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1. Points of reference for the selection 
of content and themes 
(Basil Schader)

In the rough planning of their instructional year, se-
mester or quarter, HLT instructors generally orient 
themselves according to the following determinants: 

Regulatory guidelines

1. Curricular HLT guidelines from the country of or-
igin, insofar as such provisions exist (see chapter 
1 A).

2. Curricular HLT stipulations or similar regulations by 
the immigration country, if such documents exist 
(see chapter 1 A). HLT curricula of the countries of 
origin tend to concentrate mostly on content from 
their own culture, history, civilization and language 
studies. HLT curricula from the host countries (see 
examples in the bibliographic references for chap-
ter 1 A) on the other hand focus strongly on themes 
in conjunction with orientation, integration and life 
together in a migration situation. 

These two different focal emphases need not 
conflict, though they pose for HLT instructors 
an exciting challenge of having to recognize 
both perspectives – which indeed corre-
sponds entirely to the reality and the back-
ground experiences of their students. See 
also chapter 2 A.

Teaching materials and other educational mate-
rials

3. HLT teaching materials or similar materials from 
the county of origin, if such materials exist (see 
chapters 1 A and 10). As evident from the feed-
back of many HLT instructors, the materials pro-
vided by the countries of origin require sometimes 
significant adaptations, as they are linguistically 
much too demanding and/or have too little con-
tent-relevance to the specific situation of growing 
up as a migrant. 

4. Other materials which HLT instructors have collect-
ed and didactically adapted (from books, maga-
zines, websites, educational materials from the 
immigration countries, etc.; see chapter 10).

Local institutional circumstances and possibilities

5. Circumstances and possibilities that arise from 
the cooperation with regular classroom instruc-
tion in the host countries (see chapters 12 and 
13). Whether and to what extend such possibili-
ties exist (mutual choice of common content and 
themes, cooperation projects, project weeks, etc.), 
depends greatly on the country-specific integration 
of HLT into the regular school system. Where HLT 
and regular classroom instruction are closely linked 
institutionally, e. g. in Sweden, many diverse and 
fruitful possibilities present themselves; where HLT 
is largely isolated, even small, occasional instances 
of cooperation represent an achievement. 

Pedagogical and learning-psychological consid-
erations 

6. Needs, interests and requirements of the students 
in terms of language and content (see chapters 
3–5). 

 
Selection of relevant content and themes9

Sabina Larcher Klee9A Background text



107

7. Orientation towards present pedagogical and 
learning-psychological principles and standards 
(see chapters 3–8).

Items 6 and 7 constitute virtually the A and O of 
concrete teaching practice and planning. They are 
addressed in further detail in Chapter 11. 

As a complement to the mentioned chapters, a 
few points are further elaborated below. Their 
consideration in the choice and creation of con-
tent and themes is of high importance for class-
room instruction that corresponds to the lin-
guistic and cultural reality of HLT students, their 
background experience, their learning needs, 
and their bicultural-bilingual competences. 

2. Considered instruction – prelimi-
nary considerations about content 
and topics

Since the late 1960s there has been a consensus that 
the school-based promotion of the prevalent language 
of instruction is of vital importance for the successful 
integration of children with a migration background 
into the local school system. (Allemann-Ghionda et 
al. 2010). The significance of the students‘ first lan-
guage or language of origin remains controversial, 
poorly data-supported, and continues to be discussed 
in view of the learning success: it is fundamentally a 
question of whether bilingual and bicultural sociali-
zation is a resource or a problem for the children and 
adolescents (ibid.; see also chapter 15 in this volume). 
Even though numerous findings further suggest pos-
itive effects, and the learning and the command of 
several languages is seen as a potential, the affected 
students are subjected to and shaped by this ambiv-
alent context. This also applies to the programs and 
contents of HLT. 

	 This may perhaps be due to the fact that these 
programs and contents are rarely systematically eval-
uated in terms of their effectiveness. In the context of 
increasing competence orientation, it is a matter of 
closing research and knowledge gaps and developing 
new perspectives in view of the educational success 
of the affected students. Societal acceptance and the 
recognition of migration languages by the schools 
must be continually and carefully reviewed: although 
it is undisputed that they represent a significant eco-
nomic and social resource (Kavacik/Skenderovic 2011, 
page 33), they are subject to political trends that 
strongly impact the schools. How can HLT instruction, 
and how can the choice of appropriate themes and 
contents play a supportive role here? 

Research findings about classroom instruction sug-
gest that children and adolescents with a migration 
background tend to have a positive educational devel-
opment if instruction enables systematic transfer pro-
cesses and transfer of achievements, be they in HLT or 
in regular classroom instruction in the host country. 
The effects of language comparisons and the support 
for language transfer processes (Göbel, Vieluf & Hesse 
2010) support these findings. The development and 
support of reflective-critical competences in the class-
room is furthered by respect for diversity, particular-
ly in terms of intercultural learning and intercultural 
competences (Blanck 2012, page 143).

The recognized importance of language com-
parisons and intercultural learning suggests 
that HLT instructors should emphasize transfer 
processes and reflexive-critical competences as 
central to a comparative or, more precisely, a 
considered instruction (Blanck, ibid.).

Themes and contents should be evaluated in terms 
of how far this is achieved and enabled, respective-
ly. The professional dimension of instruction covers a 
broad spectrum of methodological approaches to di-
versity and the specific shaping of the content of the 
educational offerings (see chapter 5). In a considered 
approach to education, which supports transfer, the 
guiding question for instructors and learners is: “could 
it also be different?” With this question, themes and 
contents are subjected to a comparison and thus to 
a systematic reflection. Thus, Self and Other, perhaps 
also the foreign, are central to a critical, but un-ideo-
logical classroom instruction.

