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1. Introduction

Content and Language Integrated Learning (i.e. CLIL), "[...] is gaining momentum and
extending as an educational approach across continents' (Coyle/Hood/Marsh 2010:2). Thus it
can be described as agloba phenomenon. As a consequence, thisis also noticeable within the
Austrian educational system and within the European Union in general.

Former circumstance is not surprising at all, since Austrias "[...] history is deeply
rooted in multilingualism and multiculturalism" (OSZ 2009:85). However, the probably
politically even more relevant issue concerning the teaching of foreign language is to be seen
within the European context. With the establishment of the Common European Frame of
Reference (i.e. CEFR), the European Union made its commitment to plurilingualism, whichis
defined as

[...] the ability to use languages for the purposes of communication and to take part in
intercultura interaction, where a person, viewed as a social agent, has proficiency of
varying degrees, in several languages, and experience of several cultures. This is not
seen as the superposition or juxtaposition of distinct competences, but rather as the
existence of a complex or even composite competence on which the user may draw.
(CEFR 2001:168)
Therefore, it is safe to say that within the context of European policy, languages, and
subsequently their teaching, are a major concern. Like the rise of CLIL, this conscious step
towards a multilingual and multicultural policy can be judged within as global context.
Recommendation CM/Rec(2008)7 , which is concerned with the promotion of the CEFR and

plurilingualism, states that the Committee of Ministers are

[...][a]ware of the growing need to equip al Europeans for the challenges of
intensified international mobility and closer co-operation not only in education, culture
and science but also in trade, commerce and industry and indeed in all walks of life
(CM/Rec 2008:1)
This clear reference to the process of globalisation reveals some of the motivation behind an
explicit commitment to promoting the command of several languages within the European
Union as an answer to the enhanced demands in connection with a globalised world.
Thus, CLIL with its dual-focused approach on content and language (cf.
Coyle/Hood/Marsh 2010:1), seems to perfectly support the aim of making European citizens
more competent both in languages as well as in professional skills, while increasing subject-

specific knowledge in general. As we can see, the intention of establishing foreign language



education more prominently within European curricula seems to come from a rather
economically motivated background, because the main purpose of promoting language
teaching is obviously the aim of educating people who are more competitive on the global
labour market.

As was mentioned before, the global phenomenon of CLIL is aso noticeable on a
local level, namely within the Austrian education system. Especially with English as aforeign
language, teaching methods which can be associated with an approach coming from a CLIL
background, are currently fairly prominent. This is not very surprising, since English is the
primarily taught foreign language in the Austrian school system, which provides ample
opportunities to develop concepts that use the potential of the CLIL approach.

"Locally, the most current term used to refer to situations where English is used as a
medium of instruction [...] is Englisch als Arbeitssprache (EaA; English as a working
language)" (Dalton-Puffer 2002:4). This realisation was implemented by the Ministry of
Culture and Education in 1991 (cf. Gierlinger 2002:2). It is interesting that of all the subjects
that are taught within the Austrian national curriculum, it seemsthat "[...] geography is by far
the most widely taught EaA subject” (Dalton-Puffer 2002:13) which is probably one of the
reason why in 2007, the publisher Ed.HOlzel released a book series called Do it in English-
Geography, which was exclusively developed for a context of bilingual education in
Geography. What is especidly interesting about this series is the fact that it was especially
written to fit the Austrian national curriculum and should therefore not only be in accordance
with recent Austrian subject didactics in Geography (as far as content and its mediation are
concerned ), but also with the paradigm of CLIL and recent views about bilingual education.
This is because it is the only officially approbated book series for bilingual education in
Geography. Thus, this book series is significantly different from books which were originally
written and produced for English native speakers, since curricula are till very distinct in
every country.

In away, the Do it in English-Geography books are a kind of pioneer work in the field
of geography and economics in Austria. Hence, my personal interest in them. This paper will
adapt a multidisciplinary focus, where the current fundamentals of both CLIL as well as
subject didactics in the field of geography and economics are discussed and reflected, before
answering the question whether this book series is successfully delivering a satisfying
realisation of the currently popular CLIL approach and thus constitutes a useful accumulation

of teaching materials that help to support effective teaching in the classroom or whether this



seriesisjust afalse friend who tries to benefit from the rise of the CLIL paradigm. In order to
put the respective Austrian coursebook series in relation to other products of the same genre,
the German series Diercke Geography for Bilingual Classes will also be analysed and
evaluated. Thus a more comprehensive evaluation is made possible due to the elements of

contrast and comparison.



2. Putting CLIL into Context

Before an informed and careful analysis of teaching material is possible, it is essential to
define the specific requirements of and concepts behind CLIL. As Widdowson puts it: "Once
you have identified the idea about language or language learning that lies behind a particular
classroom activity [in our case materials], then you are in a position to make a judgement
about how validitis[...]" (Widdowson 2003:3).

This critical reflection on how the paradigm has evolved over time, as well as
considering most recent developments, provides a solid basis for a deeper understanding of
CLIL as a way of teaching, which is required to conduct informed judgements about the
quality of the teaching material in question. Therefore, this chapter discusses basic principles
and concepts of CLIL before linking it to the specific intended context of application.

When discussing the origins of the CLIL-movement, we have to be careful to
distinguish between linguistic theories and approaches to language teaching. Of course, the
two of them are closely related, since linguistic theory directly influences the respective
approaches to teaching, which "[...] have [...] reflected changes in theories of the nature of
language and of language learning” (Richards/Rodgers 1986:1). In this chapter, we will focus
on one theory of how languages are learned or acquired in more detail, namely Krashen's
Monitor Theory, while, later on, the communicative approach to language teaching will be
examined and its linguistic background briefly discussed. They are interconnected, because
without a doubt, "Krashen's writing has been very influential in supporting communicative
language teaching (CLT) [...]" (Lightbrown/Spada 1999:40). On the other hand, as will be
shown, Krashen was indeed influenced by the same linguistic tradition as CLT.

It is clear that CLIL is the result of an academic evolution over decades, which has
witnessed fundamental paradigm shifts. Within the eventful and exciting history of linguistics
and language teaching, it is probably Krashen's Monitor Theory and Communicative
Language Teaching which can be considered to constitute the most important foundations for
the development of Content and Language Integrated Learning. Thus, CLIL cannot be fully
understood without either having discussed second language acquisition or CLT. Since the
scope of this thesis is not a detailed account of the evolution of linguistic theories and
approaches to teaching, Krashen's model and CLT will be our primary concern.



2.1. Theoriginsof CLIL

"Content and Language Integrated Learning (CLIL) is a powerful and empowering way to
learn languages' (Van de Craen et.al 2007:70). This rather positive evauation of the CLIL
paradigm emphasises both its efficiency as well as the fact that it grants its learners an
independent position.

The latter circumstance has to be seen as one of its fundamental intentions, since
"[d]iscussion started in earnest in the 1950s with what was termed the 'cognitive revolution'
(Broadbent, 1958). [...] [T]his was largely a response to behaviourism™ (Coyle/Hood/Marsh
2010:3). During the dominance of the behaviourist approach to language learning, "[...] al
behaviour [was] viewed as a response to stimuli” (Haley/Austin 2007:35). This aready
suggests the intended role of the language learner, namely as a passively responding recipient
of input rather than an actively producing agent. Thus, "[...] behaviourists account for learning
in terms of imitation, practice, reinforcement (or feedback on success), and habit formation”
(Lightbrown/Spada 1999:35). In other words, the language learner was not supported in
acquiring the second language, but was trained to internalise preset language patterns.

However, "[...] the inadequacy of behaviourist models to account for the complexity
involved in language learning” (Lightbrown/Spada 1999:45) became evident and thus the
methods of language learning associated with it, such as the Grammar-translation method, the
Direct method and the Audiolingual method (Haley/Austin 2007:35f.), were challenged. As a
consequence, the stage for the rise of the cognitive revolution was set, which was a first step
into the direction of current paradigms. Also today, "[...] the importance of cognitive
engagement [is] central to the CLIL classroom [...]" (Coyle/Hood/Marsh 2010:30), which
indicates, in opposition to the behaviourist tradition, the overall emphasis on the language
learner as an independent, actively acting entity. Among the various theories and paradigms
that emerged from the cognitive revolution, it is above all the theory of second language
acquisition which heavily influenced the development of CLIL. It can be seen as one of
CLILs origins and is therefore important to investigate on, because in order to understand the
underlying ideas of CLIL, abrief look at some concepts of second language acquisition helps

to enhance the understanding of this fascinating approach to language teaching.



2.1.1. Second language lear ning and acquisition

When investigating on CLIL, the issue of second language acquisition is a reoccurring topic
which seems to be closely linked to it. "One of the most ambitious and influential theories in
the field of SLA [...] is Monitor Theory, developed by Stephen Krashen. [...] It was the first
theory to be developed specifically for SLA" (VanPatten/Williams 2007:25)

In his model, which he called the Monitor Model, Krashen postulates that "[...] adults
have two independent systems for developing ability in second languages, subconscious
acquisition and conscious language learning [...]" (Krashen 1984:1). This distinction between
a conscious cognitive effort, namely active learning, and a subconscious mechanism that
seems to work in the learner's brain, constitutes a very interesting way to look at language
learning. Additionally, when taking introspection into account, the subconscious acquisition
of, for example vocabulary or certain phrases and grammatical structures, is very familiar to
anyone who has lived in a foreign country. However, apart from establishing an intuitively
two factor model, the key aspect of Krashen's hypothesis is that he points out that "[...]
subconscious acquisition appears to be far more important” (ibid.). As a result language
teaching, from hence forth, gave the aspect of acquiring a language rather than learning it far
more prominence than this was the case before.

