manipulation of language, and 

silences. That included one that incorporated postcards, which I discuss in the next section. 

 

Soccer Postcards 

The discussion of the changing linguistic landscapes of Germany as represented in films about soccer was 

followed by a segment using postcards that had been collected by the instructor of SS15 Sec 2 and I during 

the summer of 2014, when we were instructing SA courses in Leipzig. That summer was the year in which 

Die Mannschaft, as the German men’s national soccer team has come to be known, won the world cup for 

the fourth time and the linguistic landscapes and environmental print in Germany once again resembled 

that which was portrayed in Germany. A Summer’s Tale. Patriotic displays–more or less related to soccer–

were everywhere to be seen, including among the free promotional postcards that are commonly found in 

various bars and cafés throughout the cities of Germany. Those postcards are generally advertisements for 

local, regional, or national events, as well as promotions for certain services, products, or companies. Eight 

of those collected were soccer-themed and were incorporated into this segment of the curriculum with the 

intent of looking for hidden meanings or dimensions of silence, specifically the subverting of soccer to 

promote things entirely unrelated. Descriptions of the postcards are provided in Table 11 below. 

 

 



186 

 

Table 11: Overview of Postcards with Brief Descriptions 

Front of Postcard (Words) Front of Postcard (Brief 

Description) 

Information from Back of 

Postcard 

BOCK AUF TRIKOTTAUSCH? 

FANCY TRADING JERSEYS? 

Green grass with white, all 

capital lettering 

Raffle sponsored by three social 

networking, communications, 

and information technology 

companies 

VOM FEELING HER EIN 

GUTES GEFÜHL! 

A GOOD FEELING FROM THE 

VIBE! 

Green grass with white, all 

capital lettering and one long 

white stripe below 

Promotion for a housing 

company in Dortmund; link to 

their website 

NICHTS ALS FUßBALL IM 

KOPF? 

NOTHING BUT SOCCER ON 

YOUR MIND? 

Uppercase white lettering 

across the top of the postcard; 

person with a mini soccer field 

on their head and two others 

“playing” with the mini soccer 

players 

Advertisement for a mobile 

phone service company 

BRIGHTON TO BRAZIL 

Fat Boy Slim 

SAMBA STATT VUVUZELA 

SAMBA INSTEAD OF 

VUVUZELAS 

Small semi-truck with 

Brazilian flag painted on the 

side with changed wording 

across the blue circle in the 

middle of the flag; uppercase 

white lettering across the 

bottom 

Promotion for music album 

from singer Fatboy Slim. 

JOGI, WIR KOMMEN. 

JOGI, WE’RE COMING. 

Uppercase white lettering and 

airplane symbol at bottom left; 

two people on right shown 

from behind on a beach with 

Brazilian flag wrapped around 

them and a soccer ball 

Promotion for a raffle to win a 

trip to Brazil sponsored by a 

large fitness studio chain 

SORRY, DU SPIELST NICHT 

IN MEINER LIGA! 

SORRY, YOU DON’T PLAY IN 

MY LEAGUE 

Icon of cross-platform mobile 

messaging application and 

mobile phone company at top 

left; 

Uppercase white lettering 

below that and at bottom 

yellow emoticon holding a red 

card 

QR-code and icon for the social 

media platform that bought out 

the mobile messaging app in 

2014 and link to website of the 

mobile phone company 

ERST KNICKEN, DANN 

KICKEN! 

FOLD FIRST, THEN KICK! 

 

Uppercase pink lettering at 

bottom; bicycle in a soccer 

goal with soccer balls in the 

wheels that can be punched out 

Promotion for a regional bicycle 

shop and chance to win up to 

15% off purchases there 

WER SCHWUL IST; KANN 

NICHT FUSSBALL SPIELEN. 

ES SEI DENN, ER WAR 

DEUTSCHER MEISTER. 

WHOEVER IS GAY, CAN’T 

PLAY SOCCER. 

THAT IS UNLESS, HE WAS 

GERMAN CHAMPION. 

Uppercase black lettering, 

soccer cleat in the middle with 

stripes in six colors (red, 

orange, yellow, green, blue, 

purple); in bottom right corner 

website and hashtag 

Same website and hashtag as on 

front; no indication that this is 

part of a larger campaign 

sponsored by a large German 

automobile manufacturer 
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Each of these postcards exhibit or address one or more of the dimensions of silence indicated at the 

beginning of this chapter: taken for granted understanding of idiomatic phrases, paralanguage and 

literariness, and exposing taboos or that which is otherwise oppressed. For instance, the postcard that reads 

NICHTS ALS FUßBALL IM KOPF?172 Is an example of the ambiguity of meaning created through the 

potentially silencing nature of idiomatic phrases. The visualization of the literal meaning of this saying 

highlights the absurdity thereof, but also provides a helpful clue for deciphering the linguistic elements.  

Furthermore, this in an example of the manipulation of language and silences in order to promote carefree 

consumerism–for as the backside of this postcard proclaims: GUT, DASS DU DIR UM DEINEN TARIF 

KEINEN KOPF MACHEN MUSST173. This is followed by more details and fine print regarding a plan for 

a mobile phone company, who is prompting the viewer to let themselves be consumed with soccer and rely 

on the authoritative voice of the phone company to do the thinking for them. 

The manner in which companies can use their position of authority to expose the silences related 

to topics that have often been considered taboo is seen in the postcard that reads WER SCHWUL IST; 

KANN NICHT FUSSBALL SPIELEN. The controversial nature of the first part of the statement might 

cause quite a sense of unease for anyone who does not continue reading or does not attempt to decipher the 

phrase “es sei 187lc” and what could be meant with being a German champion. Indeed, this card is most 

likely a reference to former German national soccer player and winner of the German championship with 

VfB Stuttgart in 2007, Thomas Hitzlsperger, who in January 2014 became the first German professional 

soccer player to publicly announce their homosexuality. Furthermore, if one investigates the website and 

corresponding hashtag listed on the front and back of the postcard, one discovers that this postcard is part 

of a much bigger campaign called umparkenimkopf (repark the mind) whose goal is to bring people to 

critically question all kinds of stereotypes by prompting them to “take a second look”. And yet, if one digs 

                                                           
172      This post card shows a man wearing a black T-shirt with two stripes in the tri-color of the German flag, who 

also happens to have a mini-soccer field spray painted on their short hair, with two goals apparently sprouting out of 

their head at either end of the field. Two other people donned in German-flag-colored paraphernalia (lei, wristband, 

face-painting, fingernail painting, T-shirt) stand over him, moving the mini-soccer players to kick around the soccer 

ball on this soccer field-head. 
173      GOOD, THAT YOU DON’T HAVE TO WORRY [YOUR HEAD] ABOUT YOUR PLAN 
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just a bit deeper to find out more about that campaign and the website on their postcards, one is (sometimes) 

re-directed to the website of a large German automobile manufacturer. 

For the main in-class task corresponding to these postcards, students were provided first with 

printed photographs of the front side of the postcards, asked to analyze and speculate on what it could mean. 

Then they matched the front to the corresponding back side (also provided as printed photographs). The 

process of matching the front postcards with no or little direct link to the back prompted participants to 

question the ambiguity that is created through that lack, or silence. Students reflected on these aspects in a 

written analysis of their postcard, and there was a question on the final unit reflection that addressed the 

manipulation of soccer-related themes for advertising purposes, as represented in these postcards, and 

perhaps also for patriotic purposes. 

 

LL Photographs from Abroad and Home 

Several weeks were spent exploring the direct and indirect manner in which various dimensions of silences 

are conveyed through verbal and nonverbal means in representations of the linguistic landscapes of these 

films, music videos, and postcards. To close the final unit of the newly developed curriculum, I incorporated 

photographs of various linguistic landscapes taken by SA students in Germany as well as by participants of 

the current study. Table 12 below provides an overview of the related tasks and topics for that segment of 

the final unit of the curriculum. 

Table 12: Overview of Tasks and Topics Pertaining to LL Photographs from Home and Abroad 

Task Topic 

Categorization and Analysis (In-Class, Small 

Group) 

Photographs of Leipzig’s Linguistic Landscapes 

Online Discussion Board (Individual, At-Home, 

Written, Visual) 

German in Our City (Post Two Photographs With 

Written Explanation) 

Written Reflection (At-Home, Individual) Status of German in Out City and General Impact 

of Linguistic Landscapes 

Final Unit Reflection (At-Home, Written, Online 

Quiz Tool) 

Comparison of Linguistic Landscapes in Leipzig 

and Our City 

Photographs used in the first task were taken by the ten students who participated in the four-week fifth-

semester and above SA course that I instructed in the summer of 2014 in Leipzig, which is located in the 
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state of Saxony, one of the states that belonged to the former GDR. Those students were given the task of 

documenting “Leipzig’s Linguistic Landscape” by posting two photographs to the course website for three 

weeks with a brief description of the photographs. The majority of those photographs were taken in Leipzig, 

but there were also a few from day-trips or weekend excursions to nearby towns and cities in eastern 

Germany (Wernigerode, Dresden, Berlin). A total of 58 photographs were posted and later permission was 

granted by the students to use those photos in the course for the current study. My loose categorization of 

images depicted in those photographs is as following: 

- Graffiti (21) 

o Artistic Graffiti (5) 

o Political Graffiti (6) 

o English Language Graffiti (8) 

o Other Graffiti (2) 

- Signs (11) 

o Official Signs (7) 

o Unofficial Signs / Stickers (4) 

- Public Sculptures / Architecture / Museums (8) 

- People and Cultural Events (8) 

- Food (5) 

- Alcohol (5) 

The four latter categories are sometimes signs or include some linguistic element i.e., a sign at a museum 

or the label on a wine bottle, while some from those categories and the other signs and graffiti may have no 

linguistic elements. These categories reveal that the SA participants had not limited their understanding of 

the task at hand to a narrow understanding of linguistic landscape, rather had assumed one similar to that 

discussed by Amiena Peck and Christopher Stroud (2015) who in their study on skinscapes approached 

“signage as artefacts that engage human agency in a mobile and spatio-temporally delimited world” (p. 3).  

There are several dimensions of silence and layers of ambiguity related to the images in the student 

photographs as well as to their implementation as learning materials in the FL classroom. For instance, one 

SA participant took a photo of a spray-painted graffiti–in black lettering on the side of a building, it reads 

“1. MAI NAZI FREI”. One does not have to be an advanced learner of the German language to understand 

that this graffiti is referencing neo-nazis, and even novice learners of German should know that Mai is the 

month of May and frei means free. However, due to the lack of a preposition, this graffiti caused a great 
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sense of unease for the student who took the photo in Leipzig and it has continued to cause confusion for 

the participants in the current study–in particular when purposely shown next to another student photograph 

from Leipzig of an official traffic sign, covered in various unofficial stickers, that shows a symbol of a bike 

and underneath it the word FREI. The intent of the official traffic sign is easier to determine since the active 

reader of the photo might notice the bicyclists on the street beyond the sign–thus in that instance it seems 

clear that the missing preposition is most certainly “for”–the street is free for bicyclists. But what then of 

the graffiti? Surely it cannot mean that 1 May should be free for nazis, right? Which is precisely what the 

student who took the photograph in Leipzig had believed. However, the lacking preposition in the graffiti 

is “of”. For FL learners or instructors who may be unsure, a simple Internet search leads to websites such 

as http://nazifrei.berlin/, which calls for solidarity in Berlin in protesting right-wing extremists. The 

unsettling distress that the silence due to the absence of a single preposition caused brought learners to 

contemplate a side of German culture they would rarely encounter in a textbook. These various silences 

highlight the importance of allowing FL learners to dwell on the ambiguities within various linguistic 

landscapes so that they on the one hand may more fully embrace that ambiguous space, in order to on the 

other hand, gain insight on the manner in which such silences can be used to subvert or impose authoritative 

and/or subversive intents. 

In SS15, two of the SA students who had participated in the initial investigation of Leipzig’s 

linguistic landscapes came to the two sections of the course and shared with the participants of the current 

study about their SA experience in general and linguistic landscapes in particular. Then the third unit of the 

newly developed curriculum closed with lessons and tasks that revolved around the posted photos of 

German in the linguistic landscapes and everyday surroundings of the participants of the current study. 

During SS15, 32 participants from the two sections submitted a total of 52 photographs (one student only 

posted photos, but no explanation). In FS15, 11 participants posted 27 photographs. Some posted multiple 

photos of the same example, and some posted comparison photographs from Germany (two from Leipzig, 

two from Berlin). Due to the purposefully broad wording of the prompt, individual student justifications 

for the German in the photographs they had taken in and around their city varied from a concrete description 

http://nazifrei.berlin/
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of where they had found their examples of German/German-ness in the linguistic landscapes, to initial 

affective responses, and more extensive interpretation or analyses. Furthermore, many of the photographs 

posted would indicate a broader understanding of linguistic/semiotic landscapes, namely in the sense that 

they reflect an engagement of human agency. Table 13 below summarizes the categories that participants 

identified during the in-class categorization task as well as in their at-home reflections. 

Table 13: Overview of LL Categories Identified by Participants (SS15 and FS15) 

Our City (SS15) Our City (FS15) 

1. Restaurants 

2. Products 

-  Cars 

-  Food (Candy) 

-  Alcohol 

-  Hygiene 

3.  Places / Cultural Events / People 

4. Names 

- Companies 

- Street Signs 

1. Food/Restaurants 

2. Holidays/Fests/Traditions/Events/ 

Costumes174  

3. Cars / Transportation 

4. Names 

5. Places/ Parks 

6. Stores 

3. Miscellaneous: Games/Flags  

 Several students admitted to having chosen examples that had no “correct” or direct connection to 

the German language or even the German-speaking world, but justified their choice with explanations that 

represented either personal connections to, or awareness of, the German-speaking world. For instance: 

Mein nachste Bild ist an ein Bier, das [Biermarke] heißt. Obwohl kommt es aus Pilsen in Czechia, 

ist es sehr populüar in Berlin. Als ich in Berlin war, tranken viele Personen Pilsner. Ich hatte auch 

interessante und glückliche Gespräche mit deutschen Personen, als wir Pilsner tranken.175 (Sam, 

SS15 Sec 1) 

Similar to Sam, many participants did not limit themselves to the traditional definition of linguistic 

landscapes i.e., signs in public spaces, rather made connections to clubs, events, private spaces, and even 

animals, such as a German shepherd dog spotted at a park. In both sections of the course in SS15, 

participants posted a photograph of the local German club and related events, such as River indicated: “Hier 

                                                           
174      This included four pictures of people, often the participants themselves. 
175      My next picture is on a beer that is called [name of beer]. Although it is from Pilsen in the Czech Republic, it 

is very popular in Berlin. When I was in Berlin, many people drank pilsner. I also had interesting and happy 

conversations with German people while we were drinking pilsner. 
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ist ein Foto von der Mt Lemmon Oktoberfest. Es gibt deutsche Tänzer, eine Polka-Band, ein paar Bier (in 

Flaschen), und deutsches Essen. Man könnte auch wandern hier”176 (River, SS15 Sec 2). The initial posts 

indicated that simply by drawing students’ attention to the potential presence of German in their everyday 

surroundings, some had already begun to contemplate various levels of ambiguity and (related silences) 

within linguistic landscapes. In the following I discuss selected data extracts related to all of the texts 

introduced here and the corresponding dimensions and ambiguity of silences that emerged. 