3. “Could it also be different?“ –  
Promoting language comparison and 
transfer as well as critical competen- 
ces for reflection 

Linguistic and cultural diversity must first be recog-
nized as such: in the context of considered instruc-
tion, this means embracing differences and common-
alities, not a binding attribution of characteristics or 
abilities. This holds true for HLT as well as for regular 
classroom instruction. The determination of themes 
and contents must therefore recognize the goal, the 
specific nature, the areas of application, as well as the 
underlying cultural concept of intercultural compe-
tence and language transfer competence. A success-
ful example of this nature are the themes of the Zurich 
HLT framework curriculum (2011) for the educational 
fields “language” and “Mankind and Environment”.
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Although competence- oriented instruction does not 
reinvent teaching, nor turn it on its head, it does re-
quire a consistent orientation towards the learners 
and learning, respectively. The consistent focus on 
the personalizing of learning requires that the diag-
nosis, the corresponding tasks and the organization 
of the learning surroundings, the metacognition as 
well as the evaluation of performances and the learn-
ing gains, respectively, require high competences in 
terms of structure and planning on the part of the 
instructors. 

b) Intercultural competence 

In describing cultural competence, there are two mod-
els for discussion: list models, and structure models. 
Whereas the former simply enumerate relevant par-
tial competences, the structure models assign partial 
competences to different dimensions of a systematic 
process. It seems all the more important to elaborate 
further, as exact details are often lacking, even in 
framework instruments (e. g. in the Zurich framework 
curriculum). The answer to the query of what pur-
pose intercultural competence actually serves and in 
which situations it is relevant, ultimately depends on 
the partial components from which it is comprised, 
in which situations these partial components become 
visible, and if, or how, they can be learned or taught, 
respectively (Rathje, 2006, page 3).

	 In view of an independent development of chil-
dren and adolescents, it is therefore central to work 
on a basis of a belief-focused model that emphasizes 
the following convictions: culture exists within human 
collectives (Hansen 2000) and does not refer to a so-
ciety or nation per se; cultures distinguish themselves 
through differences and contradictions. This means 
that in all complex collectives “not only variety, but 
diversity, heterogeneity, divergences and contradic-
tions” exist (ibid., page 182). Thus, culture can be un-
derstood as a tangible store of different view points 
and perspectives, which differs from collective to col-
lective. People, children and adolescents belong to 
different collectives which distinguish themselves by 
different cultures. The complexity for students with a 
migration background is therefore great. 

Security and stability is however not attained 
through simplification, through national and 
local fixation, but through the creation of the 
normality of differences. 

A culture, “this is its most essential criterion and its 
most effective and profound achievement, defines 
normality, and this normality in its own way has an 
effect that is equally binding and obligatory as social 
and political structures” (ibid., page 233). The soli-
darity of a culture is a result of the familiarity and the 
normality of its differences, and not of its coherence.

In doing so, how does it compare with the demand 
for metacognition, as it was formulated earlier – key 
word comparison and transfer? Which prerequisites 
does such comparative instruction have, which for 
one should lead to the acquisition and/or perfection 
of the heritage language and, for another, to the de-
velopment of intercultural competences (see frame-
work curriculum 2011, page 7)? Which decisions 
must be made about topics and contents?

	 Fundamental for enabling systematic transfer pro-
cesses and performances and promoting the critical 
reflection competences of children and adolescents, 
are the following process steps for instructional 
planning: educational concerns and curricular con-
siderations (HLT curriculum of the country of origin, 
framework curriculum of the immigration country). 
In consideration of the students‘ requirements (see 
chapter 5), appropriate content will be created and 
determined that enables comparison and transfer. By 
means of a combination of selected approaches – his-
torical, geographical, cultural, structural or person-
al, etc. – instructional themes are determined which 
have the potential to be developed as alternatives. In 
this sense, the practice part of the present chapter (9 
B) offers different perspectives: topics in connection 
with the culture of origin; the question of the in-be-
tween; themes which directly involve the transfer, as 
well as topics that are not directly related to culture 
and language. With a view to the desired effects, as 
detailed in the Zurich framework curriculum, appro-
priate methodological procedures are chosen. To that 
end, it is necessary to briefly review the changed con-
cept of learning and the corresponding competence 
orientation, as well as to briefly address the under-
standing of intercultural competence.

a) Competence orientation and concept of 
learning 

Competence orientation includes an expansion of the 
concept of learning, in that concepts such as knowl-
edge, skills, aptitudes, attitudes and motivation can 
be newly integrated (see chapter 5 A). Considered 
instruction, thinking in alternatives and the compe-
tence of achieving transfers are connected with it. 
Educational planning and design is correspondingly 
oriented along learning and student performance, 
both short-term as well as long-term (ranging from 
learning in individual instructional sequences all the 
way to life-long learning). Learning in the sense of 
a competence orientation must therefore be under-
stood as a process, with changed demands on the 
learners as well as the instructors. Thus, the demands 
on the facilitation of metacognition (in terms of the 
transparence of learning steps), on the planning of 
the processes and the learning time, structuring of 
classroom instruction, etc. have become more chal-
lenging. This certainly applies as well for HLT.
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Applied to the question of intercultural competence 
and its development in classroom instruction (see also 
chapter 4 A), it includes the ability to create the miss-
ing normality in intercultural interaction and to en-
able cohesion in that unknown differences become 
known. In other words: intercultural competence “is 
a creative ability to endow this new order between 
people of different cultures and render it fruitful” 
(Wierlacher 2003, page 216). The result is culturality 
(Rathje 2004, page 301) and not nationality. 
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