Another very interesting aspect of Krashen's theory is the shift of focus from form to
function within second language teaching, or acquisition. The latter "[...] requires meaningful
interaction in the target language [...] in which speakers are concerned not with the form of
their utterances but with the messages they are conveying and understanding” (ibid.). On the
one hand this turning to meaning rather than form of the language can be seen as a response to
the preceding behaviourist era, where "[I]earners were expected to accurately reproduce the
sound system, morphology and syntax without error” (Haley/Austin 2007:11). On the other
hand, Krashen's attention to a more interactive model of language can be seen as an indicator
of the beginning rise of sociolinguistics at the time of his writing. Krashen and other "[...]
theorists who view language learning in more social terms* (Mitchell/Myles 1998:122) draw
attention to the fact that language "[...] is highly contextualized and particular to interactions
in settings. [...] In other words, language is a means for regulating activity and interaction”
(Haley/Austin 2007:60). This view is very important for understanding CLIL, because in a
content based approach to language teaching, "[t]he course design must indicate the means by
which the content is to be integrated with language objectives. Accordingly, the curriculum
and materials must reflect this overall design” (Brinton/Snow/Wesche 2008:2).



Krashen's distinction between language learning and language acquisition - i.e. his
acquisition-learning hypothesis (Lightbrown/Spada 1999:38) - is just one of five components
of his Monitor Theory. Another important hypothesis is the so called ‘'monitor hypothesis
which states that "[...] the acquired system acts to initiate the speaker's utterances and is
responsible for fluency and intuitive judgements about correctness. The learned system, on
the other hand, acts only as an editor or 'monitor’ [...] polishing what the acquired system has
produced” (ibid.). According to Krashen, whether or not the language learner is able to
actually use the 'monitor’, depends on certain necessary conditions. First of al,

"[...] in order to successfully monitor, the performer must have time. In normal
conversation, both speaking and listening, performers do not generally have time to
think about and apply conscious grammatical rules [...]. This condition, however, is
necessary but not sufficient. [...] [A] second condition [is that] the performer must be
"focused on form”, or correctness. An important third condition for successful
Monitor use isthat the performer  needs[...] to have a correct mental representation
of the ruleto apply it correctly" (Krashen 1984.:3)

A judgement of the learned systems, based on these three necessary conditions clearly has to
evaluate language learning as secondary to language acquisition, since it basicaly fails to
fulfil its monitor function in almost any everyday life situation. As a consequence, "[w]ithin
Monitor Theory, it turns out that learned knowledge is not terribly useful”
(VanPatten/Williams 2007:27). Yet, it has to be emphasised that Krashen only draws
attention to only two (namely speaking and listening) of the currently four established
language skills, which would aso include writing and reading (cf. Hedge 2001). The latter
would indeed give a learner sufficient time to reflect on the learned system as well as
implying a performer who is focused on form and has a correct mental representation of the
language rules. Additionally, "[i]n any given utterance, it isimpossible to determine what has
been produced by the acquired system and what is the result of monitor use'
(Lightbrown/Spada 1999:38). Since Krashen has heavily influenced CLIL, in our context this
means that Krashen's monitor hypothesis has to be critically reflected. we have to be cautious
to depict the learned system astoo inferior, since it can be very supportive indeed.

Another important component of Krashen's model is the 'input hypothesis. It is
especially important for issues like how teaching material is supposed to be designed because,
after al, materials, such as textbooks, are one kind of possible input in a classroom setting.
This is indeed where Krashen also situates his hypothesis, stating that "[...] the classroom
should be viewed as a place where the student can get the input he or she needs for

acquisition” (Krashen 1984:10). The question is, what exactly this required input is. Krashen



calls it ‘comprehensible input', which is understood as "[...] input [that] contains language
slightly beyond the current level of the learner's internalized language” (VanPatten/Williams
2007:27). The formulaic definition of this concept is based on "[...] two more constructs: i,
which he [i.e. Krashen] defines as a learner's current level of proficiency and i+1, which isa
level just beyond the learner's current level” (ibid.). So what this hypothesis basically suggests
is that by dlightly overburdening language learners, they are likely to acquire the target
language rather effectively. Thistakes placein

[...] three stages|...] [which are gradually] turning input into intake:

1 understanding an L2 i+1 form (that is, linking it to a meaning);

2 noticing a gap between the L2 i+1 form, and the interlanguage rule which the learner

currently controls;

3 the reappearance of the i+1 form with minimal frequency ([Krashen] 1983, pp. 138-

9) (Mitchell/Myles 1998:126)

The problem with this hypothesis is that its logic foundations, which "[...] appeal to intuition,
but which have not been substantiated by empirical studies’ (Lightbrown/Spada 1999:39), are
very problematic from an academic point of view. One of the main problems in this respect is
the fact that "[i]t is not clear in Monitor Theory exactly what 1 is, or how either 1 or i is
identified" (VanPatten/Williams 2007:27). Looking closely at the above mentioned three
stages of intake, "[t]he concepts of ‘understanding’ and 'noticing a gap' are not clearly
operationalized, or consistently proposed [...]" (Mitchell/Myles 1998:126).

This, of course, leaves ample room for interpretation. In terms of learning materials,
developing textbooks, which are supposed to support second language acquisition, would be
very difficult if their design was solely based on Krashen's hypothesis. If the concrete
constructs of a theory are not clearly operationalised, it is practicaly impossible to evaluate
whether or not a definitive product is in accordance with a theory's underlying argument. As
will be shown, this subtle problem of on the one hand appealing to intuition, but on the other
hand missing clear cut boundaries and definitive elements, was partially passed on to the
contemporary approach of CLIL.

The fourth hypothesis stated by Krashen is called 'the natural order hypothesis. It
basically deals with a fundamental problem of second language teaching, namely in what
order new aspects of the language, such as grammatical structures, are to be presented to the
learner. Although it was not Krashen's primary intention to answer this specific question, his
hypothesis tries to explain how certain elements of a language are acquired and, most

importantly, in which order this takes place. According to his theory, "[...] second language



learners seem to acquire the features of the target language in predictable sequences. Contrary
to intuition, the rules which are easiest to state, [e.g. the rule for the third-person sin English],
[...] are not necessarily the first to be acquired” (Lightbrown/Spada 1999:39). Furthermore,
"[r]esearchers claimed that these orders were independent of instructional sequences [...]"
(VanPatten/Williams 2007:27), which would be, in its most radical interpretation, an
academic permission to forfeit any kind of syllabus or curriculum within language teaching. If
we think even one step further, the independence of acquisition from instruction would imply
that any language teaching is basically obsolete. Yet, there are till curricula and concrete
concepts, as well as language teachers to be observed in contemporary language teaching As
was discovered rather early, this is because "[..] many second language acquisition
researchers agree (on the basis of research evidence or their own introspection) that language
teaching does - at least in some cases - positively affect acquisition [...] " (Lightbrown
1985:107). Thus Krashen's hypothesis has to be considered critically, since it again grants
acquisition a very superior position over learning, which, nevertheless, still has its justified
place within language teaching (as is indicated by the term ‘language learner' rather than
'language acquirer’). However, Krashen, despite al the criticism, draws attention to the very
issue of how to present certain features of a language and thus raises awareness of a crucial
problem. Additionally, "[...] subsequent research has confirmed that learners pass through
sequences or stages in development” (Lightbrown/Spada 1999:39), so the hypothesis has its
point.

The final hypothesis in Monitor Theory, the ‘affective filter hypothesis, tries to
explain why language learners do not always succeed in acquiring language features and thus
show differences in the progress and extend to which they master a language. Krashen's
construct, the affective filter, draws attention to the importance that learners are "[...]
comfortable and receptive to the input in their learning environment”" (VanPatten/Williams
2007:28). It is "[...] an imaginary barrier which prevents learners from acquiring language
from the available input. 'Affect’ refers to such things as motives, needs, attitudes, and
emotional states® (Lightbrown/Spada 1999:39). Hence, "[l]earners who are comfortable and
have a positive attitude toward language learning have their filters set low, allowing
unfettered access to comprehensible input” (VanPatten/Williams 2007:28). From a practical
point of view this hypothesis is plausible because, recalling from introspection, probably
every learner has been acquiring as well as learning input more easily if he or she has a

positive intrinsic motivation and attitude towards the target language. In this respect, it seems



that "[a]ffect is, of course, relevant to language learning as well as acquisition, but it is the
acquisition- affect relationship that is particularly sensitive" (Johnson 2001:85). This supports
Krashen's claim that

[...] if the direct relationship between acquisition and attitudinal factors does exist, and
if our major goal in language teaching is the development of communicative abilities,
we must conclude that attitudinal factors and motivational factors are more
important than aptitude. This is because conscious learning makes only a small
contribution to communicative ability (Krashen 1984:5).