 

5.4.2 Data Extracts and Discussion 

Data extracts and discussion for this sub-study were taken from two of the four written responses on the 

final unit reflection, which was administered using the online course learning platform quiz tool. An 

overview of the data sources for the current sub-study is in Table 14 below. 

Table 14: Overview of Data Sources for Sub-Study 3 (Ambiguity of Silences) 

  Data Source Topic  # of Submitted Responses 

A Final Unit Reflection, Week 16  

 

Soccer and Patriotism SS15 Sec 1: 20 

SS15 Sec 2: 11 

FS15: 16 

Total: 47 

B Final Unit Reflection, Week 16 Photos of Linguistic Landscapes in 

Leipzig and Our City 

SS15 Sec 1: 20 

SS15 Sec 2: 11 

FS15: 16 

Total: 47 

The questions were made available to the participants on the day of the officially scheduled final exams. 

Only two participants from across all three sections of the course did not access the quiz–both students who 

had (unofficially) dropped the class by that time. The high participation rate was somewhat surprising, since 

the final unit reflection only accounted for ca. 7% of the overall grade and participants were allowed to 

complete it from home. Just as for the other unit reflections, participants were allowed to use any materials 

on the course learning platform and were requested to use only one German-English dictionary. For the 

final unit reflection they were provided two hours to complete four questions. Despite having more time, 

                                                           
176      Here is a photo of the Mt. Lemmon Oktoberfest. There are German dancers, a polka band, a few beers (in 

bottles) and German food. You could also go hiking here. 
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the number of typos and errors would indicate that the majority of participants did not proofread their 

responses, which were translated and coded for 1) dimensions of silence177 and 2) participant reactions to 

the related ambiguities, ranging from disregard/disengagement, dislike, (productive) uncertainty and doubt, 

to indications of an embracing thereof. 

 

Soccer and Patriotism (Data Source A) 

The second question of the final unit reflection (see Appendix Q for prompt) was intended to elicit responses 

from participants that would speak to their capacity for 1) identifying dimensions of silence in German-

language linguistic landscapes as represented in soccer postcards and films and 2) discussing how this may 

have contributed to the development of a sense of critical awareness regarding establishment or subversion 

of power (as pertaining to the dimensions and ambiguity of silences). 47 participants from across all three 

sections responded to the prompt. For the current study, I focused mostly on the responses regarding the 

first part of the prompt. Two participants referenced more than one postcard and 6 reflected on the postcards 

and/or advertisement in general, rather than choosing specific postcards to talk about. One participant in 

SS15 Sec 1 had technical difficulties so was allowed a second attempt and reflected on two different 

postcards in the two attempts. Table 15 below shows which postcards participants across all three sections 

chose to describe, analyze, and/or reflect upon. 

Table 15: Overview of Postcards Referenced By Participants in Data Source A, Sub-Study 3 

Postcard  Number of Responses 

 SS15 Sec 1 SS15 Sec 2 FS15 Total 

Bock auf Trikottausch?  

(Fancy trading jerseys?) 

0 0 0 0 

Vom Feeling her  

(From the vibe) 

1 2 0 3 

Erst knicken  

(Fold first) 

3 0 0 3 

Wer schwul ist  

(Whoever is gay) 

0 0 3 3 

Samba  

(Fat Boy Slim) 

3 0 1 4 

                                                           
177      Following Jaworski’s (1997) dimensions of silence, including: “an auditory signal (pause) in a linguistic 

theory, as a pragmatic and discursive strategy, as a realization of a taboos, as a tool of manipulation, as part of 

listener’s ‘work’ in interaction, and as an expression of artistic ideas” (p. 4). 
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General  

(no specific postcard mentioned) 

1 4 1 6 

Jogi, wir kommen  

(Jogi, we’re coming) 

2 2 3 7 

Sorry  

(Red Card) 

5 0 2 7 

Fußball im Kopf?  

(Soccer on your mind?) 

8 3 7 18 

 23 11 17 51 

There was only postcard that no participant reflected on across the three course sections of the 

current study, the Bock auf Trikottausch? Postcard–a fact that is likely due to the multiple levels of silence 

in the form of taken for grantedness i.e.,  the financing sponsors of this postcard have taken for granted that 

the reader will understand 1) the non-literal translation of the saying “Bock auf”—student associations 

generally range from beer to goats, the saying however means something along the lines of  “to fancy doing 

something”—as well as 2) the soccer ritual among male players of Trikottausch—trading jerseys after the 

end of the game, which is generally not a common public practice among female players. Thus this postcard 

seemed to be the most ambiguous of the collection implemented in the newly developed curriculum for 

learners of German and those who are unfamiliar with such soccer rituals.  

In analysis of the student responses to all of the other postcards, some common themes emerged 

that I grouped into dimensions of silence as summarized in Table 16 below 

Table 16: Dimensions of Silences in Data Source A, Sub-Study 3 

Indexical Level of the 

Unsaid 

Taken for grantedness Naturalized myth 

Symbolic Level in 

Excess of Meaning 

(Creative use of) 

Metaphor 

Manipulation of 

language to establish or 

subvert power 

These dimensions are not meant to be rigid categories, rather they served as an aid in demonstrating a range 

of responses that may occur simultaneously, cyclically, or across a spectrum. Due to the multiple parts of 

the prompt for Data Source A, many participants reflected on aspects pertaining to more than one dimension 

or to a mixture, and in some instances avoided referring to a specific postcard or the film. One consideration 

that arose in coding of the data was due to the wording of the first question of the prompt, which resulted 

in a few responses that claimed there to be a literary or fairytale-esque element related to the texts, yet 



195 

 

offered no further justification nor reflection thereupon. In the following I discuss illustrative data excerpts 

correlating to each of the four main dimensions of silences. 

 

No critical reflection pertaining to silences within/related directly to the texts 

Only one response out of 47 was categorized as lacking any critical reflection pertaining to one or more of 

the dimensions of silence(s) discussed in the current study. That response was also the shortest (61 words) 

from across the three sections included in the current study. The participant did not attempt to provide any 

description of the selected postcard, nor did they make connections to the film:   

Ich walten die Postkarten „Gutes Gefühl“. Ich denke, es war litarish. Ich glaube, die Verbindung 

auf der Basis Patriotismus. Das Deutsch Menschen ist ein Stolzes Menschen. Ich denke, es sprich 

mit ihren Patriotismus. Ich glaube, es Patriotisch sein in mancher Hinsicht. Ich sehe es als 

problematisch, nicht. Ich denke, es ist ein problem für die Amerikaner patriotisch zu sein ist 

nicht.178 (Bradley, SS15 Sec 2) 

While Bradley stated their opinion on the questions from the prompt pertaining to patriotism–showing their 

grasp of certain linguistic phrases for expressing opinions (Ich denke / glaube / sehe es als…), they did not 

provide concrete examples, reasons, justifications, analysis or critical reflection on the texts or related topic 

of patriotism. Bradley’s response indicates that they either had not watched the film, or perhaps had not 

grasped the discussions around the film and postcards that were supposed to have occurred in class. Yet, 

Bradley was able to address at least part of the prompt due to their own prior knowledge and opinions on 

the topic. All other 46 participants to respond to this data source were able to provide not just longer, but 

more detailed, analytic, or critical thoughts on the topic and/or texts–although some were rather tangential 

to the actual prompt/texts. 

 

                                                           
178      I chose the postcard “good feeling”. I think it was literary. The connection is based on patriotism. The German 

people is a proud people. I think it talks with their patriotism. I believe it is patriotic in many ways. I do not see it as 

problematic. I think it is not a problem for Americans to be patriotic. 
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Critical Reflection Tangential to Texts 

The following response is exemplary for those considered to indicate critical reflection on one or more of 

the dimensions of silence, albeit tangentially connected to the texts/prompt: 

Die Postkarten sprechen uber vorläufige Zeit in Deutschland. Fußball ist sehr groß in Europa und 

der Welt. Ich war in Deutschland als Eurocup war spielen, und Deutschland war hatte sehr 

Patriotismus. Es ist ein Wettbewerb. Wir sehen in Amerika Wettbewerb zwischen Menschen Über 

Amerikaner Football, Basketball und Musik. Ein Wettbewerb zwischen Deutschland und Europa 

oder der Welt hat positiv Patriotismus erlaubt.  Der Worldcup ist die großsten Fabel.  Die 

schnellste Spielern spielen für Deutschland, Amerika oder Russland. Der Worldcup hat eine Frage: 

„Was haben Sie in dieses Lage? Was machen Sie für Sport?“ Über Patriotismus in Deutschland, 

denke ich Deutsche Menschen haben die schlecksten Lage. Nach der Zweiterweltkrieg Deutschland 

ist böse. Man musst nie der Völkermord vergessen, aber der Welt ist verändert. Ich denke dass 

Deutsche menschen schauen zu Amerika und der Welt und hören Kritikeren. Es ist Trauig, weil die 

Kritikeren die Lage in Deutschland malen.179 (Alex, SS15 Sec 2) 

Alex was able to draw from personal experiences and prior knowledge in order to elaborate their opinions 

and thoughts pertaining to patriotism and to make connections to their personal context. The final sentence 

of the reflection indicates Alex’ sense for the manipulation of language to enforce power / silence i.e., 

through a perceived one-sidedness of the portrayal of German patriotism by those who criticize and try to 

silence it. However, Alex did not refer to a specific postcard, nor do they mention the film. While Alex 

                                                           
179      The postcards talk about a temporary time in Germany. Soccer is very big in Europe and the world. I was in 

German when Eurocup was playing and Germany was having very patriotism. It is a competition. We see in 

America competition between people about American football, basketball and music. A competition between 

Germany and Europe or the world allowed positive patriotism. The world cup is the biggest fable. The fastest 

players play for Germany, America or Russia. The world cup has one question “What do you have in this position? 

What do you do for sport?” About patriotism in Germany, I think German people have the worst situation. After the 

Second World War Germany is evil. One must never forget the genocide, but the world is changed. I think that 

German people look to America and the world and hear critics. It is sad because the critics paint the situation in 

Germany. 
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described the world cup as a fable–which would correlate to the “silence of myths” category–they offered 

no further explanation and it was a statement that seemed disconnected from the rest of the response.  

 

Silence as Taken for Grantedness 

There were multiple, often overlapping instances that I coded as belonging to the dimension of silence as 

taken for grantedness, including: concrete description of literal meanings within the texts, but disconnect 

with or tangential reflection on broader topic(s); concrete description of literal meanings within the text but 

more direct connection to broader topics; participant speculated on / questioned concrete meanings within 

the text. The following is an example of a response that provided concrete explanations for multiple silences 

that were created within one of the postcards (Jogi, wir kommen, which the student noted at the beginning 

of their response) due to taken for grantedness at linguistic, cultural, and symbolic levels: 

Jogi, wir kommen. Joachim Loew ist der Trainer dem Nationalmannschaft. Jogi ist eine Spitznahme 

von Joachim Loew. Dieses Postkart ist eine Anzeige. Wenn man registriert, kann er eine Reise nach 

Brasilien gewinnen. Am Postkart, schaut es ein Flugzeug. Das Flugzeug representiert die Reise. 

Es gibt auch einen Strand. Brasilien hat viele Straende. Dieses Bild schaut Deutsche Patriotismus. 

Man wollt zum WM mit Deutschland gehen. Sie wollen die Mannschaft hilfen. Fuer Deutschland, 

ist das sehr gut. Sie haben fuer lange zeit keine Patriotismus. Amerikaner hat viele Patriotismus, 

und unsere Mannschaft ist nicht am besten. Patriotismus kann problematisch sein wann die 

Mannschaft verliert.180 (Taylor, SS15 Sec 1) 

Due to previous knowledge, perhaps based on the in-class discussion, but perhaps also due to their interest 

in soccer, Taylor was able to explain one of the most ambiguous silences on the selected postcard–for not 

only must the reader of this postcard know that Jogi is a common nickname for someone called Joachim, 

                                                           
180      Jogi, we’re coming. Joachim Loew is the coach of the national team. Jogi is a nickname of Joachim Loew. 

This postcard is an advertisement. When one registers, he can win a trip to Brazil. On the postcard it shows an 

airplane. The airplane represents the trip. There is also a beach. Brazil has many beaches. This picture shows 

German patriotism. One wants to go to the world cup with Germany. They want to help the team. For Germany, that 

is very good. They have for a long time no patriotism. Americans have a lot of patriotism and our team is not the 

best. Patriotism can be problematic when the team loses. 
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but they must also realize that the Jogi on this postcard is a reference to the head coach of the German men’s 

national soccer team in 2014, Joachim Löw. Taylor was able to explain that as well as precisely what this 

postcard was advertising. Furthermore, Taylor described concrete visual elements of the postcard, offered 

an explanation of the often taken-for-granted meaning of the airplane icon, and through the use of the 

acronym WM to refer to the Weltmeisterschaft (world cup) created their own taken for granted silence. Yet 

Taylor did not speculate on the literariness or fairytale-esque nature of the postcard, did not mention the 

film, and in their attempt to relate the postcards to patriotism seemed to refer more to sports fanship.  

 

Silence as Myth 

Statements that were coded for this dimension were those in which the participant reflected on silence as 

created through the illusion of concepts or systems that have taken on the status of myths, in particular 

patriotism, which was part of the prompt so was at least briefly mentioned in most responses. However 

those statements coded for this dimension of silence were only those in which a direct link was made 

between the postcards and/or film and patriotism, and/or in which the silencing illusions created through 

the naturalized myth of patriotism are indicated in the participant’s response or criticized by the participant. 

Some responses have multiple instances thereof, such as in the following illustrative statement: 

Diese „Fußball im Kopf“ Postkarte bedeutet für mich eine neue Hingabe von dem Deutschen zu 

Fußball. Wir haben die letzten Literarische Elemente von ein Text und ein Bild zu ein Erzählung 

überall unterstütz geben. Diese Postkarte hat ein Verbindung durch die Multikulturelle Hingabe 

zu Fußball. Diese Postkarte, und „Deutschland: Ein Sommermärchen“ hat Werbe themen zu 

Deutsche Patriotismus, wir sehen viele Fahne am die Postkarte, und viele Ausdrücke des 

Patriotismus in der Film (Der Soldaten, etc.). Patriotismus in Deutschland heute ist nicht 

problematisch für jemand. Bevor der Zweite Weltkrieg, dass war problematisch, aber heute mit 
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neue Politiker-Verbindungen und ein Eingenes Europa, der Deutschen Volk sollten Patriotismus 

Ausdrückt.181 (Leslie, FS15) 

In this response, Leslie discussed how the text and images of the Fußball im Kopf postcard tells the story 

of a supposed international devotion to soccer and also made a direct connection between that postcard, the 

documentary film, and patriotism. Leslie named some concrete strategies or elements (text, images, 

advertisement, flags, soldiers, political unions) that are used by the media and government to manipulate 

the narrative of patriotism to the extent that it has become a naturalized, often unquestioned myth–as 

evidenced in Leslie’s own closing statement in which they discussed the historic and current implications 

of patriotism in Germany, concluding that patriotism there should no longer be problematic today. 

 

Silence as Metaphor 

There were two main instances that I coded as belonging to the dimension of silence as metaphor, although 

they often overlapped with other dimensions, including: participant reflected critically on 

metaphoric/symbolic meanings within the texts (as opposed to offering a concrete explanation as in the 

example from Taylor under taken for grantedness); and participant made creative use of 

metaphoric/symbolic language to create their own dimensions of silence. For instance, the following 

response is from a participant who referenced three postcards, including one indirect reference to the 

Fußball im Kopf postcard: 

Diese Postkarten bedeutet, für mich, eine Fußball liebervolle Nation.  Füt die Weltmeister Zeit, alle 

die Werbungen sind die Mannschaft stützen.  Die Unternehmen Gebrauch Fußball für ihren 

Vorteil.  Die Postkarte von Fatboy Slim ist die Weltmeister für Werbung machen.  Andere Postkarte 

                                                           
181     This “Soccer on the Mind” postcard means for me a new devotion of the Germans to soccer. We have the last 

literary elements of a text and a picture to overall give support to a story. The postcard has a connection through the 

multicultural devotion to soccer. This postcard and “Germany: A Summer’s Tale” has advertisement themes to 

German patriotism, we see many flags on the postcard and many expressions of patriotism in the film (the soldiers, 

etc.). Patriotism in Germany today is not problematic for someone. Before the Second World War, that was 

problematic but today with new politician connections and a unified Europe, the German people should express 

patriotism. 
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tun dass auch.  Sie haben Fitness Werbung, „Blick gut für der Strand nach Brasil!“.  Mobiletelfon 

Werbungen Offert gute Preise zu „kein Aktion verpassen“.  Verbindung mit dem Dokumentarfilm 

Ein Sommermärchen es schlicht; Die Nation haben Fußball im Kopf.  Sie sind Patriotisch über die 

Mannschaft und die Werbungen profitieren.182 (Sloan, SS15 Sec 1) 

Sloan recognized the power of advertisement and made their own use of the literary language by 1) creating 

their own quasi-slogans i.e., “Blick gut für der Strand nach Brasil!” and “kein Aktion verpassen” and 2) 

appropriating the slogan from their chosen postcard directly into their response i.e., “Die Nation haben 

Fußball im Kopf”. Additionally, this response is an example that speaks to the importance of including 

multiple genres in one course–Sloan was a history major and graduating senior finishing the final semester 

of their FL requirement and generally not interested in participating in class other than when it came to 

history questions, saving me as instructor from the awkwardness of the silence when the others did not 

know the answer. However, Sloan was a student athlete and one of the students who in the original 

definition of fairytales at course outset referred to sports and winning a sports game as a fairytale-esque 

moment–thus it was during this segment of the curriculum that Sloan became truly engaged during in-class 

discussions and in other written and oral responses to assignment. 

 

Silence as Manipulation  

There were multiple, often overlapping instances that I coded as belonging to the dimension of silence as 

manipulation, including: participant reflected on manipulation of language to establish or subvert power, 

often related to supposed taboo topics; participant manipulated the language to create silences as a means 

of establishing/subverting silences/power. For this dimension in particular there were several responses in 

                                                           
182      These postcards mean for me a soccer loving nation. For the world champion time all the advertisements are 

supporting the team. The business use soccer for their advantage. The postcard from Fatboy Slim are supporting the 

team. Other postcard do that too. They have fitness advertisement “Look good for the beach to Brazil!” Mobile 

telephone advertisements offer good prices to “not miss any action.” Connection with the documentary film A 

Summer’s Tale is simple; The nation has soccer on their mind. They are patriotic about the team and the 

advertisements profit. 
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which no specific postcard was referenced, rather the general (manipulatively) literary power of 

advertisement and/or soccer was discussed. For instance in the following excerpt: 

…Ich finde es irre, wie viel Werbung in unsere Leben beteiligt hat. Jedes Ereignis hat mit Werbung 

für unzählige Unternehmen bedeckt. Ich mutmaße, dass Werbung einen märchenhaften Aspekt 

besitzt. Ich schreibe das, weil wir die Szenen und das ,,Spaß,“ das der Werbespot vorstellt, sehen. 

Diese Spots wirken auf die viszeral Emotionen, die wir haben. Sie zwingen uns über unsere Mängel 

anzudenken.183 (Skyler, SS15 Sec 2) 

This part of Skyler’s response is not referencing a specific postcard, but speaks more abstractly about how 

all of them, as well as advertisement in general, create silences by manipulating language to incite emotional 

reactions–which Skyler equated with the fairytale-esque. Moreover, for Skyler, this fairytale-esque 

manipulation of emotions by companies is about more than just capitalistic consumerism–by critically 

analyzing the postcards, reflection on the imperfections in life are induced. Reflecting on imperfections and 

the power of manipulating language and popular cultural traditions, such as soccer, to induce silences is 

also the focus of the following response from the same course section: 

Was besser dann Fußball, für die denken Frauen und Herren vor den Land zu nicht mehr denken? 

Eine Ölpest ist passiert? Aber, hörtest du über Beckham neuer Mannschaft? Und natürlich, Firmen 

springen in der Methode. Die Attention des Leute ist im de TV, und sie sind glücklich und sie denken 

nicht im ihnen Schulden. So, kaufen Sie, kaufen Sie, kaufen Sie! Sie benötigen dies! Beckham nutzt 

es, und er liebe es! Du kannst wie Beckham sein!184 (Page, SS15 Sec 2) 

While there was no explicit mention in the following excerpt of the Fußball im Kopf postcard, Page 

indirectly referred to it and/or all of the postcards in general in the first line–using three (rhetorical) 

                                                           
183      …I think it’s crazy how much advertisement has a part in our life. Every event is covered with advertisement 

for countless companies. I suppose that advertisement has a fairytale-esque aspect. I write that because we see the 

scenes and the “fun” that the advertisements show. These ads appeal to the visceral emotions that we have. They 

force us to think about our flaws. 
184      What better than soccer for the thinking women and men of the country to not think anymore? An oil spill 

happened? But, did you hear about Beckham’s new team? And naturally, companies jump on the method. The 

people’s attention is on the TV and they are happy and they don’t think about their debts. So, buy, buy, buy! You 

need this! Beckham uses it and he loves it! You can be like Beckham! 
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questions to demonstrate the manner in which companies use TV, advertisements, and soccer not just for 

profit (as Sloan had mentioned above in the example from silence as metaphor) but moreover to distract 

people from issues of greater, environmental and political concern. Page mimicked the manipulation of 

language, using slogan-like phrases to criticize the silencing subordination that is thus provoked. 

The discussion of the dimensions of silences that emerged in participant responses to these soccer 

postcards and films indicates that the use of linguistic landscapes and environmental print can contribute to 

the development of a sense of critical awareness regarding establishment or subversion of power, as 

pertaining to the dimensions and ambiguity of silences. Similar dimensions of silence were addressed in 

participant responses to Data Source B, the photographs, as will be examined in the next section. 

Photographs From Leipzig and Our City (Data Source B) 

For the third question on the final unit reflection (Data Source B), students were provided with a German 

version of Table 17 below, which shows the categories identified by the participants in SS15 during in-

class tasks and at-home written reflections prior to the final unit reflection.  

Table 17: LL Categories Identified by Participants in Data Source B, Sub-Study 3 

Our City Leipzig 

1. Restaurants 

2. Products 

- Cars 

- Food (Candy) 

- Alcohol 

- Hygiene 

3. Places / Cultural Events 

4. Names 

- Companies 

- Street Signs 

1. Drinking (and Love) 

2. Advertisement / Informational 

Signs 

3. Graffiti 

4. Food / Drinks 

5. Culture (Multicultural / Art) 

6. Events 

7. Buildings, Art, Memorials 

 

Participants were asked to draw comparisons and reflect on the meanings of the linguistic landscapes in 

each specific context, and in general (see Appendix R for prompt). Out of 47 responses from across the 

three sections included in the current study, one student still seemed to misunderstand the concept of 

linguistic landscapes, stating: „Ich denke ein ‘linguistiche landschaft‘ ist nicht wichtig, wir sind Humanitat, 
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wir konnen die sprache sprechen das wir moechte sprechen“185 (Henri, SS15 Sec 2). It would seem that the 

participant may have been under the impression that linguistic landscapes had something to do with 

enforcing discriminatory language policies, an issue that is close-to-home for learners in a region in the US 

where the English-only movement is still dominant. While some responses were very brief or concrete 

descriptions of a particular photograph, nearly all responses indicated the students’ ability to use German 

to express abstract thoughts that were comprehensible to the instructor on the extent to which they felt 

people are influenced by various kinds of linguistic landscapes. One main theme that emerged focused on 

the benefits for drawing attention to sociocultural aspects that may otherwise be silenced, such as the 

following comment shows:  

Für die Deutsch in [Stadt] Kategorie, sagt es, dass wir nur in bisschen Verständnis an ihrer Kultur 

haben. […] Für mich, mögte ich die Fotos von Deutschland. Ich dachte, dass die Fotos mit Graffiti 

interessant waren, weil sie zu mir eine unterschiedliche Seite der deutschen Kultur zeigte. Diese 

war eine Seite, dass ich normalerweise nicht sehen würde. Diese „linguistische Landschaft“ ist 

wichtig, weil es die unbemerkte Seite der Kultur zeigt.186 (Sam, SS15 Sec 1) 

Sam first addressed what they perceived as an absence of cultural appreciation in the US, but gave no further 

details, in order to expand on the photos related to Leipzig’s linguistic landscapes–the biggest category of 

photographs from there was graffiti by far and for Sam, this was a part of the German culture that they 

would otherwise maybe never have known about or experienced.  

Another student from SS15 Sec 2, Page, also commented first on the perceived lack of cultural 

awareness in the US, referring to a few photographs taken in the city where the university is located (Linden 

Street and Himmel Park): “Amerika betreuen nicht über die Kultur; niemand weißt wer ‘Linden’ ist. 

                                                           
185      I think a “linguistic landscape” is not important, we are humanity, we can speak the language, that we would 

like to speak. 
186      For the German in [city] category, it says that we only have a little understanding of their culture. […] For me, 

I liked the photos from Germany. I thought that the photos with graffiti were interesting because they showed me a 

different side of the German culture. This was a side that I normally would not see. This “linguistic landscape” is 

important because it shows the unnoticed side of culture. 
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Niemand denkt dass Himmel Park ist etwas mehr dann eine Zuname.”187 The comment Page made next 

about Heineken is in reference to two photos from the Leipzig data (on a day-trip to nearby Wernigerode 

in the Harz mountains): “Aber, wir alles kann deutsch Bier begreifen (mindestens Heineken, nein?). Und 

hohen Seelen, wie Einstein? Alles hat vergessen, dass er im Deutschland geboren war.188” The lack of 

verbal clues creates a sense of ambiguity–did Page really think that Heineken is a German beer? Or could 

this be read as a sarcastic remark? Page then also reflected on the photographs of graffiti from Leipzig, 

citing John Lennon in a final conclusion about how looking to linguistic landscapes can help us create 

connections to people everywhere: “Dahin ist so viel mehr in Deutsches Kultur, wir sollten mehr lernen. 

[…] Sogar die Graffitis haben etwas schön, menschlich, einzig. Dieses Bilder machen uns schauen, dass 

wir alles gleich sind. ‘Vorstellst du alles die Leute…’ (Lennon)”189 (Page, SS15 Sec 2). Many students 

elaborated on similar ideas, emphasizing the potential for critical, sociocultural learning and transcultural 

connections by simply paying attention to their linguistic landscapes.  

In this regard, Robin (FS15) noted something of which long-term SA organizations warn their 

participants, namely the fact that two such seemingly similar cultures may have major differences as well, 

which can lead to “clashing of cultures” (see Peyton’s comment in chapter 2) and culture shock: 

“Kategorien das nicht hier ist Alkohol und Graffiti weil die Mindelstatter für Alkoholkonsum und es ist 

illegal zu Graffiti. Es könnte sind das die kulturen ist sehr anders zwischen Amerika und Deutschland“190 

(Robin, FS15). Another student from that same section noted the silencing within the linguistic landscapes 

of the US due to the taboo-isierung of graffiti and alcohol: “Ich denke das im Deutschland Bier und 

Alcohol sind mehr akzeptiert als in [unserer Stadt]. Das ist warum Deutschland einen spezifischen catagory 

für Alkohol. Auch, Popkultur und politischen Graffiti nicht so viel in [unserer Stadt], weil die Gesetze und 

                                                           
187      America doesn’t care about culture; no one knows who “Linden” is. No one thinks that Himmel Park is 

something more than a last name. 
188      But we can all understand German beer (at least Heineken, no?). And high souls, like Einstein? Everyone 

forgot that he was born in Germany. 
189      Yet there is so much more in German culture, we should learn more. […] Even the graffiti has something 

beautiful, human, unique. These pictures make us see, that we are all the same. “Imagine all the people…” (Lennon) 
190      Categories that are not here is alcohol und graffiti because the minimum age for alcohol consumption and it is 

illegal to graffiti. It could be that the cultures are very different between America and Germany. 
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die Polizei kann strenger existieren“191 (Avery, FS15). In FS15 there seemed to be more of a focus on the 

local LL in general and a common theme that emerged in that section was related to what participants had 

learned from their classmates about the presence of German and German-ness in their local setting, things 

that would have otherwise gone unnoticed or silenced. Those ranged from the long history of German 

influence in the US to excitement about German food, as mentioned in the following excerpt: “Ich habe 

gedacht, dass das interessantere Foto das Foto eines deutschen Nahrungsmittellastwagens in [unserer 

Stadt] war. Ich hatte keine Idee es gab deutsches Essen in Tucson. Das war sehr aufregend zu erfahren”192 

(Kenan, FS15). 