This statement is an obvious synthesis of his 'monitor hypothesis and his 'affective filter
hypothesis. If welook at Krashen's reasoning, we can detect two important implications. First
of all, his claim implies that even learners who are not naturally gifted to learn a foreign
language, in other words possess a low level of aptitude, can succeed in acquiring a language.
As a consequence, within Monitor Theory, language learners are not particularly favoured or
disadvantaged by nature when it comes to learning a foreign language. This in turn means for
a language classroom, as a linguistic environment, that potentially everyone is able to reach
approximately the same language level. The second implication of Krashen's statement is
indeed concerned with the linguistic environment. If the learner's attitudes towards the target
language are more important than aptitude, the classroom, again as a linguistic environment,
has to provide as much motivation as possible as well as fostering a positive attitude. If we
add learning materials to the classroom environment, and they are obviously a part of it, this
means that they have a significant portion in making language learning interesting and
motivating which in turn means that they can contribute to a positive attitude towards the
target language.

It is clear that Krashen's theory is not without its problems. As was mentioned above,
some parts are rather dependent on intuition than on evidence. Y et, "[d]espite these problems,
Krashen's proposals encouraged other researchers to examine more closely the character of
the language data available as input to second language learners’ (Mitchell/Myles 1998:127).
Furthermore, athough the paradigm had developed before, he inspired consecutive

developments and research in the field of Communicative Language Teaching.
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2.1.2. Communicative L anguage Teaching

Despite Krashen's influence on Communicative Language Teaching (CLT), his writing were,
by no means, among the pioneer work of this approach. Contrariwise, it were probably more
or less the same linguistic theories which influenced both CLT and Krashen's Theory of
second language acquisition. As was, for example, illustrated by his remark on aptitude and
attitude, Krashen'sidea of a (second) language is that it finally should provide the learner with
‘communicative abilities. This shows that he was clearly influenced by the same linguistic
tradition. So both Krashen's Monitor Theory and Communicative Language Teaching share a
common tradition and certainly have influenced each other mutually.

Similar to the above mentioned cognitive revolution, language teaching has witnessed
a paradigm shift. From the 1840s to the 1940s, an approach called Grammar Tranglation
dominated language teaching in Europe (Richards/Rodgers 1986:4). The basic characteristics
of this method were that

e theaim of language learning was to enable learnersto read literature or to benefit from
the mental challenge itself aswell asthe intellectual development

reading and writing were of major concern

vocabulary was taught based on the respective literature

the sentence was considered to be the basic unit of language teaching and practice
accuracy was emphasised

grammar was taught deductively

the learner's first language was the medium of instruction (cf. Richards/Rodgers
1986:3f.)

If we look at these basic principles, the notion of a behaviouristic tradition in the background
is evoked. We can observe a focus on form rather than meaning or function, as well as very
hierarchical concept of language. Additionally, the importance of literature today seems very
alienating to a person who is familiar with current opinions of language teaching. However,
historically this makes perfect sense, because the Grammar Translation Method was "[...]
based on the study of Latin [...] (Richards/Rodgers 1986:2). This, like the approaches in the
behaviourist tradition, put the learner in avery passive position.

However, with the rise of linguistics, language teaching innovations, which proposed a
gradual shift from form to function, took place in the nineteenth century and eventually "[...]
became known as the Reform Movement in language teaching” (Richards/Rodgers 1986:7).
Y et, "[t]he origins of Communicative Language Teaching [...] are to be found in the changes
in the British language teaching tradition dating from the late 1960s" ((Richards/Rodgers
1986:64). Here, the theory of Hymes played a major role, because
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[...] Hymes (1971) had reacted to Chomsky's (1965) characterization of the linguistic
competence of the "ideal native speaker” and proposed the term communicative
competence to represent the use of language in social context, or the observance of
sociolinguistic norms of appropriacy (Savignon 2001:16).

Due to the fact that it was rather Hyme's theory than Chomsky's propositions about language,
which had a stronger influence on CLT, we will have a closer ook at some basic principles of
‘communicative competence'.

As was pointed out by Savignon, Hymes's concern with language was of a more
sociolinguistic nature than it was the case with Chomsky, who was mainly focused on
structure. The difference between the two is that "[tlhe structural view of language
concentrates on the grammatical system, describing ways in which linguistic items can be
combined” (Littlewood 1983:1) while the functional view of language emphasises "[...] the
functional and communicative potential of language' (Richards/Rodgers 1986:4). Latter
points out that "[...] whereas [a] sentence's structure [e.g. interrogative] is stable and
straightforward, its communicative function [e.g. request, order, statement] is variable and
depends on specific situational and social factors' (Littlewood 1983:2).

Hymes argument was that it would not be sufficient if a child would only possess
grammatical knowledge about a certain language and that "[...] [w]e have to account for the
fact that a normal child acquires knowledge of sentences, not only as grammatical, but also as
appropriate” (Hymes 1979:277). Furthermore, "[...] a child becomes able to accomplish a
repertoire of speech acts, to take part in speech events, and to evaluate their accomplishment
by others' (ibid.). Thereby, Hymes links the inherent skills of a speaker to the surrounding
environment and claims that "[t]he acquisition of such competency is of course fed by social
experience, needs, and motives [...] (Hymes 1979:278). This clearly shows his sociolinguistic
approach to the nature of language because it is both stimulated by and used within a social
system. Thus, learning a language is far more than learning specific structures, but rather to
additionally learn the rules of appliance. In other words, a competent language user has
knowledge of the underlying rules of the system he or she communicatesin.

In other words, for Hymes, '‘competence’ is "[...] the most general term for the
capabilities of a person. [...] Competence is dependent upon both (tacit) knowledge and (as its
part) use" (Hymes 1979:282). However, this duality of knowledge and use would have been
very vague, in terms of what the implications of communicative competence for language
itself as well as language learning and teaching actually are. Therefore, Hymes draws a more

detailed picture of what is actually necessary to be communicatively competent. In hisview,
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[...] a person who acquires communicative competence acquires both knowledge and
ability for language use with respect to

1. whether (and to what degree) something isformally possible;

2. whether (and to what degree) something isfeasible in virtue of the means of
implementation available;

3. whether (and to what degree) something is appropriate (adequate, happy,

successful) in relation to a context in which it is used and evaluated,

4. whether (and to what degree) something is in fact done, actually performed, and
what its doing entails. (Hymes 1972:281, quoted in Richards/Rodgers 1986:70)

What is significant of this theory of language competence is the vast amount of metalinguistic
knowledge and awareness which is required of a speaker. It makes explicit that a grammar
and the structural components of the language system are just one part. Far more important
seem to be social contexts in which a speaker makes an utterance as well as cultura
awareness. Thisisalso explicitly stated by Hymes when he writes that "[i]n sum, the goal of a
broad theory of competence can be said to be to show the ways in which the systemically
possible, feasible, and appropriate are linked to produce and interpret actually occurring
cultural behaviour." (Hymes 1979:286, original empahsis).

So we can observe an obvious shift in focus from the structure and form of language to
its function as a means of communication. Of course, thisis aso reflected in Communicative
Language Teaching, since Hymes is considered to be one of its intellectual forefathers,
although "CLT [...] can be seen to derive from amultidisciplinary perspective that includes, at
a minimum, linguistics, psychology, philosophy, sociology, and educational research"
(Savignon 2001:16). This plurality of background is certainly one of CLT's outstanding
strengths, since it grants a more holistic approach to what language learning actually implies
and means. On the other hand, it is also a potential weakness when we want to grasp what it
really is, because "[t]here is no single text or authority on it, nor any single model that is
universally accepted as authoritative" (Richards/Rodgers 1986:66). This may seem to be a
very odd kind of criticism at first glance, because an academic concept is not necessarily
dependent of one clearly defined reference or model, especially not nowadays where
multidisciplinary models, theories and approaches are widely spread. Nevertheless, the
diverse background of CLT makes it rather difficult to actually define and discuss what it
represents. In other words, "[t]he real problem when attempting to define CLT [...] is that it
means different things to different people” (Harmer 2011:69). Since a discussion of the
various concepts of CLT is not a primary focus of this thesis, only the most common features
and foundations of CLT can be discussed below.
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It is clear that Hymes's theory of communicative competence is of major concern
when it comes to the influence which linguistics had on CLT. Thisisreflected in the fact that
"[t]he ability to communicate effectively in English is now a well-established goa in ELT
[English Language Teaching]" (Hedge 2001:44) and that, within the communicative
approach, "[tlhe purpose of language (and thus the goal of language teaching) is
communication” (Celce-Murcia 2001:9). Even more obvious is Hymes's influence indicated
by the circumstance that "[t]eaching materials, course descriptions, and curriculum guidelines
proclaim the goal of communicative competence” (Savignon 2001:13). The overall am of
CLT isnow to "[...] attempt to operationalize the concepts of communicative competence and
apply it across al levels of language program design, from theory, to syllabus design, to
teaching techniques' (Richards 2002:22).

The question which now arises inevitably is what exactly is involved in
communicative competence within CLT, since it "[...] has become a generalised ‘'umbrella
term to describe learning sequences which am to improve the students ability to
communicate” (Harmer 2011:70). According to Savignon - who obviously based her
assumptions on the model proposed by Canale and Swain - in the language classroom,
communicative competence involves four constituents which are considered to be of major
importance for the language learner:

e grammatical competence, which is the ability to recognise the lexical,
morphological, syntactic, and phonological feature of a language and to make
use of them when interpreting and forming sentences

e discourse competence, which refers to the interconnectedness of a series of
utterances, and/or written words and phrases to form a meaningful whole

e sociocultural competence, which refers to the social rules of language use and
the requirement to understand the social context in which language is used

e strategic competence, which refers to the ability to use strategies in order to
cope with constraints of actual language performance, such as insufficient
knowledge of language rules or limitations in their application (cf. Savignon
2001:17f.)