Another theme that emerged across all three sections was a more explicit focus on the German 

language, the ambiguity that can arise when insufficient contextual information is available, and the 

symbolic power that linguistic landscapes may entail for influencing the understanding of single words. For 

instance, in reference to a photograph of a fast food chain known for its hot dogs, despite its misleading 

name, the participant who originally posted it to the discussion on the online course website explained in 

the following terms: 

Ah, Wienerschnitzel. Es ist nicht Deutsch, aber viel Amerikaner denken es richtig.  Erste, 

Wienerschnitzel ist zwei wörter: Wiener und Schnitzel.  Es kommt aus des Österreiches Essen, 

Wiener für die Stadt Wien und Schnitzel für das Essen.  Ich denke an Wienerschnitzel Deutsch Sein 

ist sehr lustig.  Das Restaurant ist ein gutes beispiel von Falsch Deutsch im Amerika.193 (Sloan, 

SS15 Sec 1) 

In the final unit reflection, Daryl commented on that photograph, stating: 

                                                           
191      I think that in Germany beer and alcohol are more accepted than in [our town]. That is why Germany has a 

specific category for alcohol. Also, pop culture and political graffiti are not so much in [our town], because the laws 

and the police can exist more strictly. 
192      I thought that the more interesting photo was the photo of a German food truck in [our town]. I had no idea 

there was German food in Tucson. That was very exciting to experience. 
193      Ah, Wienerschnitzel. It is not German, but many American think it right. First, Wienerschnitzel is two words: 

Wiener and Schnitzel. It comes from the Austrian food, Wiener for the city Vienna and Schnitzel for the food. I 

think of Wienerschnitzel being German is very funny. The restaurant is a good example of false German in America. 
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Linguistische Landschaft ist wichtig, weil es können die Bedeutung gewechselt. I.e., „Schnitzel“ in 

[unserer Stadt].  ist nicht immer wie „Schnitzel“ in Deutschland (und dann Schnitzel in eine Stadt 

ist andere [dass ist in Deutschland]). Jeder wort in eine Sätze ist wichtig, also einen wort in andere 

Land/Aufbau ist mehr wichtig.194 (Daryl, SS15 Sec 1) 

Another student also referred to the power of the linguistic landscapes for determining not just what people 

may think a word means, but what perspectives and (mis)perceptions may arise about an entire group of 

people: 

Im Leipzeig, sie haben mehr Kultur Ausdruck. Ich leibe die Fotos von Graffiti. Die Graffiti und 

Kunst war ähnlich zu Text im ein Buch. Sie speiche aber die Werte und Geschichte von Leipzeig. 

Aber, [unsere Stadt].  hat minimal Fotos von Deutsch Kultur. […] Ich denke dass Amerika hat ein 

ein Sterotypish Idea von Deutsch Kultur. Und dass ist war es ist wichtig zu die „linguistische 

Landschaft“ achtet. Es konnen entscheiden was wir denken von andre Kultur.195 (Logan, SS15 Sec 

1) 

Logan referred to what they considered the stereotypical portrayal of German culture in the US and realized 

the damage that the omission of a more multifaceted depiction of a cultural group can have–not only in 

public linguistic landscapes, but also those presented in books. Logan was impressed by the photographs 

of graffiti and said they showed more about the values and history of Leipzig than a text in a book could. 

In this regard, Logan has begun to “read” texts from the lens of “literariness”, as addressed above–namely 

as a process that is meant to prompt the reader to “wonder about degrees of reality”.  

The power of linguistic landscapes to bring students to pose questions of broader sociocultural 

ambiguities and impact, is explicitly identified in the following response: 

                                                           
194      Linguistic landscape is important because it can change the meaning i.e., “Schnitzel” in [our city] is not 

always like “Schnitzel” in German (and then Schnitzel in one city is different [that is in Germany]). Each word in a 

sentences is important, so a word in another country/setting is more important. 
195      In Leipzig they have more cultural expression. I love the photos of graffiti. The graffiti and art was similar to 

text in a book. But they save the value and history of Leipzig. But [our town] has minimal photos of German culture. 

[…] I think that America has a stereotypical idea of German culture. And that is why it is important to pay attention 

to the LL. It can decide what we think of another culture. 
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Von die Deutschen Fotos, ich denke dass die Foto mit dem Ost-Deutschland Autos sehr interesant. 

Es zeigt etwas uber Ost_Deutschlands Geschichte, und auch dass die Deutschen wollen es nicht 

vergessen. Ich finde dass sehr interesant. Warum wollen sie es nicht vergessen? War es nicht ein 

schlechtes zeit? Ich nehme an, dass fragen wie diesen ist warum es wichtig ist fur man auf die 

„inguistische Landschaft“ achtet. Es zeigt was die Menschen denken ist wichtig, und veranlasst 

interkulturelle Fragen.196 (Harper, SS15 Sec 1) 

Harper first reflected on a photograph from Leipzig that they in class had not “understood” because they 

did not recognize the Trabis, the cars of the former GDR. In the reflection however Harper does not simply 

state this newfound factual information. Rather, Harper reflects on the symbolic power of the Trabi and its 

connection to the East German past and present. For Harper, life in the GDR must have been so terrible that 

the people would want to forget and silence it. But through the public caravan of these Trabis through the 

city center of Leipzig almost 25 years after the opening of the Berlin Wall, Harper realizes that may not be 

the case entirely and wonders why. Although Harper does not receive an answer immediately, they 

acknowledge that as precisely the point of bringing linguistic landscapes into the FL classroom: to raise 

questions on various sociocultural issues that may otherwise go unnoticed or be silenced. 

 

5.4.3 Conclusion  

Sub-study 3 highlighted some of the affordances of various dimensions of linguistic landscapes for FL 

learners who are bound by the situated-ness of their language learning context, one in which the language 

being learned is scarcely represented, by bringing the study abroad experience directly into the FL 

classroom through photographs of linguistic landscapes taken by SA students as well as in-person 

interviews with those former SA students; encouraging participants to explore the linguistic landscapes of 

                                                           
196      Of the German pictures, I think that the picture with the East Germany cars very interesting. It shows 

something about East Germany’s history and also that the Germans don’t want to forget it. I think that is very 

interesting. Why don’t they want to forget it? Wasn’t it a bad time? I suppose that questions like this are why it is 

important for one to pay attention to the “linguistic Landscape”. It shows that what people think is important and 

initiates intercultural questions. 
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their own everyday surroundings; and exposing them to multiple representations of linguistic and semiotic 

landscapes in various media from the German-speaking world including music videos, films, and postcards.  

This study revealed the participants’ reflections on the ambiguity of silences in those various linguistic and 

semiotic landscapes by examining the broader context of the landscapes; focusing on specific silences 

identified by participants; and re-storying participant responses, which were elicited through two main 

written data sources on the final unit reflection. The selection and discussion of exemplary participant 

responses has shown that through pedagogical interventions and assessments designed to provoke and 

foreground a sense of ambiguity in regard to silence, intermediate FL learners can make meaning thereof 

beyond a concrete level of description. By calling participants’ attention to German-ness in various 

linguistic landscapes, they were able to draw connections from their everyday surroundings to the German-

speaking world–some of those connections may have been superficial or stereotypical, while others were 

of a much more personal nature.  

Many of the photos from Leipzig’s linguistic landscapes, similar to the soccer postcards, require a 

great deal of sociocultural knowledge and demand an active reader who wonders about the meanings to be 

found within them. This is a challenging task to confront intermediate-level language learners with and 

some participants did not engage with the questions that were intended to prompt reflections. Others 

responded, but were very brief or provided just concrete descriptions of or factual knowledge about a certain 

photograph. At this level of learning, that kind of response is adequate, in particular considering the 

variation in background language experience as addressed in chapter 2. Yet, the overwhelming majority of 

responses indicated the students’ ability to use German to express abstract thoughts about the ambiguity of 

silences due to multiple factors including at the lexicogrammatical, perspectival, and sociocultural levels. 

Another common theme expressed was a positive, although in some instances rather naïve, view of the 

potential of linguistic landscapes for critical engagement with issues of broad sociocultural importance–

and the danger of “silencing” that may arise if linguistic landscapes are ignored. Indeed, the trend across 

the three course sections included in the current study showed the participants’ capacity to identify and/or 

reflect on multiple dimensions of silences, including those on an indexical level of the unsaid i.e., taken for 
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grantedness of idiomatic phrases, cultural expressions, or naturalized myths as well as those on a symbolic 

level due to excess of meaning in the creative use of metaphor and manipulation of language to establish 

or subvert power.  

Further studies on multiliteracies-inspired linguistic landscape activities might better indicate how 

Malinowski’s (2015) framework may allow learners to more conscientiously explore the ambiguities of the 

conceived, perceived, and lived spaces of various linguistic landscapes. The aim of confronting FL learners 

with the ambiguous texts of linguistic landscapes was not just simple understanding (What does this literally 

mean in my mother tongue?); but rather sub-study 3 highlighted the pedagogical potential of linguistic 

landscapes for exposing FL learners to, and bringing them to reflect critically on perspectives in life that 

may otherwise be ignored, or silenced by questioning that “one literal meaning” and looking for other 

potential meanings that may exist: What could this mean to someone else? What could this have meant in 

another space? What conceived and perceived meanings become lived spaces through our active 

engagement with linguistic landscapes, and thus instill in FL learners a sense of appreciation for language 

learning in general? By posing such questions, learners engage in developing a sense of literary thinking, 

which might aid in smoothing the transition between lower- and upper-levels of collegiate-level FL 

instruction. 

 

Chapter 6: Embracing Ambiguity in FL Pedagogy as All-Encompassing Endeavor 

6.1 SUMMARY OF FINDINGS 

The three sub-studies in this dissertation showed how tasks and assessments can be designed and 

implemented that allow for ambiguity to be incorporated more comprehensively across the curriculum of 

an intermediate level German language and culture class. In so doing, the current study shed light on the 

actual experience of FL learners and educators in navigating ambiguous situations related to genre, 

perspective, and silence. Each study included an element of ambiguity as deviation from the norm, 

highlighting the purposeful, creative, to an extent even subversive manner in which FL learners can use and 

manipulate the language—thus revealing that FL learners can develop a kind of “literary thinking”. The 
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current study included a gauge of initial level of comfort with ambiguous texts and situations which 

indicated participants’ ability to identify dimensions of ambiguity that were largely related to: lexico-

grammatical aspects, genre, perspective, and silences. Participant reactions ranged from 

disregard/disengagement, dislike, unease, uncertainty, consideration of individual situated-ness, to pleasure 

in ambiguity. Sub-study 1, which focused on how to teach ambiguity of genre through fairytales, showed 

that the approach taken to materials and assessment development allowed learners with various levels of 

language learning background and prior knowledge of the fairytale genre to at minimum expand their target 

language vocabulary related to that genre—while others were able to move beyond concrete definitions or 

descriptions and reflect more abstractly on the multiplicity of interpretations and perspectives within the 

fairytale. Sub-study 2 showed that by incorporating ambiguity of perspectives through texts on exile and 

migration, participants were able to take, make, and reflect on perspectives other than their own in regard 

to those topics. The study pointed to audio recordings as the more adequate instrument for data collection 

that is meant to reflect the (imagined) experience of the FL learners in navigation of ambiguous situations 

and emotions, although written reflections also enabled participants to make connections not only to the 

texts from the related segment of the course, but to perspectives they had encountered in other texts, poems, 

and images from throughout that unit, as well as to concrete fairytales. In so doing, participants reflected 

critically on “ugly” perspectives in life i.e., the aspects in life that may otherwise be ignored, omitted, or 

silenced. Sub-study 3 showed how implementing various linguistic landscapes from the German-speaking 

world into the FL classroom–including those represented in music videos and films about soccer, postcards 

and photos collected and taken by SA instructors and students—allowed participants to reflect on or 

appropriate multiple dimensions of silence including: the unspoken; paralanguage; taken for granted aspects 

of language; use of taboos or symbolism for subversion of power; censorship, oppression, manipulation. 

Furthermore, participants were given the task of looking for German in the linguistic and semiotic 

landscapes of their own everyday surroundings. The photos taken by both SA students as well as the FL 

students in the US indicated their tendency to view much more than signage as belonging to the linguistic 

landscapes, as well as to engage with the literariness of the language in use. 
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6.2 IMPLICATIONS FOR FUTURE RESEARCH 

This study has shown that in order to move beyond just tolerating ambiguity, but more wholeheartedly 

embracing it into FL pedagogy, it needs to be viewed as an all-encompassing endeavor at multiple levels. 

FL course curriculum, materials, and assessment development all need to be informed and guided by the 

intent to more comprehensively incorporate, rather than reduce or eliminate, the amount of ambiguity that 

is incorporated into the FL classroom. This can be achieved in part through bringing a broad range of genres 

into the curriculum in order to offer multiple perspectives on the symbolic, metaphoric, and literary nature 

of all language and texts. This involves careful consideration of the modality of texts, corresponding tasks, 

and assessment formats, as well as the grading and weighting of certain course components from a 

multiliteracies perspective. Ideally, it also involves close collaboration with faculty from various fields of 

interest as well as graduate students and instructors from various backgrounds, and even undergraduate 

students and the learners themselves into the materials development. For the current study, I was able to 

collaborate with experts from second language acquisition, linguistics, cultural, film, and literary studies 

and during the initial semester of implementation, I also had the unique opportunity of inviting a guest 

writer-in-residence into the classroom, whose first language learned was not German, but who now works, 

writes, and lives in German(y). Similar efforts allow for participation in literature as a living institution–

not only for the instructor, but for the learners as well.  

Moving toward a pedagogy of ambiguity as it was presented in this study was based on a learner-

focused approach to education and pedagogy, one that was meant to give power to learners in “…a sustained 

process whereby somebody(s) acquires new forms or develops existing forms of conduct, knowledge, 

practice and criteria, from somebody(s) or something deemed to be an appropriate provider and evaluator” 

(Bernstein, 1999, p. 259). This view of pedagogy considers both learners and educators as active 

participants in the educational process; in fact it first acknowledges those people who are acquiring not just 

new knowledge or facts, but entirely new ways of thinking and being, followed by those (people or things) 

who are deemed to be an appropriate provider. In regard to FL learning, pedagogy is then a sustained 
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process that is performed with the learners as participatory subjects in mind and requires an appreciation 

for the role of language learning as providing more than “practical skills or tools for effective 

communication” (Warner, 2011, p. 15). Rather, FL educators as facilitators of ambiguity have the 

opportunity to cultivate a sense of literary being in their learners. This means they are responsible for 

scaffolding the learning process in such a manner that learners’ are provided clues for coming to perceive 

the ambiguous texts and situations that they may encounter as desirable. This is not an easy endeavor, and 

will continue to require professional development opportunities for FL instructors–including more 

possibilities for graduate students at FL departments who are teaching lower-level language courses to 

conduct similar qualitative classroom-based studies on the actual experience of learners and instructors in 

dealing with ambiguous situations and texts. Continued efforts in ensuring that instructors are receiving the 

proper training will be critical for moving toward a sustained process of incorporating ambiguity and 

enabling literary thinking across the FL curriculum. Longitudinal studies, based on models such as those in 

Allen, 2011; Allen & Dupuy, 2011; Dupuy & Allen, 2012, could track learners and instructors over time 

and bring in more voices from broader contexts that would offer further insight on the issues mentioned in 

the concluding section of the three sub-studies by exploring the application of pedagogical models and 

approaches similar to that which has been presented here and are “rooted in the complexity, rather than the 

transparency or translatability of social and linguistic encounters” (Warner, 2011, p. 15). Complexity and 

ambiguity are crucial for a sustained pedagogical endeavor in which ambiguity is not treated in isolation, 

or as something that is to be overcome, rather as a formally recognized pedagogical component that is 

systemically and purposefully integrated into all aspects of the institutionalized, instructed FL context 

including professional development so that educators at all levels are better equipped to assist learners in 

navigating the ambiguities of the FL experience.  
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APPENDICES 

Appendix A: IRB Consent to Participate in Research (2.3.1) 

Study Title:  

 

Materials and Assessment Development for a Multiliteracies-Based 

German Language Class 

Principal Investigator: Diane Richardson 

 

This is a consent form for research participation. You are being invited to take part in a research study. 

The information in this form is provided to help you decide whether or not to take part. Although class 

participation is mandatory, you are under no obligation to participate in this study. Whether or not you 

choose to participate will have no impact on your standing in this course, and you may decide to not 

begin or to stop the study at any time. The PI will not be notified of your decision whether or not to 

participate until after final grades have been submitted at the end of the semester. 

Why is this study being done? 

The focus of this study is the incorporation of multiliteracies-based materials and assessments in the 4th 

semester German class offered at the University of Arizona (GER202) and how these materials and 

assessments enhance the language learning experience. 

What will happen if I take part in this study? 

As part of your coursework in GER202, you will engage in a number of newly developed activities and 

assessments. Consent to participate will allow the PI to use any audio recorded or written assignments, 

reflections, or assessments that you produce during the semester as data in a pilot study. Certain lessons 

may be video recorded and transcribed. Statements you make in those lessons may also be considered for 

data analysis. 

If you consent, you may also be invited to semi-structured interviews throughout or after the semester to 

reflect on specific assignments–you will be asked about the choices you made in the assignments, what 

you learned from those assignments and be given a chance to give feedback on the nature of the 

assignments. These interviews will be recorded and select statements may also be used for data, should 

you consent.  

If excerpts from your work are used as data, they will be assigned a code name, and your real name will 

not appear in any publication of the data.  

There are no direct benefits to participants, but findings will hopefully be of use to other foreign language 

teachers and learners in the future. 

Can I stop being in the study? 

Yes, your participation is voluntary. You may refuse to participate in this study. If you initially 

decide to take part in the study, you may still leave the study at any time. No matter what decision 

you make, there will be no penalty to you. Your decision will not affect your future relationship 

with The University of Arizona. Your decision will not affect your grades or status in the course. 

Will my study-related information be kept confidential? 

Every effort will be made to keep your study-related information confidential. Consent forms will be kept 

by the Business Manager of the School of Languages, Literatures and Cultures, Gennady Sare, until all 

final grades have been recorded for this semester. In addition to the PI, only representatives of regulatory 

agencies (including The University of Arizona Human Subjects Protection Program) may be allowed to 

access your records. If for any reason you decide to change your participation status during the 
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duration of the semester, you are welcome to see Gennady Sare (Learning Services Building, Rm. 

208) and retrieve your form. 

However, there may be circumstances where this information must be released.  For example, personal 

information regarding your participation in this study may be disclosed if required by state law. Also, your 

records may be reviewed by the following groups (as applicable to the research): 

 Office for Human Research Protections or other federal, state, or international regulatory 

agencies 

 The University of Arizona Institutional Review Board or Office of Responsible Research 

Practices 

What are my rights if I take part in this study? 

You may refuse to participate in this study without penalty or loss of benefits to which you are otherwise 

entitled. 

If you choose to participate in the study, you may discontinue participation at any time without penalty or 

loss of benefits. By signing this form, you do not give up any personal legal rights you may have as a 

participant in this study. 

You will be provided with any new information that develops during the course of the research that may 

affect your decision whether or not to continue participation in the study. 

An Institutional Review Board responsible for human subjects research at The University of Arizona 

reviewed this research project and found it to be acceptable, according to applicable state and federal 

regulations and University policies designed to protect the rights and welfare of participants in research. 

Who can answer my questions about the study? 

For questions, concerns, or complaints about the study you may contact Diane Richardson by email at 

dfr1@email.arizona.edu or Prof. Chantelle Warner at warnerc@email.arizona.edu. 

For questions about your rights as a participant in this study or to discuss other study-related concerns or 

complaints with someone who is not part of the research team, you may contact the Human Subjects 

Protection Program at 520-626-6721 or online at http://orcr.arizona.edu/hspp. 

 

PLEASE NOTE:  YOU MUST BE 18 YEARS OF AGE OR OLDER TO PARTICIPATE. 

By signing this form, I affirm that am 18 years of age or older, that I have read the information contained 

in the form, that the study has been explained to me, that my questions have been answered and that I agree 

to take part in this study.  

I realize that my consent will allow the PI to use my recorded and written homework assignments and 

assessments in her data, as well as transcribed statements from any lessons that may be video recorded.  

I understand that my name will be kept completely anonymous in any implementation and reporting of her 

data and that participation will in no way effect my grade or standing in the course.  

I voluntarily agree to participate in this study. I am not giving up any legal rights by signing this form.  I 

will be given a copy of this form. 

   
Printed name of subject  Signature of subject 

   

 

 

AM/PM 
  Date and time  
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Future Follow-up interviews 

I affirm that the PI may contact me in the future to set up an interview to ask me questions about coursework 

from throughout the semester. I understand that these interviews will be recorded, transcribed, and that 

statements I make may also be used as data. I understand that if any transcribed excerpts from these 

interviews are used, I will be assigned a code name, and my real name will not appear in any publication 

of the data. 
 

 

  

Printed name of subject  Signature of subject 

   

 

 

AM/PM 
  Date and time  

    
 

Below is my contact information that the PI may use to set up an interview.  

Email:____________________________ 

Phone:____________________________ 

 

Investigator 
I have explained the research to the participant before requesting the signature(s) above.  There are no 

blanks in this document.  A copy of this form has been given to the participant or to the participant’s 

representative. 

 
   
Printed name of person 

obtaining consent 

 Signature of person obtaining consent 

   AM/PM 
  Date and time  
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Appendix B: Curriculum Overview (2.3.3) 

FOURTH SEMESTER GERMAN: OVERALL COURSE GOALS 

 Can navigate longer stretches of more complex literary and non-literary texts (written, visual, oral).  

 Can express thoughts, opinions, and ideas in longer stretches of oral and written reflections and texts (with increased emphasis on peer and self-revision). 

 Can identify and recreate the typical elements of familiar genres (i.e., fairytale), even in other less familiar genres (i.e., cabaret).  

 Can recognize and implement linguistic and paralinguistic elements related to humor, irony,  metaphor, symbolism, etc. in order to unearth and also convey direct 

or indirect criticism of sociocultural situations throughout the history of the German-speaking world while making connections to one’s own worlds. 

 Can speculate on the experiences, events, dreams, hopes & ambitions of other people or characters, fictional or nonfictional, by taking on their perspective. 

 Can acknowledge the individual grammar and multiple meanings that various texts and people possess and create.  

 

*Unless otherwise noted, the activities listed here are the original from SS15. Since then some have been eliminated, moved to the 3rd semester course or adapted to a 

different form, and in some instances new tasks have been added to replace (this is generally noted). 

Unit A: The Fairytale of the Fairytale 

Learning Objectives (Communicative 

Functions) 

(Text)-related tasks Texts / Themes 

 

Structures Cultural Perspectives  

 Short Writing Assignment 1    

A1) To take on the perspective of a fairytale 

or fictional figure 

A2) To consider how people present 

themselves on social media 

Create a Fakebook profile for a 

fairytale or other fictional 

character 

- Audio Recording 1 and 

Essay 1 build on this 

Fakebook Profile for 

Fairytale Character 

Review of basic 

vocabulary for 

introducing oneself 

How we and others 

present ourselves on 

social media 

A3) To refresh and discuss strategies for 

writing spontaneously (in a foreign 

language), without a dictionary or other 

resources 

A4) To reflect on what a fairytale is 

A5) To reflect on what it means to be 

“märchenhaft”, i.e., “fairytale-esque” or “like 

in a fairy tale” 

- In-class written reflection 

on “What is a fairytale?” 

and “What does it mean to 

be fairytale-esque?”  

Tips for writing in a foreign 

language 

Writing strategies 

 

Recognizing the multiple 

perspectives of fellow 

students 

A6) To refresh and discuss reading strategies 

A7) To use a dictionary to find the most 

appropriate meaning of a word (i.e., 

“Aufklärung”) 

- Brief written reflection on 

what Ss learned and what 

open questions they have 

Newspaper Article: “The 

fairy tale of the fairy tale” 

Reading strategies; 

How to use a (foreign 

language) dictionary 

Historical tradition of 

fairytales in Germany 

and how they have 

changed over time 

A8) To engage with perspectives of people 

from the German-speaking world on what it 

means to be “märchenhaft”, i.e. “fairytale-

esque” or “like in a fairytale” 

- Webquest to find 

information about the 

celebrities/artists (CL 

Activity 1): Online and in-

class discussion 

Online Written Interview 

with (German-speaking) 

celebrities and artists 

Basic language for 

introducing another 

person 

People who are well-

known in the German-

speaking world and their 

favorite fairytales 

A9) To familiarize oneself with the standard 

structure and elements of a traditional 

fairytale 

- Discussion of 

symbolism/various 

cultural interpretations of 

LRRH 

Traditional Fairy Tale: Little 

Red Riding Hood (Grimm 

Version) 

Impersonal-you 

imperative 

Less familiar variations 

of otherwise familiar 

fairytales 
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A10) To identify elements in a traditional 

fairytale that may seem “strange” today 

A11) To visualize the written in drawing 

A12) To share multiple ways in which 

meaning is made 

- Visual representation of 

the ending (with the 2nd 

wolf) 

A13) To compare a re-make with a 

traditional version of a fairytale 

A14) To discuss the portrayal and role of 

women and men in various historical 

contexts 

 

Audio Recording 2  

CL Activity2 provides 

sociocultural context 

Little Red Riding Hood 65 

(Anneliese Meinert) 

Language for telling a 

more lively story 

Gender roles 

Social movements in the 

1960s in (West) 

Germany 

A15) To introduce elements of film analysis 

A16) To identify elements of a traditional 

fairytale that become “even more strange” in 

film versions 

A17) To discuss influence of sociohistorical 

context on re-makes 

A18) To analyze film characters and 

speculate on their symbolic meanings 

Viewing and listening exercises 

Character analysis in small 

groups 

 

Little Red Riding Hood Film 

(DEFA, 1965) 

 

Language for film 

analysis (in particular 

character analysis) 

The film industry in 

Germany throughout 

history 

A19) To identify common characteristics of a 

parody 

 

Viewing and listening 

exercises; priming for Group 

Project 1 (create own fairy tale 

parody) 

Little Red Riding Hood 

Parody (Monty Python Film 

Clip) 

Language for describing 

people and animals 

A British perspective of 

German fairytale 

tradition and US-

patriotism  

A20) To read, analyze, and present on a 

lesser-known fairytale 

 

(Group) Mini-presentation on 

one additional fairy tale: begin 

preparation in CL Activity 3  

Reflection in Audio Recording 

3 

Additional fairy tales 

(Grimm / H.C. Andersen) 

Each student/group 

chooses one grammatical 

structure and creates an 

exercise for the class to 

complete 

Exposure to multiple 

lesser-known fairytales, 

with discussion of 

strangeness and 

connection to present 

A21) To collaborate with a group in order to 

produce a parody / remake/ variation of a 

fairy tale  

A22) To demonstrate creativity and 

teamwork despite limited time and resources 

Group Project 1: Parody of a 

fairy tale  

   

 Unit 1 Reflection 

 

- LRRH in Berlin dialect 

- Image: LRRH in 

Dresden 

 

- Follow-up: 

Grammar of Berlin 

dialect 

Regional variations / 

interpretations / dialects  

Unit B: The Fairytale-esque in Other Literary Texts 

Learning Objectives  (Text)-related tasks Texts/Themes Structures Cultural Perspectives 

B1) To discuss the development of humor 

throughout time and how it can be used as a 

means of rebellion 

B2) To analyze the literal use of language 

and sayings 

- Essay 2 builds on this 

- Mini-group presentation: 

written, visual, oral 

summary of one tale 

The Tales of Till 

Eulenspiegel 

Individualized 

vocabulary practice – 

identifying, 

contextualizing, 

Medieval Literature 
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B3) To experience a mini-lecture with a 

German-native professor 

 

(Discussion Post with 

picture) 

- Guest lecture by Prof. 