Similar to Hymes's original theory, we can observe four components which are focused on the
meaning of language rather than its form, although the latter constitutes one of the pillars of
the model. As was mentioned above, the concrete conceptions of CLT differ among the
literature, which is illustrated by Hedge, who defines the components of communicative
competence as follows:

¢ linguistic competence, which refers to the knowledge of a language itself, its form and
meaning. Thus it implies knowledge of spelling, pronunciation, vocabulary, word
formation, grammar and linguistic semantics
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e pragmatic competence, which refers, on the one hand, to the ability to achieve certain
communicative goals or intentions and, on the other hand, to social awareness in the
sense of Hyme's appropriateness

e discourse competence, which refers to the ability to crate and understand coherent
texts and/or conversation

e dtrategic competence, which refers to the ability to cope with a lack of linguistic
resources in a communicative situation

o fluency, which refers to the ability to link units of speech together, showing facility
and no strain or inappropriate slowness or hesitation respectively (cf. Hedge 2001:46-
54)

If we compare the two concepts, it is apparent that they are basically very similar. Both show
a heavy emphasis on language use as well as the sociocultural context of its use, while
depicting the form of language as just one of many factors of successful communication. The
differences between the two schemes is that they situate certain abilities in different
competences or label them differently. For example, pragmatic competence and sociocultural
competence share a common denominator in the ability of social awareness. If reflected
critically, the two models show far more common features than actual differences. Although
many important theorists like Bachmann and Canale and Swain (cf. ibid.) have greatly
contributed to the development to a theory of communicative competence, there is till a
noticeable influence by Hymes's theory in both of them, which indicates that Hedge and
Savignon see language in avery sociolinguistic tradition.

Overall, CLT and its theories put emphasis on communication rather than form when
it comes to analysing and using language. As was shown, they make us aware of the fact that
language is a very complex thing and that successful and effective communication is a highly
complicated process. While Hymes laid the base by drawing attention to communicative
competence, CLT tries to apply it in the language classroom and thus tries to enable the
language learner to communicate successfully. Additionally, the language learner or language
user is at the centre of attention, because the whole theory of CLT, including Hymes, is
concerned with what abilities a person has to possess. Compared to the Grammar Tranglation
Method mentioned earlier, thisis a clear shift from the language itself as a core issue, towards
the actual application of it by the learner or speaker. Which concrete elements are actualy
involved in this final goal, may be subject to debate and is interpreted differently within the
literature.

However, the common ground is ample and it seems that nowadays there is no doubt

about the importance for a language learner to communicate successfully.
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2.1.3. Why CLT and atheory of second language acquisition arerelevant to CLIL

After we have briefly discussed the most important and influential sources from which CLIL
can be seen to originate, the question of why it is especially CLT and second language
learning that are of such importance.

When looking at the two origins discussed above, we can draw two basic conclusions
from them. The first one, coming from second language acquisition, isthat in order to actually
use alanguage, it is better to acquire it rather than learn it. A

[...] second language is most successfully acquired when [...] the language input is at
or just  above the proficiency of the learner and when there is sufficient opportunity to
engagein meaningful use of that language in a relatively anxiety-free environment. [...]
CLIL offers a means by which learners can continue their academic or cognitive
development while they are also acquiring academic language proficiency. (Navés
2009:25f.)

The clear reference to Krashen's input hypothesis made by Navés clearly shows that his
theory of second language acquisition is still present among the arguments in favour of CLIL.
On the other hand, the reference to meaningful interaction is obviously linked to CLT, which
has, asis especidly illustrated by Hedge's scheme, meaningful interaction as its ultimate goal.
As Harmer expressesit:

[a maor strand of CLT centres around the essential belief that if students are involved
in meaning-focused communicative tasks, then ‘language learning will take care of itself’
[..] andthat plentiful exposure to language in use and plenty of opportunities to useit are
vitally important for a student's development of knowledge and skill. (Harmer 2011:69)

In this sense, CLIL is the synopsis and synthesis of second language acquisition theory and a
theory of communicative competence, brought into practice. As can be deducted from
Navés's evaluation, CLIL offers the opportunity to use language in a meaningful way and
thus stimulates language acquisition rather than language learning.

Since CLIL is heavily influenced by theories which were in turn influenced by
sociolinguistics, psycholinguistics as well as disciplines other than structural linguistics, we
will discover that the arguments which are brought forward in favour of CLIL still carry the
undertone of Krashen, Hymes and other theorists.

Therefore, it is important to keep in mind the basic features of the theories discussed
above when we now turn to investigate on the question what exactly Content and Language
Integrated Learning is, how it can be realised and what this means for the concrete teaching
materials that are analysed and evaluated below.
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3. Operationalising CLIL

Now that the most important roots of CLIL have been clarified and were briefly discussed, the
next logica step is to have a look at what is meant by the term 'Content and Language
Integrated Learning'. Asis discovered below, thisisnot an easy task, since there seemsto be a
diverse use of CLIL inthe literature.

Therefore, as a first move, the concept of CLIL will be examined in more detail,
before continuing to have a look at concrete forms and the realisation in Austria. This is
necessary in order to be able to link the textbook series Do it in English-Geography to its
particular educational environment and intended context of application. Additionaly, this
chapter will investigate the question of whether a new concept of didactics is necessary in
order to implement CLIL in practice, since this is a key issue if we want to evaluate the

respective course books based on properly elaborated criteria.

3.1. The concept of CLIL

In its most fundamental meaning, "[...] Content-and-Language-Integrated-Learning (CLIL)
refers to educational settings where a language other than the students' mother tongue is used
as a medium of instruction” (Dalton-Puffer 2007:1). Additionally, it is adso "[...] a dual-
focused educational approach in which an additional language is used for the learning and
teaching of both content and language” (Mehisto/Marsh/Frigols 2008:9).

This very basic definition of CLIL immediately shows that we are not dealing with a
single theory or a particular model of language, language learning or teaching, as it has been
the case so far, but with a whole educational concept. The innovation about CLIL, as is
pointed out throughout the entire literature is that, "[...] it is an approach which is neither
language learning nor subject learning, but an amalgam of both and is linked to the processes
of convergence [...] [which] involves the fusion of elements which may have been previously
fragmented [...]. This is where CLIL breaks new ground" (Coyle/Hood/Marsh 2010:4). So
what CLIL is essentialy trying to achieve is the abolition of the traditional binary system of
content and language subjects. As the experienced academic as well as the practitioner of any
profession may intuitively guess, changing established structures is not always an easy task.
Surprisingly, in the case of CLIL, we observe a process of fast progression throughout the
whole world, which is why it is sensible to have a brief look at the circumstances which

accompany this phenomenon.
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3.1.1. The global world astheincubator of CLIL

With CLIL, at least in terms of its acceptance among various institutions as well as within the
academic discoursg, it has been observed that "[t]he speed at which [...] [it] has spread across
Europe since 1994 has surprised even the most ardent of advocates' (MaljerssMarsh/Wolff
2007:7). This surprising development is not limited to Europe, since "[i]n recent years |...]
integrating the teaching of languages with the teaching of academic subject matter has
become more and more popular all over the world" (Navés 2009:22). This apparent rise of the
promotion of second or foreign languages is actually nothing outstanding, since "[b]oth from
a contemporary and a historical perspective, bilingualism or multilingualism is the norm
rather than the exception” (Richards/Rodgers 1986:1).
However, the

[...] recent growing interest in CLIL can be understood by examining best practice in
education which suits the demands of the present day. Globalization and forces of
economic and social convergence have had a significant impact on who learns
which language a what stage in their development and in which way.
(Coyle/Hood/Marsh 2010:2)

So, expressed from a different and simplified angle, what has happened is that the current
zeitgeist of convergence in the economic as well as social sense, was imprinted on the
educational system. This is fairly logical if we keep in mind that the educational system is
obviously embedded in society and therefore also part of the economic system which has
particular demands due to its particular organisation, institutions and development.
Nowadays, the economy demands flexibly educated people who are in turn flexible in their
potential fields of occupation. It seems that everyone is welcome to bring his or her
particularity and add it to the ever evolving knowledge pool of economy.

This specific requirement in turn has left its traces within the education system at
amost al levels. For example, B. Kumaravadivelu postulates that "[...] the L2 profession is
faced with an imperative need to construct a postmethod pedagogy” (Kumaravadivelu
2001:537), which is not according to specific predetermined methods, but rather based on the
principles of particularity (in the sense that it has to consider the specific local social context),
practicality (i.e. atheory of practice which emerges from practice rather than vice versa) and
possibility (i.e. acknowledging the socio-political consciousness of all participants) (cf. ibid.).
What is interesting about the demands of a postmethod pedagogy is the fact that, on the one
hand is seems to reject established paradigms such as the concept of method, moving the

academic discourse in a direction of plurality and individuality. The mentioned pillars are
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obvioudly in favour of alocalised and very differentiated approach to language teaching and
pedagogy. On the other hand, it is doubtable whether this is indeed compatible with the
globalised labour market, which, apparently, also likes to be able to judge what qualifications
a person possesses beforehand. The latter circumstance is reflected, for example, in the
process of standardisation of tertiary education within the European Union, the Bologna
Process, which has "[...] three overarching objectives [...]: introduction of the three cycle
system (bachel or/master/doctorate), quality assurance and recognition of qualifications and
2011). Of course, the Bologna Process is a means to deepen the European integration and a
great opportunity for students to study in the whole of Europe, but another implication is that
studies and degrees become comparable between the countries. Therefore, also university
graduates are educated for a global 1abour market.