Albrecht Classen on 

“Humor in the Middle 

Ages” (plus written 

reflection) 

explaining words that are 

meaningful to the learner 

B4) To discuss the way emotion is expressed 

through verbal and non-verbal means 

- Viewing and listening 

exercises Bauer 

„Der Bauer an seinen 

durchlauchtigen Tyrannen“, 

Gottfried August Bürger 

Language for poetry 

analysis 

Sturm und Drang 

Movement 

 

B5) To interpret a classic romance/tragedy 

from a modern-day perspective 

 

- Viewing and listening 

exercises for Werther 

- Write a text message from 

Werther to Albert about 

Lotte – CL Activity5 

Die Leiden des jungen 

Werther (Videos plus 

excerpt), Goethe 

Adjectives and adjective 

Endings 

Sturm und Drang 

Movement 

B6) To analyze the way emotion is expressed 

in a picture / painting / piece of art 

- Writing exercise: 

Individual initial 

associations with painting 

Die Auferstehung, 

Kandinsky 

Language for description 

of artwork / images 

Expressionism 

 

B7) To identify typical reactions to bugs 

B8) To draw connection to the perspective of 

the bug  

B9) To speculate on the perspective of a 

writer (Kafka)  

- Draw and orally 

summarize a segment of 

Verwandlung 

- Write a response to Dr. 

Wolff as Kafka  

- Audio Recording 5 
corresponding to 

Verwandlung (SS15, FS15 

/ SS16 – written response 

in Unit Reflection 2) 

Mid-Unit Résumé: CL 

Activity6 (SS15) 

Die Verwandlung (Excerpt), 

Kafka; 

Letter to Kafka from Dr. 

Wolff 

 

Language for formal 

letter writing 

Expressionism 

(Kafka-esque) 

B10) To consider the literariness of 

deconstructed language 

B11) To justify what a text / literature is 

- Listening exercises 

 

Karawane, Hugo Ball 

(SS15) 

An Anna Blume, Kurt 

Schwitters 

schtzngrmm, Ernst Jandl 

Recycling of language 

for poetry analysis 

Dadaism  

Intro to-Post WWII 

B12) To realize the multiple possibilities of 

translating a text, a phrase, even a single 

word 

B13) To experience the process of writing a 

poem 

- Translate with a partner / 

group Ottos Mops into 

English 

- With a partner, write own 

poem based on / similar to 

Ottos Mops – CL 

Activity4 

- Audio Recording 4 

Ottos Mops, Ernst Jandl  Rhyming words, animals *Only SS15, afterwards 

moved to 3rd semester 

course 
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B14) To predict the common themes in a text 

B15) To analyze the narrative structure of an 

excerpt of a novel 

B16) To speculate on the author’s choice of 

narrative structure 

 

- Pre-reading: brainstorm 

common themes from 

quotes from the text 

(without knowing what it 

is about)  

- In-class writing exercise: 

reflection on the narrative 

structure 

- Corresponding Audio 

Recording 6  

Transit, Anna Seghers 

(excerpt) 

Verbs as adjectives or 

nouns 

Life in exile 

 

B17) To discuss the role of government 

censorship in media 

B18) To unpack the ambiguous nature of 

language used to make hidden commentary 

or critique 

- Identifying symbolism, 

metaphors, fairytale-esque 

in Mann’s cabaret text 

- Introduction of Group 

Project 2 (create “cabaret” 

group) 

„Kleine Kabarett-

Geschichte“ (informational 

text) 

Märchenhaft; Erika Mann 

(Supplementary: Article 

from Dr. David Chisolm on 

cabaret) 

Recycling of language 

for poetry analysis 

History of cabaret in 

German-speaking world 

B19) To propose a definition of “Europe” 

and “borders” 

B20) To identify fairytale-esque elements in 

an unfamiliar tale 

 

- Draw/orally present a 

comic for a segment of the 

Tawada tale 

Wo Europa anfängt, Yoko 

Tawada 

Supplementary: Tawada’s 

Strangeness (Article) 

Re-telling a story Perspective of a 

Japanese-born writer 

living in Germany 

 

B21) To draw connections across German-

language works by writers whose first 

language was not German 

B22) To engage with a resident of Germany 

in a formal setting 

- Interview with Şenocak 

(SS15) 

- Used for Audio Recording 

6 in FS15/SS16 (students 

watch/listen to the video 

recording) 

 

Der Kompass & Ein 

Telefoninterview, Zafer 

Senocak 

 

Formal questions 

 

Perspective of a Turkish-

born writer living in 

Germany 

 

B23) To appraise the symbolic power of the 

“bridge”  

B24) To empathize with asylum seekers  and 

their potential feelings of uncertainty and 

doubt 

B25) To discuss the multiplicity of 

associations with “home” (Heim / Heimat / 

zu Hause) 

B26) To voice opinions on a film 

B27) To deduce the grammatical “rules” of 

Kiezdeutsch 

- Identify the non-standard 

use of German grammar 

(and “translate” into 

standard German) 

- Viewing and listening 

exercises for film 

- Writing follow-up for film  

Ich Chef, Du Turnschuh, 

Hussi Kutlucan (and film 

review); 

“Gestern isch war 

Ku’Damm”, Kiezdeutsch 

(Dialogue from TONGUE) 

 

Language for film 

analysis (in particular  

analysis of place); 

Grammar of Kiezdeutsch 

Perspectives of asylum 

seekers in Germany as 

portrayed in film; 

Sociolects 

 Short Writing Assignment 2  Varied from semester to 

semester 

  

 Unit 2 Reflection To draw comparisons 

between all texts in this unit, 
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as well as with the traditional 

fairytale 

 

 

Unit C: The Fairytale-esque in Non-Literary Texts   

Learning Objectives  (Text)-related tasks Texts/Themes Structures Cultural Perspectives 

C1) To discuss the various beliefs and 

opinions of constitutes a “text” and why 

(literary and non-literary) 

C2) To introduce the discussion of what is 

“literature”, what are “literary elements” in a 

“non-literary” text 

* In FS15 & SS16 the order of this unit was 

changed to start with the songs of Dota Kehr, 

followed by Tucholsky’s text, then newspaper 

articles; C1 and C2 were integrated more 

fluidly throughout Unit B and C 

“Reading” exercise for Catan 

directions (SS15) 

Playing instructions for 

Settlers of Catan (SS15); 

Use of student responses 

from Unit 2 Reflection 

Poetic devices What is a text? 

 

C4) To identify critique and literary devices 

in a letter to the editor 

C5) To relate to social issues from the past 

that still exist today 

C6) To examine the language and structure 

of a biography 

Essay 3 based on this: write 

one’s own letter to the editor 

Prime for Final Group Project 

2: Written autobiography 

Avis an meinen Verleger, 

Kurt Tucholsky; 

Tucholsky’s Biography 

Formal letter writing 

phrases 

Language in a biography  

Protesting high book 

prices in the past and 

today 

C7) To analyze the language of letter to a 

newspaper editor and identify literary 

devices 

C8) To identify what arguments are made 

and how they are made in a letter to the 

editor 

 

Corresponding Audio 

Recording 7 

„Autofahren im Alter“, 

Letters to the editor of the 

Badische Zeitung (in 

response to an article title 

“Einparkversuch endete im 

Chaos”) 

Review: Passive voice; 

Intro to receptive 

appreciation of 

Subjunctive I (and the 

related level of doubt that 

is expressed or not 

through it); 

Intro to identifying: 

participle constructions 

Age limitations for 

driving a car; 

Other dangers when 

driving a car 

C9) To digitally visualize the meaning of a 

word 

C10) To decipher the (hidden) 

meaning/critique of German sayings/songs 

 

- Listening exercise 

- Hyperlinking of the songs, 

analysis, presentation – 

CL Activity7 

- SS16: Audio Recording 7 

(reflection on Dota Kehr’s 

music) 

Dota Kehr Biography and 

Songs: Öffentlicher 

Nahverkehr, Utopie, Fluch 

des Schlaraffenlands, 

Überwachte Welt 

German sayings (Critique of) surveillance 

states 

(Critique of) capitalism 

 

C11) To summarize a newspaper article/story 

C12) To express opinion on a newspaper 

article/story 

 

- Choose a newspaper 

article from a German-

language newspaper, read, 

“analyze”, and present it 

to the class  

Various Newspaper Articles Language for expressing 

opinion; 

Continued discussion of 

Subjunctive I 

(Re-)Intro to: 

Nominalization 

Various current news 

stories (chosen by 

students) 
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- Transformed practice: 

Essay 3-writing a letter to 

the editor 

C13) To identify the difference between 

cartoons/comics/caricatures 

C14) To conduct a multimodal analysis of a 

(political) caricature 

- Listening exercise 

- Each student chooses a 

caricature, analyzes, and 

presents 

Comics / Cartoons 

- “Comics zur Lage der 

Welt” (Audio Version 

of Article on Comics 

vs. Cartoons) 

- Cartoons from 

Eulenspiegel (das 

Satiremagazin) and 

other sites 

Language for analyzing a 

caricature 

Cartoons vs. comics and 

their usefulness for 

conveying (social) 

critique 

C15) To identify intertextual references 

C16) To become familiarized with elements 

of a documentary film  

C17) To analyze a documentary film in 

contrast to a cinema film 

C18) To do close readings (viewings) of a 

film in order to identify potential hidden 

messages 

C19) To consider what things are 

(intentionally) left out of a documentary film 

C20) To visualize what it means to take a 

saying “literally” 

 

- Listening exercises for 

soccer songs 

- Listening and viewing 

exercises for films 

- Audio Recording 8 

Sport / Soccer 

- Song: 54, 74, 90, 2010, 

Sportfreunde Stiller 

- Film Clip: Das Wunder 

von Bern (Sönke 

Wortmann) 

- Documentary Film: 

Deutschland: Ein 

Sommermärchen 

(Sönke Wortmann) 

- Songs from the 

documentary film 

(Xavier Naidoo: Dieser 

Weg; Was wir alleine 

nicht schaffen) 

- Clip from ntv 

documentary film: 

Hooligans: Ein anderes 

Sommermärchen 

- Video from „Sendung 

mit der Maus“ (SS15) 

Soccer / sport 

vocabulary; 

Review: da-and wo-

compounds; 

Documentary film 

analysis 

Sport and emotions 

(History of) soccer in 

Germany 

Intertextuality 

Soccer and patriotism 

Patriotism and 

nationalism; 

German virtues 

C21) To analyze postcards from a German-

speaking city (and consider the “historical” 

context) 

C22) To speculate on the importance of 

certain images for US-American students 

studying abroad in Germany 

C23) To hear from upper-level students of 

German about their experiences abroad 

(SS15) 

C24) To act as linguistic landscape 

researchers 

- Multimodal analysis of 

(advertisement) postcards 

- Multimodal analysis of 

pictures from Leipzig 

- Interview with upper-level 

German students who took 

the pictures in Leipzig 

(SS15) 

- Categorization of pictures 

from our town 

- Soccer Postcards from 

Leipzig, Summer 2014 

- LL Student Pictures 

from Leipzig 

- German LL in Our 

Town 

Language for multimodal 

analysis of pictures 

Influence of the Soccer 

World Cup on 

Advertisement in 

Germany; 

Influence of the German 

language in the U.S. 

http://www.eulenspiegel-zeitschrift.de/
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C25) To recognize the influence of the 

German-speaking world in the US 

C26) To identify the “literary in the 

everyday” 

C27) To collaborate with a group to create a 

multimodal product 

C28) To critique sociocultural or historical 

events or situations in a satirical yet 

respectful manner 

Group Project II: Cabaret 

“Website” including individual 

and group biographies, clip 

from a sketch, posters and 

descriptions  

(Present during last week of 

class) 

  Critique of various 

societal issues chosen by 

the students 

 Unit 3 Reflection    

 

ADDITIONAL TEXT AND TOPIC-BASED ORAL AND WRITTEN TASKS 

TASK TYPE TASK DESCRIPTION GOAL/OBJECTIVES STRUCTURES ASSESSMENT 

Audio 

Recordings  

(15% of 

Overall 

Grade) 

Bi-weekly audio-recordings 

completed at home and 

submitted to online 

dropbox 

Overall Goal: To develop ability to speak freely as well as voice 

thoughts and opinions outside of the classroom 

 10 pts. Total, 2 pts. 

Per category: 

Task Completion; 

Coherency & 

Fluency; 

Expression; 

Correctness; 

Pronunciation & 

Intonation 

Audio 

Recording 1 

If I were a fairy tale (or 

other fictional) character… 
- To introduce oneself while contemplating what it might be 

like to be a fictional version of oneself and why 

- To describe and characterize a fictional character 

- To compare oneself to a fictional character 

- Subjunctive II (to talk 

about unreal situations)  

- Word order in 

dependent clauses 

(when offering 

justification) 

 

Audio 

Recording 2 

Retelling of Little Red 

Riding Hood / Strangeness 

in LRRH 

- To retell one of the versions of LRRH encountered at this 

point (Grimm’s Version or Rotkäppchen ’65) 

- To reflect on what seemed strange or odd in that version 

and why 

Structures for telling a story:  

- simple past and perfect  

- time & cause 

markers/conjunctions 

 

Audio 

Recording 3 

Our fairy tale-like fairy tale 

presentations 

- To state and justify opinions on the various fairy tales that 

were presented on in class 

Linguistic structures for: 

- making comparisons  

- stating opinions 

 

Audio 

Recording 4 

Ottos Mops (SS15) 

*FS15: replaced with “Wer 

bist du Fürst?!” 

- To reflect on the difficulties faced when translating a poem 

into English and to account for the variations thereof 

- To reflect on the difficulties when writing own poem in 

German 

- To speculate on the difficulties a translator may have l 

when translating, in particular g a “literary” text and why 

Linguistic structures for 

speculating 
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Audio 

Recording 5 

What would life be like if I 

were a bug? (SS15 – 

afterwards included on Unit 

2 Reflection; replaced with 

reflection “Dichter gibt 

Auskunft”) 

- To speculate on how life would be like as a bug (i.e., as in 

Kafka’s Die Verwandlung) 

- Subjunctive II to talk 

about fictional 

situations  

- Terms for speculating 

 

Audio 

Recording 6 

Pizza is a strange baked 

good 
- To reflect on the symbolic meaning of the pizza in Anna 

Segher’s Transit 

- To reflect on what it means to live in exile 

- Subjunctive II to talk 

about fictional 

situations  

- Terms for speculating 

 

Audio 

Recording 7 

Driving in Old Age  

(In SS16 replaced with 

reflection on criticism in 

Dota Kehr’s music) 

- To respond to a reader’s response to an article in a 

German-language article about driving in old age 

- To reflect on life from the vantage point of an older person 

- Subjunctive I to report 

what someone else said 

- Phrases for stating 

opinion 

 

Audio 

Recording 8 

Germany: A Summer 

Fairytale 
- To reflect on the documentary film of the same title, with a 

focus on potential “hidden messages” 

- Subjunctive I to report 

what someone else said 

- Phrases for film 

analysis 

o Passive voice 

o da-and wo-

compunds 

 

Audio 

Recording 9 

Audio Reflection - To reflect on listening to oneself speak (in a foreign 

language): Does it make you uncomfortable and why? 

What can you learn from listening to yourself? 

- To re-reflect on the audio recordings 

- Past tenses 

- Linguistic structures for 

self-evaluation  

 

 

SHORT 

WRITING 

TASKS 

Take Home, shorter writing 

essays (ca. one page) 

Typed and submitted to 

online dropbox 

To reflect on personal and others’ language learning experience  1 draft, 10 pt grading 

scale 

 

 

 

 
Short Writing 

Assignment 1 

Language Learning 

Background, Week 1 

- To reflect on experiences with language learning thus far 

- To consider the value of language learning in general 

- To voice concrete goals for the current language learning 

experience 

- Past tense 

- Phrases for evaluating / 

stating opinion 

- Comparatives/ 

Superlatives 
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Short Writing 

Assignment 2 

Added in FS15: My 

Fairytale Definition; Week 

6 

- To compare initial fairytale definition from week 1 with 

definition in Unit 1 reflection 

- To reflect on individual learning and conceptual growth or 

change 

- Comparing  

Short Writing 

Assignment 3 

Learning German as a 

Second Language as 

opposed to as a Foreign 

Language; (Week 11) 

- To reflect on the differences in learning a language in a 

country where it is spoken as compared to in a country 

where it is not spoken 

- Speculating 

- Comparing 

 

 

 

 

ESSAYS (3 

VERSIONS OF 

EACH) – 20% 

OF OVERALL 

GRADE  

3 versions of 3 “essays” 

(i.e., longer written task of 

ca. 250 words); Typed and 

submitted to online 

dropbox 

To improve written communication on various topics that 

incorporate some element of “ambiguity” 

 1st draft: 60% task 

completion; 40%  

structure & 

coherence; comments 

on style/ word 

choice/ idiomacity 

2nd Draft: 60% 

structure & 

coherence; 40% 

style/ word choice/ 

idiomacity; 

comments on 

grammar 

Final Draft: 60%  

style/word 

choice/idiomacity; 

40% grammar 

Essay 1 

A day in the life of a fairy 

tale or other fictional 

character 

(*In SS16: revamped as  

Fakebook profile + 

reflection) 

- To tell an exciting / suspenseful diary entry from a 

fictional perspective 

Past tenses 

Causal and time phrases 

Direct speech 

Essay 2 

Playing a prank on 

someone with Till 

Eulenspiegel 

- To tell a humorous story with an element of time travel 

that reflects sensitivity to the intercultural and historical 

differences of humor and life in the Medieval Ages and 

present day 

Structures for telling a story 

Adjectives / Adjective 

endings 

Essay 3 

Letter to the editor - To voice one’s opinion in response to a newspaper article 

(of own choice) from a German language newspaper in the 

form of a letter to the editor 

Formal letter writing 

Indirect speech (subjunctive 

I);  

Passive 

COMPUTER 

LABOR 

ACTIVITIES 

 

Created in class and posted 

to online discussions 

To collaboratively research cultural/historical topics online and 

share; To create multimodal products; To allow for 

asynchronous discussion; To voice their thoughts and opinions 

outside of the classroom 

Varied Varied 

CL Activity 1 Celebrities and Fairy Tales To collaborate with a partner to collect information from the 

Internet about a “celebrity” from the German-speaking world; 

To introduce the celebrity to the class, including information 

from the interview provided 

  

CL Activity2 DEFA: Film in Germany To collaborate with a small group to collect information on 

various topics pertaining to film history in Germany, film 

analysis, and life in the 1960s in Germany; 

To present this information to the class 
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CL Activity 3 

Preparation for Mini-

presentation I 

(Only SS15) 

To gather information about and read one additional fairytale; 

To prepare a presentation on the fairy tale, including a 

discussion of characters, symbolic representations, and a self-

made grammar exercise 

  

CL Activity4 

Ottos Mops (*Only SS15; 

replaced with “Our Version 

of Till Eulenspiegel”) 

To play with language in order to create a poem based on the 

model of Ottos Mops 

  

CL Activity5 

SMS from Werther (to 

Albert about Lotte) 

To use modern day texting language and structures to recap 

Werther’s longwinded description of meeting Lotte 

  

CL Activity6 

A Journey through the 

German-language literary 

history (Only SS15; 

replaced with “History of 

Cabaret”) 

To gather information about a German-language writer or artist 

from one of the time periods discussed in class; 

To create a “Steckbrief” for that person and present it to the 

class 

  

CL Activity7 

Dota Kehr To hyperlink words and phrases from two German songs; 

To create meaning using multiple modes (links, pictures, songs, 

videos, articles, definitions, etc.) 

  

 

Added in FS15/SS16: 

- Newspaper articles 

- Caricatures 
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Appendix C: Language Learning Background Prompt (2.4.3) 

Thema: Sprachlernhintergrund 

Für diese Schreibaufgabe sollen Sie über Ihre 

bisherige Erfahrung als Sprachlernende 

reflektieren. Folgende Fragen sollen Sie 

beantworten: 

- Welche Fremdsprachen haben Sie bisher 

gelernt und warum haben Sie diese 

Fremdsprachen gelernt? 

- Wie war Ihre bisherige 

Sprachlernerfahrung? Was war positiv? 

Was war nicht so positiv? Warum? 

- Inwiefern finden Sie es wertvoll, eine 

Fremdsprache zu lernen? Welche Aspekte 

des Fremdsprachenlernens finden Sie am 

wertvollsten? 

Topic: Language Learning Background  

For this writing task you should reflect on your 

prior experience as language learner. You should 

answer following questions: 

- Which foreign languages have you 

previously learned and why did you learn 

those foreign languages? 

- How was your prior language learning 

experience? What was positive? What 

was not so positive? Why? 

- To what extent do you find it valuable to 

learn a foreign language? Which aspects 

of foreign language learning do you think 

are the most valuable? 

 

Appendix D: Opening Passages of German-language Versions of “Little Red Riding Hood” (2.6.1) 

*I have not included English translations, rather these excerpts are included simply to visualize the variation 

between the familiar and the unfamiliar versions of the text and the German language. 

Opening passage of “Little Red Riding Hood” 

from 1812 (Grimm version–used in class) 

Opening passage of “Little Red Riding Hood” 

in Berlin dialect (used on Unit 1 Reflection as 

initial indicator of level of comfort with 

ambiguity) 

Es war einmal eine kleine süße Dirne, die hatte 

jedermann lieb, der sie nur ansah, am allerliebsten 

aber ihre Großmutter, die wußte gar nicht was sie 

alles dem Kinde geben sollte. Einmal schenkte sie 

ihm ein Käppchen von rotem Sammet und weil ihm 

das so wohl stand, und es nichts anderes mehr 

tragen wollte, hieß es nur das Rotkäppchen. Eines 

Tages sprach seine Mutter zu ihm: »Komm, 

Rotkäppchen, da hast du ein Stück Kuchen und eine 

Flasche Wein, bring das der Großmutter hinaus; 

sie ist krank und schwach und wird sich daran 

laben. Mach dich auf, bevor es heiß wird, und wenn 

du hinauskommst, so geh hübsch sittsam und lauf 

nicht vom Weg ab, sonst fällst du und zerbrichst 

das Glas und die Großmutter hat nichts. Und wenn 

du in ihre Stube kommst, so vergiß nicht guten 

Morgen zu sagen und guck nicht erst in alle Ecken 

herum.« 

Es war mal ‚ne kleene, süße Joere, die imma mit 

‚ne rote Kappe rumlief. Wejen diese Kappe nannte 

se och jeda Rotkäppchen, wa. 

Eenmal sachte ihre Mutta: „Rotkäppchen, deine 

Oma jeht‘s nich‘ jut. Du musst zu ihr jehn und ihr 

wat zu futtern bring‘, damits ihr wieda besser 

jeht. Pass aber uff, daste dia nich im Wald 

verlaufen tust und imma uff‘m Wech bleibst, damit 

de keen Zoff mit‘m Wolf kriegst!“ 

 

Appendix E: Prompt for In-Class Task “Rotkäppchen’s Second Wolf” & Participant Drawings 

(3.4.1) 

1) Mit einem Partner, zu dritt oder alleine, 

versuchen Sie, die Geschichte mit dem 

zweiten Wolf bildlich darzustellen (d.h. 

zeichnen Sie die Geschichte). 

1) With a partner, in a group of three, or alone, 

try to depict the story with the second wolf 

visually (i.e., draw the story). 
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2) Dann machen Sie Notizen über folgende 

Fragen: 

- Wie werden weibliche und männliche 

Figuren in diesem Teil der Geschichte 

und sonst in dem Märchen dargestellt? 

- Warum gibt es diesen zweiten Wolf? Was 

könnte der Sinn / die „Moral“ davon sein? 

2) Then make notes about the following 

questions: 

- How are female and male characters 

depicted in this part of the story and 

otherwise in the fairytale? 

- Why is there this second wolf? What 

could the meaning / the “moral” be? 

 

Participant drawing 1 (Parker & Dakota, FS15): 

 

 

Participant drawing 2 (Leslie, FS15): 
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Appendix F: Excerpt from Erika Mann’s “Märchenhaft” and English Translation (3.4.1) 

*English is my translation. 

Märchenhaft, -- ist das nicht märchenhaft? 

Es ist so unwahrscheinlich bunt und schön, 

Märchenhaft, -- es ist doch märchenhaft, -- 

Und wie ein Märchen wird es uns vergehn. 

 

Ja und trotzdem, wir haben nichts zu lachen, 

Denn unsre Welt steht weinend auf dem Kopf, - 

Da gibt es so ein paar fatale Sachen, - 

Krise und Krieg in einem bösen Topf. 

Like in a fairytale, - isn’t it like in a fairytale? 

It is so unbelievably colorful and beautiful. 

Like in a fairytale, - it is but like in a fairytale, - 

And like in a fairytale is how we will fair. 

 

Yes and yet, we have nothing to laugh about, 

For our world is upside down and crying, - 

There are a few fatal things, - 

Crisis and war in an evil cauldron. 

 

Appendix G: Prompt for Data Source A, Sub-Study 1 (3.4.2) 

In-Class Schreibaufgabe 1 

 Was ist ein Märchen? Was bedeutet 

„Märchen” für Sie? Was gehört dazu? 

Warum? Schreiben Sie Ihre eigene Definition 

davon. 

 Was könnte “märchenhaft” bedeuten? Was ist 

ein “märchenhafter Moment” für Sie? 

Warum? Beschreiben Sie, was ein 

märchenhafter Moment für Sie sein könnte. 

In-Class Writing Task 1 

 What is a fairytale? What does “fairytale” 

mean to you? What belongs to it? Why? Write 

your own “definition” of it. 

 What could it mean to be “fairytale-esque”? 

What is a “fairytale-esque moment” for you? 

Why? Describe what a fairytale-esque 

moment could be for you. 

Appendix H: Prompt for Data Source B, Sub-Study 2 (3.4.2) 

Märchenhafte Märchen 

Im Duden  findet man folgende Definitionen von 

„märchenhaft“: 

1) von der Art eines Märchens; für Märchen 

charakteristisch 

2) zauberhaft schön 

Reflektieren Sie über folgende Fragen. Nennen Sie 

Beispiele aus den Texten, die wir im Unterricht 

besprochen haben. 

 Was ist „für Märchen 

charakteristisch“ Ihrer Meinung nach? 

 Sind alle Märchen „zauberhaft schön“? 

Warum oder warum nicht? 

 Welche weiteren Definitionen von 

„märchenhaft“ würden Sie im Duden auch 

noch schreiben? 

 Wie hat sich Ihre Definition von Märchen 

und märchenhaft seit Beginn des 

Semesters entwickelt? Warum? 

Fairytale-esque Fairytales 

In the Duden one finds the following definitions of 

“märchenhaft”: 

1. of the type of a fairytale; characteristic of 

fairytales  

2. magically wonderful  

Reflect about the following questions. Name 

examples from the texts that we discussed in class. 

 What is “characteristic” of fairytales, in 

your opinion?  

 Are all fairytales “magically wonderful”? 

Why or why not?  

 Which other definitions of “märchenhaft” 

would you also write in the Duden? 

 How has your definition of fairytale and 

the fairytale-esque developed since the 

beginning of the semester? Why?  

Appendix I: Prompt for Data Source C, Sub-Study 3 (3.4.2) 

Schreibaufgabe 2: Meine Märchendefinition 

Für diese Schreibaufgabe sollen Sie über Ihre 

Lernprogression in den ersten fünf Wochen des 

Semesters reflektieren. Dafür sollen Sie Ihre In-

Writing Task 2: My Fairytale Definition 

For this writing task you should reflect about your 

learning progression during the first five weeks of 

the semester. For this, you should compare your 
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Class Schreibaufgabe mit Ihrer Antwort aus der 

Unit 1 Reflexion vergleichen und folgende Fragen 

dazu beantworten: 

A) Inhalt: 

 Haben Sie in der Unit Reflexion mehr oder 

weniger geschrieben?  

o Wenn Sie weniger geschrieben haben, 

was denken Sie, warum das so war? 

 Was haben Sie in der Unit Reflexion neu 

geschrieben? Warum?  

 Was haben Sie in der Unit Reflexion nicht 

mehr geschrieben? Warum? 