So there is obviously a parallelism of two opposing forces, namely standardisation
versus particularity. At first, this seems paradoxical. Either peoples qualifications are
comparable, which implies that their education has to be comparable and therefore
standardised, or education is supposed to encourage the development of individual, and
therefore particular, strengths or core areas, which in turn implies that education and
consecutively acquired qualifications are not comparable. The contemporary answer to this

dilemma seems to be, at least in Austria, the definition of competences (cf. BMUKK

education are defined by specific competences which have to be acquired in the course of it.
Following the tradition of Hymes and others mentioned above, a least in case of the
languages, communicative competence is at the centre of interest. How the learner gets there,
is up to the individual classroom setting. Obvioudly, this is a convenient solution for both
comparability and particularity within the curriculum.

The heavy promotion of CLIL can be seen as one of the by-products of the effort to
converge individuality with comparability. On the one hand, "[t]he impact of globalization
[...] highlighted the need for better language and communication education outcomes'
(Coyle/Hood/Marsh 2010:4) and thus living up to the expectations of a modern labour market.
On the other hand, CLIL perfectly serves the claim for particularity, since "[...] it comesin a
wide range of shapes [...]" (Smit 2007:3). Another, not unimportant argument in favour of

CLIL "[...] revolves around notions of efficiency. [...] If two things[i.e. content and language]
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can be learned in the slot otherwise taken up by only one, this clearly saves time (Dalton-
Puffer 2007:8) and hence money.

As for Europe, CLIL has been prioritised since 1994 and has shown a vast expansion
within Europe (cf. (Maljers/Marsh/Wolff 2007). Apart from the reasons already mentioned,
this focus of the European Union on the advancement of CLIL can be summarised as being
the result of a process that

[...] was due to four simultaneous major proactive forces. families wanting their
childrento  have some competence in at least one foreign language; governments
wanting to improve languages education for socio-economic advantage; at the
supranational level, the European Commission wanting to lay the foundation for
greater inclusion and economic strength; and finally, at the educationa level,
language experts seeing the potential of further integrating languages education with
that of other subjects. (Coyle/Hood/Marsh 2010:8)

In other words, the establishment of CLIL can be evaluated as being carried by amost all
parts of society. Accordingly, its public acceptance is not really surprising. Therefore, it can
be said that CLIL isindeed a product of current society and its globa economy, which have

been functioning as fertile incubators of this new concept.

3.1.2. A theoretical framework for CLIL

Now that the specific surrounding conditions of CLIL have been discussed it is time to turn

to the attempt to define CLIL as a theoretical concept more clearly. This is easier said than
done, because, as was aready discovered, CLIL is not a single theory or practice, but [...] an
umbrella term covering a dozen or more educational approaches|[...]" (Mehisto/Marsh/Frigols
2008:12).

A first step to define this behemoth of different approaches is to have a look at the
arguments that are brought forward in its favour. Besides the already mentioned advantage in
the area of efficiency, "[r]ationales for the use of CLIL tend to direct their arguments towards
the perception that outcomes of foreign language learning in school settings are frequently
seen as unsatisfactory [...] (Daton-Puffer 2007:2). This lack of successful output seems to be
one of the major reasons why other teaching approaches, including CLT have received some
criticism.

What seemsto classify CLIL as outstanding in comparison to other paradigms is that it
"[...] creates conditions for naturalistic language learning, thereby contrasting CLIL with the

more strongly instructional focus of classical foreign language education" (Dalton-
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Puffer/Smit 2007:8). Within this argument and its reasoning, the clear influence of second
language acquisition is obvious. Instead of consciously learning a language, students are
intended to acquire the target language naturally and rather incidentally. One is subtly
reminded of Krashen's learning-acquisition hypothesis as well as other aspects of his Monitor
Theory.

Another prominent argument in favour of CLIL

[...] revolves around the purpose and the meaning of language use in the classroom.
[...] [L]earning about geography, science or history in the CLIL classroom gives the
use of the foreign language a purpose over and beyond the language itself. [...] The
crucial importance of meaningful communication [..] has also been a centra
dogma of the communicative approach [...] (ibid.)

Again, the influence of the above discussed origins is noticeable. Obviously, CLIL carries on
one of CLT's core traditions, namely to make communication in the classroom meaningful
and purposeful. This, of course raises the question what the difference between CLIL and
CLT might be.

The latter "[...] was one step towards providing a more holistic way of teaching and
learning languages, but for various reasons, especialy relating to authenticity, has been
insufficient in realizing the high level of authenticity of purpose which can be achieved
through CLIL" (Coyle/Hood/Marsh 2010:4). In a way, CLIL is thus obviously seen as the
advancement of CLT in terms of meaningful communication. This superiority is an inherent
aspect of its design, because at least one ultimate purpose is always given, namely to acquire
competence in the respective content subject. In the course of achieving that "[...] CLIL
classroom practice involves the learners being active participants in developing their potential
for acquiring knowledge and skills (education) through a process of enquiry (research) [...]
and means for problem solving (innovation)" (ibid.). In other words, CLIL tries to stimulate
the learner's autonomy when it comes to personal development. This seems to be a very
empowering and sensible concept, especially with regard to professional practice where
autonomy is certainly an advantage. After al, CLIL is an approach which "[...] attempts to
bridge the gap between school life and real life. [...] [It] is a pedagogical framework within
which learners are able to deal with professional and academic matters in the same way as
they will have to later on in life" (Wolff 2007:15). Y et, the other side of the coin may be the
danger that the learner is left aone rather quickly, since, apparently by its very definition,
CLIL classroom practice gives at least some of the responsibility of learning output to the
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learners themselves. Practically speaking, the respective teacher has to be careful not to
overrate thisinvitation to self-responsibility.

So far, CLIL can be classified as the convergence of all the demands proposed by
recent linguistic theory and modern language teaching approaches. it promotes acquisition
over learning, is meaningful communication in practice and grants the learner the freedom to
actively participate in his or her own right. Additionally, it seems to bring a scent of a
working life setup to the otherwise generic school classroom by demanding self-guided and
self-induced participation and problem solving. What has remained in the dark so far is the
issue of what exactly Content and Language Integrated L earning intends to achieve in order to
draw an actual benefit from its apparently inspiring concept, which has brought forward many
arguments on the positive side.

Since it is so complicated to grasp what precisely CLIL isand what it finally aims for,
it may be a good starting point to explicitly mention what it is undoubtedly not. "CLIL is not
about 'trandating' first-language teaching and learning into another language in the hope that
learners will be immersed [...] and seamlessly learn in another language” (Coyle/Hood/Marsh
2010:27).

In fact, CLIL tries to provide and encourage conditions which support and enhance the
successful achievement of certain overall goals, namely

e grade-appropriate levels of academic achievement in subjects taught through
the CLIL language;

e grade-appropriate functional proficiency in listening, speaking, reading and
writing in the CLIL language;

e age-appropriate levels of first-language competence in listening, speaking,
reading and writing;

e an understanding and appreciation of the cultures associated with the CLIL
language and the student's first language;

e the cognitive and socia skills and habits required for success in an ever-
changing world (Mehisto/Marsh/Frigols 2008:12)

These five goals immediately show both the holistic approach to teaching pursued by the
CLIL approach. What is interesting and new is that the specific Situation of the particular
learner (i.e. his or her mother tongue as well as cultural background) constitute fundamental
basics. What is especialy striking is that it seems that there is a balance between the
importance of the first and the second language. This is obviously due to the influence of the
theory of linguistic interdependence, which, anong other things, claimsthat "[...] learners of a
subsequent language (L2) already have conventions in their first language (L1) background,

22



[s0] these can be their potential resources' (Haley/Austin 2007:16). A learner who possesses
rich knowledge and competence in his or her L1 can therefore draw from broader resources
which in turn positively influences the acquisition of the L2. On the other hand, the goals of
CLIL do not only recognise where the learners come from, but also where they should go in
the future. Through adding the pillar of cognitive and social skills, CLIL introduces a whole
new dimension of professional development. Thus, the classroom becomes more than a place
of learning. It becomes a place of persona development and professiona training. As a
consequence, thisimplies avery particular and individualised approach to teaching.

By acknowledging this particularity of learners, CLIL aso divides its emphasis of
education on two fronts, namely the first and second language (including their cultures), as
well as content, cognition and social skills. These two basic groups which were formally
treated as basically two ends of the learning spectrum, are thus merged and put into focus. If
we group the subsequent goals to an overall catalogue of aims, it becomes apparent that CLIL
pursues education and acquisition on three levels, namely "[...] content, language and learning
skills' (ibid.). These three foci can be considered the fundamental triangle which CLIL strives
after and thus can be considered to be the theoretical foundations of it.

FE S N '\‘\
)'r.j‘é? ';I’ \\l?%-_’ \
Ja/ wn \% %

o \ G
/ </ RELATED \Gn\
PN T TR T
Ny
g T
// LEARMNING SKILLS %

Figure 1: The three goals of CLIL (Mehisto/Marsh/Frigols 2008:12)

Of course, this step towards a more holistic pursuit of educational goals bears the question
which of the three (if any) has to be seen as primary and in how far the three are interrelated
(cf. figure 1). Concerning the former, it seems that especially the relationship between content
and language seems to be a point of heavy debate among scholars. It is also highly relevant
for the am of this thesis, namely the evaluation of teaching materials. Therefore, it is
necessary to take a closer look at the dilemma of whether CLIL is teaching a language

through specific content, vice versaor if it isindeed something completely different.
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3.1.3. Language ver sus content?

Within the CLIL triad, it seems that it is particularly the relationship between language and
content which is subject to quite some debate. "This relationship, despite of the presence of
the word "integrated” in CLIL, is characterized by a good deal of tension and sometimes
conflict between the two areas’ (Dalton-Puffer 2007:5). Thisis rather surprising, because the
literature which deals with theoretical aspects of CLIL repeatedly points out that "[...]
language is not the primary subject taught" (M ehisto/Marsh/Frigols 2008:102).

Moreover, within the CLIL paradigm and its concrete realisations, such as bilingual
education, the content is seen as the primary element: "[d]ie Fremdsprache ist weniger
Gegenstand des Unterrichts als vielmehr ein Medium zur Bewadltigung von fachspezifischen
Lern-und Arbeitsprozessen. Hieraus folgt, dass der gezielte Aufbau fachsprachlicher
Elemente im Mittelpunkt der sprachlichen Lernprozesse stehen muss' (Otten/Wildhage
2007:18). This defines the relationship between language and content rather
straightforwardly. While former is seen as a tool to acquire knowledge and skills in the
respective content subject, latter is considered to be the underlying purpose and target of
teaching. Furthermore, Otten and Wildhage explicitly say that if language teaching takes
place in the content subject, the subsequent acquisition of content-specific linguistic
competence is the ultimate purpose and not a deeper understanding of the foreign language as
such. In other words what has to be constantly improved are the tools, yet they remain in their
supportive position and never become the explicit target of learning and teaching as such.

As for Geography, which is the target content-subject of the teaching materials in
question, there seems to be accordance with the primacy of the content subject, since "[alus
der Sicht der Sachfachdidaktik ist der bilinguale Unterricht nur von Interesse, wenn das
Sachfach nicht unter den fremdsprachlichen Anforderungen leidet” (Meyer 2009:8). This
obviously indicates that some of the debate originates from"[...] content teacher[s] [who are]
concerned about the consequences of foreign language use on the students eventual
knowledge of the subject" (Dalton-Puffer 2007:5). From the perspective of any content-
subject thisis arather comprehensible position, since they are indeed interested in devel oping
their content-specific practices and techniques and are therefore not interested in concepts
which slow down the progression of the subject. To be precise, "[t]he concern reflects two
fears: firstly, that the foreign language may slow down proceedings so that |ess subject matter
can be covered and secondly, that lower language proficiency may result in reduced cognitive

complexity of the subject matter presented and/or learned. The concern is thus about both
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coverage and depth" (ibid.). Hence the (justified) position that Geography and its related
didactics and paradigms have undoubtedly to be in the foreground of teaching (cf. Ch. Sitte
1998). However, it has to be admitted that although

[d]uring the past fifteen years a considerable number of studies have appeared,
especially in  Scandinavia and Germany, which provide empirical evidence of the
linguistic advantage of pupils when they are taught non-linguistic topicsinan L2
[...] [,] [S]cepticism remains ... as to whether the acquisition of knowledge is
similarly efficient [...] (Stohler 2006:41).

Additionally, the worries about the negative influence of CLIL on the content-subject may be
due to the circumstance that "[m]any scholars tend to believe that within the CLIL paradigm
content subjects are taught in a foreign language only to improve the students foreign
language competence” (Wolff 2007:16). As was already shown, thisis clearly not the case. If
it was then al content subjects would be mere topics in a second language curriculum and
would therefore not enhance the students cognitive and technical competences in such
manifold ways at it is the case.

On the other hand, regarding language as a tool for knowledge acquisition does not
mean that "[...] language as such should not be focused upon in the classroom” (ibid.). Or
using the metaphor once again: if you have tools which help you to get your engine working,
why not taking a sporadic look at them so that they are polished and up-to-date? Even if
"[I]language may not be the designated subject of in-class interaction in CLIL, [...] there are
language-related goals on top of the content subject related ones or else what would be the
point of doing CLIL at al?' (Dalton-Puffer 2007:6). Therefore, language and content have to
be considered as inseparable within CLIL which is thereby "[...] eliminating the artificial
separation between language instruction and subject matter classes which exists in most
educational settings' (Brinton/Snow/Wesche 2008:2).

The problem which arises now is how exactly we have to define the specific
relationship between language and content or, more precisely, there is a "[...] need to make
explicit the interrelationship between content objectives and language objectives'
(Coyle/Hood/Marsh 2010:36). If the language component of a CLIL setting is supposed to
cater to the specific content-subject we have to identify specific language needs which occur
in the respective context. This, of course, is a very specific and thus particular task, since, as
we have seen before, CLIL isvery much anchored in unique settings.

Nevertheless, there are general categories which are likely to be applicable to any
classroom situation imaginable. These are expressed in the so called ‘Language Triptych'

model, which does indeed clarify the interrelationship between language and content and,
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moreover, in what ways language may be used to support the acquisition of knowledge.

Again, thismodel of the CLIL language of instruction constitutes a triangle:

e Language of learning is an anaysis of language needed for learners to access basic
concepts and skills relating to the subject theme or topic. [...] For the subject teacher
[this] requires greater explicit awareness of the linguistic demands of the subject or
content [...]

e Language for learning focuses on the kind of language needed to operate in aforeign
language environment. [...] Developing a repertoire of speech acts which relate to the
content, such as describing, evaluating and drawing conclusions, is essential for tasks
to be carried out effectively. [...]

e Language through learning is based on the principle that effective learning cannot
take place without active involvement of language and thinking. When learners are
encouraged to articulate their understanding, then a deeper level of learning takes
place. [...] (Coyle/Hood/Marsh 2010:37; bullet points added)

If a teacher considers these three points while preparing a CLIL module, the language-
component heavily supports and enriches the content-component. The first of the three
elements, language of learning, gives the teacher the opportunity to criticaly reflect on
subject-specific vocabulary and the concepts which underlie them. However, this is not only
true for the teacher, but also for the students themselves. Especially in Geography, this leads

to certain advantages:

[e]in Vorteil des bilinguaen Unterrichts gegentber dem Erdkundeunterricht auf
Deutsch liegt darin, dass der Blick im kontrastiven VVorgehen auf die Sprache  bzw.
auf die Begriffs- und Vorstellungsbildung gelenkt wird. Schiler hinterfragen
einen auf Englisch eingefuhrten (Fach-)Begriff und setzen diesen in Beziehung
zum deutschen (Fach-)Begriff (Meyer 2001:31).

By this, the bilingual teaching, which is a form of CLIL, encourages the learner to think not
just in content-specific vocabulary and its underlying concepts, but about them as well. This
results in a far deeper and more holistic understanding of the subject terminology. Thus the
content-subject can actually benefit from the language-component introduced by CLIL.

The second aspect of the language needs model, language for learning, serves the
communicative purpose which is rather a demand on behalf of language teaching. Yet, if the
learners are encouraged and empowered to communicate about the content, active discourse
which puts the subject-theory into practice, takes place. Thus the potentially otherwise
passively perceived content of the subject is turned into an active product of discourse.
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This is closely linked to the third pillar, language through learning. Due to the
meaningful communication stimulated the by content, the subject matter becomes alive and is
within immediate grasp of the learners world. As aresult, it is not simply theory presented
by the teacher or materials, but rather of proximate relevance in the process of both
communication and learning. By acting out communication, students are involved and in turn
are stimulated to actively think about the content.

So as a conclusion, language and content are no opposites of a pedagogical spectrum,
but rather form a symbiosis which results in a deeper and more sustainable kind of learning of

both language and content

3.2. Towards a concept of integrated didactics

Although the dispute over the relationship between language and content is very central to the
actual application of CLIL, it is only one field where the didactics of language teaching and
the respective didactics of the content-subject have to be brought to convergence. As for our
purpose, a synthesis of the content subject geography and economics and modern
requirements of language teaching is essential if we want to evaluate teaching materials which
were specifically produced for CLIL.

Obviously, course books of high quality will have to consider the good practice of
both worlds. Therefore, it is necessary to have a very brief look at the basic principles of
didactics of Teaching English as a Foreign Language, since the respective course books are
written for bilingual education in English. Additionally, we have to consider the same for
geography and economics, because of the fact that we have elaborated on earlier, namely that
CLIL does not substitute the paradigms and content of the content-subjectsin any way. Asfor
the current established practices in teaching English, we have aready encountered the
approach of Communicative Language Teaching, which is basically the paradigm in practice
within the Austrian school system. A more detailed account of the principles of CLT was
already given above, which is why in this section, for the sake of the argument's cohesion,
only a short summary of the relevant principles, which have partly been elaborated in the
second chapter, isgiven. CLT is based on foundations which can be characterised as follows:
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Language is atool for communication.

Diversity is recognized and accepted as part of language development.

Learner competence isrelative in terms of genre, style and correctness.
Multiple varieties of language are recognized.

Cultureisinstrumental.

There is no single methodology for language learning and teaching, or set of
prescribed techniques.

e The god is language using as well as language learning (Coyle/Hood/Marsh
2010:32f.)