 Wir haben im Unterricht viel über „das 

Märchen vom Märchen“ gesprochen: 

o Haben Sie in der Unit Reflexion 

darüber geschrieben? Warum oder 

warum nicht? 

in-class writing task with your answer from the 

unit 1 reflection and answer the following 

questions: 

A) Content: 

 Did you write more or less in the unit 

reflection? 

 If you wrote less, what do you think, 

why that was? 

 What did you write in the unit reflection that 

was new? Why? 

 What did you no longer write in the unit 

reflection? Why? 

 We spoke in class a lot about “The Fairytale of 

the Fairytale”: 

 Did you write in the unit reflection 

about that? Why or why not? 

Appendix J: Prompt for Data Source D, Sub-Study 1 (3.4.2) 

Karikaturen und Kabarett 

„Alle Märchen haben eine Moral.“ 

Im Unterricht haben wir viele andere Textsorten 

besprochen, die möglicherweise auch „eine 

Moral“ haben, wie die Karikaturen aus einem 

online Satiremagazin und auch die Kabarett-

Texte von Erika Mann und der Zürcher-

Pfeffermühle. 

 Welche „Moral“ gab es in dem 

Kabarettstück „Märchenhaft“ von Erika 

Mann? Wie beeinflusst diesen Text Ihr 

Verständnis von dem, was es bedeutet 

„märchenhaft“ zu sein? 

 Welche „Moral“ gab es in Ihrem 

Kabarettstück, das Sie für das 

Gruppenprojekt 2 gemacht haben? Warum 

war das für Sie und Ihre Gruppe wichtig? 

 Welche „Moral“ gab es in den anderen 

Kabarettstücken von den anderen 

Gruppen/Gruppenprojekten 2? 

 Was denken Sie, welche Rolle Karikaturen 

und Kabarett heute in den USA / in 

Deutschland / auf der Welt spielen? Warum? 

Caricatures & Cabaret 
“All fairytales have a moral.” 

In class we discussed several other kinds of texts 

that potentially also have “a moral”, such as the 

caricatures in an online satire magazine and also 

the cabaret texts from Erika Mann and the 

Zürcher-Pfeffermühle. 

 What “moral” was there in the cabaret piece 

“Märchenhaft” from Erika Mann? How does 

this text influence your understanding of what 

it means to be “fairytale-esque”? 

 What “moral” was there in your cabaret piece 

that you created for the Group Project 2? Why 

was that important for you and your group?  

 What “moral” was there in the other cabaret 

pieces from the other groups for Group 

Project 2? 

 What role do you think caricatures and 

cabaret play today in the USA / in Germany / 

around the world? Why? 

Appendix K: Prompt for In-Class Task for Metamorphosis and Accompanying Participant 

Drawings (4.4.1) 
Lesen Sie Ihren Absatz noch einmal. Dann 

machen Sie bitte Folgendes: 

1) einen „Titel“ dafür schreiben (das soll 

kurz und prägnant sein); 

Read your paragraph again. Then please do the 

following: 

1) write a “title” for it (it should be short and 

succinct); 
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2) eine „Zusammenfassung“ davon als 

Comic mit wichtigen Wörtern / 

Erklärungen. 

2) make a “summary” of it as a comic with 

important words / explanations. 

 

Example Participant Drawings: 

Logan (SS15 Sec 1):

 
 

Kennedy and Pat (SS15 Sec 1): 
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Quinn and Micah (SS15 Sec 1): 

 

Andi (SS15 Sec 1): 

 

 

Appendix L: Prompt for Data Source A, Sub-Study 2 (4.4.2) 

Thema: Wie wäre das Leben, wenn ich ein 

Ungeziefer wäre? 

Wir haben diese Woche den Anfang von Franz 

Kafkas Die Verwandlung (1912) gelesen. Die 

Hauptfigur, Gregor Samsa, wacht eines Tages als 

Ungeziefer auf. In dieser Audioaufnahme sollen 

Sie darüber reflektieren, wie Ihr Leben anders 

wäre, wenn Sie auch ein Ungeziefer wären. 

Beantworten Sie dabei folgende Fragen: 

 Wie würden Sie reagieren, wenn Sie als 

Ungeziefer aufwachen würden? 

 Wie würden Sie sich fühlen? Was würden Sie 

machen? 

 Wie würden Ihre Freunde und Familie 

reagieren? Wie würden sie mit dir umgehen? 

 Welches Ungeziefer wären Sie am liebsten 

und warum? 

 Wie wäre Ihr Leben anders? Was könnten Sie 

nicht mehr machen? Was könnten Sie aber 

machen, was Sie als Mensch nicht machen 

konnten? 

Topic: What would life be like, if I were an 

Ungeziefer? 

We talked about the beginning of Franz Kafka’s 

The Metamorphosis (1912) this week. The main 

character, Gregor Samsa, wakes up one day as an 

Ungeziefer. In this audio recording you should 

reflect about how your life would be different if 

you were also an Ungeziefer. Answer the 

following questions: 

- How would you react if you woke up as 

Ungeziefer? 

- How would you feel? What would you 

do? 

- How would your friends and family react? 

How would they treat you? 

- What Ungeziefer would you most prefer 

to be and why? 

- How would your life be different? What 

couldn’t you do anymore? What could 

you do, what you couldn’t do as human?  
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Appendix M: Prompt for Data Source B, Sub-Study 2 (4.4.2) 

Thema: Die Pizza ist doch ein sonderbares 

Gebäck 

Wir haben diese Woche den Anfang von Anna 

Seghers’ Transit (1944) gelesen. Die Hauptperson 

beschreibt Pizza als „ein sonderbares Gebäck“. In 

dieser Audioaufnahme sollten Sie darüber 

reflektieren, was damit gemeint sein könnte. 

Beantworten Sie dabei folgende Fragen: 

 Was steht im Text, warum die Pizza „ein 

sonderbares Gebäck“ ist? 

 Was könnte die Pizza im Kontext der 

deutschsprachigen Literatur 

symbolisieren? 

 Welche anderen Dinge könnten für 

jemanden, der im Exil lebt, „sonderbar“ 

erscheinen und warum? Geben Sie 

konkrete Beispiele, z.B. was ist vielleicht 

für Ausländer in den USA sonderbar. 

 Wenn Sie im Ausland leben 

müssten/würden, was würden Sie aus 

Ihrer Heimat vermissen? Warum?  

 Wenn Sie bereits im Ausland leben–was 

vermissen Sie aus Ihrer Heimat und 

warum? Inwiefern haben Sie sich schon 

daran gewöhnt, ohne diese Dinge zu 

leben? 

Topic: The pizza is a strange pastry 

We talked about the beginning of Anna Seghers’ 

Transit (1994) this week. The main character 

describes the pizza as “a strange pastry”. In this 

audio recording you should reflect about what 

could be meant with that and answer the 

following questions: 

 What does the text say about why the 

pizza is a “strange pastry”? 

 What could the pizza symbolize in the 

context of German-language literature? 

 Which other things could seem “strange” 

to someone who lives in exile and why? 

Give concrete example i.e., what is maybe 

strange for foreigners in the USA. 

 If you had to/would live abroad, what 

would you miss about your home? Why? 

 If you are already living abroad-what do 

you miss from your home and why? To 

what extent have you gotten used to living 

without these things? 

Appendix N: Prompt for Data Source C, Sub-Study 2 (4.4.2) 

Ich Chef, Du Turnschuh 

Vergleichen Sie den Film Ich Chef, Du 

Turnschuh mit mindestens zwei anderen 

Texten, die wir in Unit 2 besprochen haben. 

Reflektieren Sie dabei über folgende Fragen: 

 Welche (thematischen, sprachlichen, usw.) 

Verbindungen gibt es zwischen dem Film und 

den Texten?  

 Inwiefern könnte man diesen Film als  

"Märchen" bezeichnen? Was ist daran 

"märchenhaft"?  

Me Boss, You Sneaker 

Compare the film Me Boss, You Sneaker with at 

least two other texts that we discussed in Unit 2. 

Reflect on the following questions:  

 Which (thematic, linguistic, etc.) connections 

are there between the film and the texts?  

 To what extent can one refer to this film as a 

“fairytale”? What is “fairytale-esque” about 

it?  

 

Appendix O: Prompt for Pre-Unit 3 Reflection on Learning German as a Foreign vs. Second 

Language (5.4.1) 

Deutsch als Fremdsprache (DaF) / Deutsch als 

Zweitsprache (DaZ) 

Wenn man Deutsch im nicht-deutschsprachigen 

Raum lernt, nennt man das Deutsch als 

Fremdsprache (DaF).  

- Welche Gründe könnte es dafür geben, dass 

man Deutsch als Fremdsprache lernt? 

German as  Foreign Language vs. Second 

Language 

Learning German outside of the German-speaking 

world is called German as a foreign language. 

- What reasons could there be for learning 

German as a foreign language? 
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o Sie können konkrete Beispiele nennen, 

z.B. Ihre eigenen Gründe. 
Wenn man Deutsch in einem deutschsprachigen 

Land, wie Deutschland, Österreich, oder in der 

Schweiz („D-A-CH“-Länder) lernt, nennt man das 

Deutsch als Zweitsprache (DaZ). 

- Welche Gründe könnte es dafür geben, dass 

man Deutsch als Zweitsprache lernt? 

o Denken Sie zum Beispiel an Zafer 

Senocak, Yoko Tawada, und an den 

Film Ich Chef, Du Turnschuh. 

Welche Unterschiede in der Sprachlernerfahrung 

gibt es wahrscheinlich für DaF- und DaZ-Lerner? 

Was ist vielleicht positiv? Was ist vielleicht nicht 

so positiv? Warum? 

o You can name concrete examples, 

e.g. your own reasons. 

Learning German in a German-speaking country, 

like Germany, Austria, or Switzerland is called 

German as a second language. 

- What reasons could there be for learning 

German as a second language? 

o Think for example about Zafer 

Şenocak, Yoko Tawada, and the film 

Me Boss, You Sneaker. 

Which differences are there probably for the 

language learning experience of learners of 

German as a foreign or a second language? What 

is maybe positive? What is maybe not so positive? 

Why? 

Appendix P: Prompt for Linguistic Landscapes of Our Town Task (5.4.1) 

Hier mindestens zwei eigene Fotos von "Deutsch" 

in unserer Stadt mit jeweils einer kurzen 

Erklärung posten (wie in meinem Beispiel). 

Das kann ein Wort, ein Ort, ein Familienname, ein 

Schild, usw. sein—so lange Sie die Verbindung 

zum deutschsprachigen Raum erklären können. 

*Versuchen Sie bitte, mindestens einen Relativsatz 

zu verwenden! 

Schreiben Sie bitte auch mindestens 2 

Kommentare bei den Fotos der anderen 

Studenten. 

Post two of your own photos of „German“ in our 

city with a brief explanation for each (like in my 

example). 

That can be a word, a place, a family name, a 

sign, etc.—as long as you can explain the 

connection to the German-speaking world. 

*Please try to use at least one relative clause. 

Please also write at least two comments about 

pictures of the other students. 

 

Appendix Q: Prompt for Data Source A, Sub-Study 3 (5.4.2) 
Wählen Sie eine der Fußball-Postkarten, die wir 

im Unterricht besprochen haben und analysieren 

Sie die Postkarte. Reflektieren Sie dabei über 

folgende Fragen: 

 Was bedeutet diese Postkarte für Sie? Was ist 

daran „literarisch“ oder „märchenhaft“? 

 Welche Verbindung gibt es zu dem 

Dokumentarfilm Deutschland: Ein 

Sommermärchen (Wortmann, 2006)? 

 Was sagen die Postkarten und der Film über 

Patriotismus in Deutschland aus? 

 Was denken Sie über die Debatte über 

Patriotismus in Deutschland – ist es 

problematisch für Deutsche, patriotisch zu 

sein? Warum oder warum nicht?  

o Wenn es problematisch für die 

Deutschen ist, ist es auch 

problematisch für US-Amerikaner 

Choose one of the soccer postcards that we 

discussed in class and analyze the postcard. 

Reflect on following questions: 

 What does this postcard mean to you? What 

about it is “literary” or “fairytale-esque”? 

 What connection is there to the documentary 

film Germany: A Summer’s Tale (Wortmann, 

2006)? 

 What do these postcards and the film say 

about patriotism in Germany? 

 What do you think about the debate on 

patriotism in Germany – is it problematic for 

Germans to be patriotic? Why or why not? 

o If it is problematic for German, is it 

also problematic for US-Americans 

(or people from other countries) to be 

patriotic? Why or why not? 
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(oder Menschen aus anderen 

Ländern), patriotisch zu sein? Warum 

oder warum nicht? 

 

Appendix R: Prompt for Data Source B, Sub-Study 3 (5.4.2) 

Im Unterricht haben wir eure Fotos von „Deutsch 

in unserer Stadt“ besprochen. Wir haben auch 

Fotos aus Leipzig und anderen Städten in 

Deutschland gesehen. Sie haben die „Kategorien“ 

in der Tabelle oben identifiziert. 

Reflektieren Sie darüber und beantworten Sie 

dabei folgende Fragen: 

 Welche Unterschiede gibt es? Welche 

Kategorien gibt es nicht? Spekulieren Sie 

darüber, warum das so ist. 

 Was sagen uns diese Kategorien über (die 

deutsche) „Sprache“ (oder Kultur oder 

Mentalität, usw.) in unserer Stadt und in 

Leipzig/Deutschland? 

 Welches Foto aus unserer Stadt und 

welches Foto aus Leipzig (bzw. 

Deutschland) fanden Sie am 

interessantesten? Warum? Was war daran 

„literarisch“ oder „märchenhaft“? 

 Warum ist es wichtig, dass man auf die 

„linguistische Landschaft“ achtet? 

Inwiefern werden wir davon beeinflusst?   

In class we discussed your photos of “German in 

our town”. We also saw photos from Leipzig and 

other cities in Germany. You identified the 

“categories” in the table above. 

Reflect about and answer following questions: 

 Which differences are there? Which 

categories are not there? Speculate why 

that is. 

 What do these categories tell us about (the 

German) “language” (or culture or 

mentality, etc.) in our town and in 

Leipzig/Germany? 

 Which photo from our town and which 

photo from Leipzig (or Germany) did you 

find the most interesting? Why? What 

was “literary” or “fairytale-esque” about 

it? 

 Why is it important that one pays 

attention to the “linguistic landscape”? To 

what extent are we influenced by it? 
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