From these principles, we can derive certain features which have to be considered in the
respective teaching material. First of al, if language is a tool for communication, then the
course books should stimulate meaningful communication by the means of meaningful tasks
or questions which serve as a basis for productive discourse among the students. This is
closely related to the communicative goal of language use as well as language learning, which
implies a certain 'learning by doing’ methodology. Secondly, a point where CLT is
immediately related to CLIL, is the cultural aspect as well as the variety of language. For the
context of geography and economics, it is probably not likely that the course books offer a
great variety of registers apart from the formal one. Given the primacy of the content-subject,
thisisjustified, since learning Geography in English is rather a situation which takes placesin
aformal setting, since even if students are to present projects, problems and so on, they would
not choose adiaect or informal variety of the target language. However, the cultural aspect of
language is a topic, for example if the teacher chooses to work with newspaper articlesin the
classroom. Teaching material of high quality should therefore, at least peripherally, draw
attention to certain conventions of a language and their purposes — especially if we consider
the fact that CLIL explicitly considers the culture of the target language as its fundamental
goals (cf. page 20).

So there are first hints to what the course books have to contain in order to be
evaluated as true CLIL-learning-materials. Y et, an aspect which we have not tackled so far is
what are the basic demands on behalf of the content-subject geography and economics from a
didactic point of view. Thisisimportant, because, as we have seen, the content-subject has no
interest in lowering the learning output of its students. Therefore, a truly good CLIL course
book has to be both a well designed language textbook (or at least has to deal with the

language-component in some way), as well as a good Geography textbook.
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3.2.1. Basic principles of didacticsin geography and economics and its demands of CLIL

The history and development of didactics in geography and economicsisasrich and varied as
in any other school-subject. Because this thesis has its focus rather on English and not on
Geography, this section will just focus on relevant and fairly recent principles and paradigms
within the subject. Additiondly, it will be explored what benefits the representatives of
didactics are hoping to get from CLIL. As a consequence, the thesis presents a very distinct
view of the topic and does not give a complete account of the complex landscape of subject
didactics in geography and economics. Furthermore, the arguments and attitudes presented
may be very specific to the Austrian discourse of the subject. However, since one of the major
concerns in the analysis and evaluation of Geography textbooks lies with an Austrian course
book series, thisis a sensible and justified perspective on the subject.

Like in CLT or CLIL respectively, there are no strictly prescribed methodologies to
teach geography and economics in the classroom in Austria. There is a great variety of aims
and techniques which a teacher can apply as well as various learning theories to which he or
she can commit to. Nevertheless, there are certain principles which are considered to be of
fundamental validity within the didactics of Geograhy and Economics: "[d]as Schulfach soll
Motive und Auswirkungen, Regelhaftigkeiten und Probleme menschlichen Handelns in den
beiden [...] eng miteinander verflochtenen Aktionsbereichen "Raum" und " Wirtschaft"
sichtbar und verstéandlich machen. [...] "Geographie" und "Wirtschaftskunde" bilden nach
dieser Sicht eine Ganzheit und sind nicht zwe getrennt nebeneinander stehende
Lernbereiche" (Sitte 2001a:162f.). This is very important, because geography and economics
are indeed integrated areas within the subject and cannot be separated at all.

The reason for this inseparability is deeply rooted in the recent concept of didactics
which has the following characteristics:

e [Das didaktische Basiskonzept] [...] stellt den in gesellschaftlicher Bindung réumlich
und wirtschaftlich handelnden Menschen in den Mittel punkt des Unterichtsfaches.

e Das dem Fach zugrundeliegende [...] Konzept ist daher ein gesellschaftsorientiertes
Handlungskonzept. [...]

e Wie, warum und unter welchen subjektiven, sozio-kulturellen und physisch-
materiellen Gegebenheiten raum-und wirtschaftsbezogene Handlungen zustande-
kommen, sollen Heranwachsende an Ilokalen, regionalen und globaen
L ebenswirklichkeiten kennenlernen [...].

e Die Vermittlung von Fakteninformationen tber Lander und Staaten tritt [...] sehr stark
zurick. [..] Wichtig ist [..] jedoch, da3 Schilern beigebracht wird, solche
Informationan zu finden und kritisch zu verarbeiten. (Sitte 2001a:163; bullet points
added)
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These four basic principles of the subject geography and economics are very much centred
around the reality of students. Its anchor is always human activity and influence in spatial and
economical terms, which are supposed to be brought in convergence with the respective
teenager's personal reality. If we look at the third point, it becomes apparent that the subject
strives to do so an different scales which are, if we follow the order precisely, developed
inductively. This is important, because the spatial component of Geography obviously is an
ever-present one and is thus also amajor factor on the local, particular scale of every student's
life.

The reason why this has to be pointed out is that education in Geography should
always try to establish a connection to the students' lives when dealing with a topic. As a
consequence, a course book should do the same. To be fair, the authors of a course book
cannot take account for every single particular reality of their target audience, since this
would require at least a specia edition for every federal state. However, an Austrian course
book can achieve this easily on the scale of the national state by connecting topics of, for
example, aglobal dimension to Austriaas a particular agent in a globalised world.

The other points of the basic principles of didactics are concerned with the
empowerment of the individual. The subject's underlying concepts of action and its
orientation towards society is an indication that its tries to educate the individua so that he or
she can act as a self-reliant and emancipated member of society. Thisis closely related to the
concept of 'handlungsorientierten Unterricht’, which is a didactic concept and very prominent
in geography and economics. "Handlungsorientierter Unterricht zielt in erster Linie auf die
Entwicklung gesellschaftlicher Handlungskompetenz, auf den Aufbau eines politischen und
zum handeln aktivierenden Bewuldtseins' (Sitte 2001b:305). Its most common realisation is
the well-known 'Schulprojekt’, which has a product as its aim which is supposed to add
actively to the process of democracy.

This, in turn is an expression of the highest achievable output from learning, namely
critical- emancipatory thinking. The didactics in geography and economics distinguishes
between four levels of output from learning, characterised by increasing complexity. These

can be sketched as follows:
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[Kein reflektiertes Vermittlungsinteresse]: [...] ale Inhalte, die in Form linearer
Wissensvermittlung von Lehrpersonen an Schilerlnen weitergegeben werden, ohne
jeden weiteren Begriindungszusammenhang [...].

e Durch das technische Vermittlungsinteresse werden inhaltlich Lernprozesse gesteuert,
die kurz gesagt einer "Wenn - Dann" Rationalitét unterliegen. [...]

e [Beim] praktische[n] Vermittlungsinteresse [...] [tritt] eine Expansion des Subjektiven
[..] und damit der Aspekt einer differenzierten Wertebegriindung bezlglich
problematisierter Fragestellungen [auf]. [...] ES werden Lebenssituationen entworfen,
die sich an einer fortgeschrittenen Moderne orientieren, und fur die gilt es, fur die
Schilerlnnen Bewahrungs- und Bewaltigungsszenarien zu entwerfen

e [Beim emanzpatorischen Vermittlungsinteresse] [...] wirden nunmehr Sachverhalte,

die technisch.zweckrational und praktisch aufgearbeitet wurden, nach mdglichen

Alternativen oder Widersprichen unter dem leitenden Interesse an Mundigkeit und

Sel bstbestimmung befragt werden (Vielhaber 1999:12-17; bulettpoints added)

These stages of increasing complexity can be seen as a continuum which are achieved or not
in the course of every act of learning. As we have seen before, the content-subject of
geography and economics is based on principles which empower and actively involve the
individual in society. In turn, learning should always pursue the highest aim of teaching,
namely the emancipatory am. It is clear that probably not every lesson in class or every
module in school will successfully activate every learner to critically rethink his or her
environment. This may be due to the specific content, which, for example does require
technical mediation (like working with maps or atlases), or due to institutional circumstances,
for example a teacher's lacking repertoire of methods. However, it should, nevertheless,
aways be the final goal of learning.

Therefore, since teaching materials are supposed to support the teacher and the learner
alike, our course books under examination should somehow encourage critical reflection on
the respective topic which they are presenting. Otherwise, fundamental elements of didactics
within the subject would be disregarded.

After we have now discussed the most fundamental aspects of didactics in geography
and economics, it would be interesting to examine which expectations the content-subject has
with regard to CLIL. Interestingly, whenever the (Austrian or German) academic literature
dedls with a particular form of CLIL, it is the one of bilingual education which is in the
spotlight. As will be elaborated later on, this is not surprising, since it is a very common
realisation in Austria and Germany. For the scope of this thesis this is especialy interesting,
because both the Austrian course book series Do it in English-Geography as well as its
German counterpart Diercke Geography for bilingual classes were, obviously, written for a

bilingual setting. In this respect it is interesting to have a look at how the content-subject
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perceives the aims and potential benefits of CLIL, or more specifically bilingua education,
because this provides important input with regard to whether or not the teaching materialsin
guestion are designed in a satisfactory and proficient way.

One major issue on part of the content-subject seems to be the cultural component.
Weber (1993:32f.), for example distinguished between cognitive and affective aims in
connection with bilingual education. The former are characterised by skills in the foreign
language, technical vocabulary, competences in the content subject and in the target
language's culture. The latter are subsumed under the term transnational communicative
competence, which relates to the ability to respect other cultures and to show empathy for
different lifestyles and traditions. Another didactic concept which heavily relies on cultura
awareness is the bilingual triangle, which is defined as "[...] Inhalte und Gegenstande 1. der
eigensprachigen, 2. der zielsprachigen Kulturen und Gesellschaften und 3.
kulturlbergreifende,  kulturunabhangige, globale und universde Phanomene und
Sachverhalte" (Hallet 1998, quoted in Breidbach 2003:14).

This emphasis on the cultural dimension is very interesting. On the one hand, it
perfectly fits into the concept of CLIL, which defines the cultural component as one of its
pillars. On the other hand, especialy if we look at the bilingual triangle, cultural competence
is a much more prominent factor than in CLIL, which aso stresses the importance of other
aspects such as professional skills. The focus on culture reflects a very European view on
languages, since one of the explicit objectives of plurilingualism by the European Council is
"that the rich heritage of diverse languages and cultures in Europe is a valuable common
resource to be protected and developed, and that a magor educational effort is needed to
convert that diversity from abarrier to communication into a source of mutual enrichment and
understanding;” (CEFR 2001:2). Thus, didactics of bilingual education in Geography can be
seen as a practical implementation of the respective objective.

However, there are a'so more content-specific demands on behalf of didactics. "Von
der Seite der Fachdidaktik GW ist die Verwendung von authentischen Materialien von
besonderer Bedeutung. Diese Materialien umfassen darstellende Texte und mundliche
Schilderungen, die durch Erklarungen (mindlicher und schriftlicher Art) erganzt werden"
(Lidauer 2001:143). Of course, this is linked to the overal concept of CLIL, which aso
promotes authenticity as vital, but clearly the content-subject regards it as particularly
important. This, however is not without its problems, as was shown by Widdowson
(1990:44f) and which will be discussed later on (cf. 4.1.2.).

32



A demand on the part of didacticsin geography and economics, which is not explicitly

mentioned in the CLIL literature is the aspect of gradual introduction of the target language:

[w]eiters ist von der Fachdidaktik GW her zu fordern, dald sich der Einsatz
fremdsprachiger Materialien in mehreren Stufen vollzient: Am Beginn sollte eine
"Gewohnungsphase" an diese neuen Medien stehen™. [...] Sehr gut geeignet sind in
diesem Zusammenhang einfache Arbeitsauftrége, die eine Interaktion mit den
fremdsprachigen Medien zum Ziel hat. [...] Auf einer zweiten Sufe kdnnen Texte
und andere Darstellungen aus den verschiedenen Quellen eingesetzt werden. [...] Auf
einer dritten (und schwierigsten) Sufe dienen authentische Materiaien
hauptsachlich als Vehikel fur kulturelle Botschaften. (Lidauer 2001:143f.)

This approach to the gradual introduction of materialsin the L2 appeal s to intuition and seems
to have profound face-validity. Its advantage is that both the subject-teacher and the students
alike can get used to the new situation in the classroom. Interestingly, the final aim on the
most complex third stage of introduction is again the mediation of cultural messages and
consequently the raising of cultural awareness.

Obvioudly, the cultural component is perceived as a central reason for teaching in a
CLIL environment at all. However, with regard to the specific Austrian educational context, it
is problematic to define what the target culture actually is. Since the course books which will
be examined below are apparently written for the target language English, things get
complicated. Due to the fact that developing professional skills is an explicit rationale for
bilingual teaching in the classroom, it is fairly safe to claim that the intention behind it is to
teach English as a lingua franca rather than a second language in the sense of the famous
immersion programmes (cf. Brinton/Snow/Wesche 2008:7ff., Navés 2009:22ff.). While the
latter were situated in a bilingual setting on the national level (like in the French-Canadian
state of Quebec), where a clear second language and culture can be identified, it is difficult to
grasp what the target culture of English as a lingua franca is. Is it the cultures of the United
Kingdom, Commonwealth, United States, or the whole Anglophone world? Or is it a global
culture (if there is such athing at al) which is gradually shaped by the internationalisation of
our lifestyles? Even if we consider the specific European context and the European Council's
aim of mutual cultural respect on the continent, what is this European culture we are talking
about? Since it is not the intention of this thesis to answer this highly complicated questions,
they will have to remain unanswered, because the answer isnot at al an obvious one.

What has become obvious though is the necessity to assure the convergence between
the didactics of the content-subject and language teaching, or rather CLIL. As we have seen,

there is plenty of overlap between the two, because the cultural component and the
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importance of authenticity seem to constitute a promising denominator. Y et, "[d]ie origindren
geographischen Zielvorstellungen [...] bilden auch die Grundlage des bilingualen Unterrichts
und haben aus geographiedidaktischer Sicht oberste Priorita” (Meyer 2006:160). As a
consequence, the fundamental principles such as Geography as a 'gesellschaftsorientiertes
Handlungskonzept' and the different levels of mediation have to be integrated in both the
CLIL classroom and its accompanying materials. The problem now is how to do that and shall
be addressed in the following section.

3.2.2. A concept of converging didactics

Itis clear that CLIL is a different educational setting than the traditional division in content-
subjects and language subjects. An issue which accompanies this new learning environment is
the question whether CLIL as an approach needsits own set of didactics or if it has to be seen
as a mere addition to the respective content-subject. In our case of bilingual education, it is
clear that it is "[...] en transdisziplindres Phanomen, bel dem Fremdsprache und Sachfach
kooperieren mussen" (Abendroth-Timmer et.al. 2004:14). CLIL, of course provides means
and principles which bring language and content-subjects closer together, yet it has, so far in
our discussion, not explicitly stated how this convergence is supposed to be implemented.

The specific aims of CLIL demand specific methods if the didactics of content-
subjects and language teaching want to succeed in supporting the learner in his or her
particular environment and at the same time to achieve a balance between language and
content. This requires that in a bilingual classroom, the teacher has to see through the eyes of
language teaching as well as the content-subject. "Hieraus folgt, dass sich eine Didaktik und
Methodik des bilingualen Unterrichts nicht aus der Addition von Fremdsprachen- und
Sachfachdidaktik ergibt, sondern dass sie ein eigenstdndiges Profil - differenziert in
fachspezifische und facheribergreifende Elemente - haben muss® (Otten/Wildhage 2007:23).
If we look at the section above, distinguishing between subject-specific elements and those
which show an interrelation between language teaching and the actual content seems sensible
and plausible. This distinction is a first step to assure that each side has its place when it
comes to concrete and practical teaching.

However, if we want to clarify how didactics in the bilingual setting are supposed to

work, this binary distinction is rather vague. Hence, Otten and Wildhage draw a more detailed
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sketch of a concept of integrated didactics, formulating six claims, which we will now discuss
briefly:

These 1

Integration von Inhalt und Sprache bedeutet fir das bilinguale Sachfach die
Verwendung der Fremdsprache als Arbeitssprache. Ausgangs- und Bezugspunkt
didaktischer Planung ist damit zundchst die Didaktik des Sachfaches.
Fremdsprachendidaktische Konzepteund Methoden unterstitzen die
fachspezifischen Lehr- und Lernprozesse. (Otten/Wildhage 2007:24)

The first thesis basically covers what has been elaborated before, namely that the content-
subject isthe hub of CLIL in the classroom. As has been mentioned before, thisisjust logical,
since otherwise all subjects would finally be altered into topics of language teaching. Despite
the primacy of the content, the language component is seen as a beneficial addition to the

respective subject.

These 2

Integration von Sprache und Inhat bedeutet deshalb zunéchst eine gezielte
Erschlief3ung der bisher ungeahnten Chancen fir die Sachfécher selbst, die sich
aus den erweitereten fachlichen Perspektiven in der Dimension des interkulturellen
Lernens und durch die Verwendung von Fremd- und Muttersprache as
Arbeitssprache ergeben. (Otten/Wildhage 2007:25)

The second thesis stated by Otten and Wildhage implies two things. On the one hand, it
indicates that the content-subjects themselves have neglected the language and cultural
component so far and that they have yet to reach their full potential. It aso is an
encouragement for intensive research, since if we have not discovered all possibilities yet, the
time has definitely come. On the other hand, the thesis explicitly demands that education is
indeed bilingual. Otherwise, benefits like, for example, the holistic reflection on technical
terms (cf. page 23) cannot be realised. This serves the model of CLIL just well, because
appropriate competence in the mother tongue has been identified as one of its fundamental

subjects.

These 3

Die Integration von Inhalt und Sprache im Sachfach erfordert, dass die Formen des
Lehrens sich am derzeitigen Wissensstand Uber ingtitutionellen Spracherwerb
orientieren. (Otten/Wildhage 2007:27)

For the context of this thesis this means that language in the content-subject geography and

economics has to be taught communicatively. This is, however, stating the obvious, since a
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model of bilingual education is a redlisation of CLIL, which in turn has evolved from

Communicative Language Teaching.

These 4

Integration von Inhalt und Sprache im bilingualen Sachfach zur Optimierung der
sachfachlichen Lehr-und Lernprozesse bedeutet die systematische und gezielte
Unterstitzung der sprachlichen Komponenten in komplexen Lernsituationen.
(Otten/Wildhage 2007:28)

This is clearly a demand for scaffolding, or language support respectively, in the bilingual
classroom and overlaps with the requirement of the gradual introduction of the foreign
language, as it was stated by Lidauer (2001:143f.). It foregrounds the careful and individual
treatment of the language learner in the CLIL classroom. The intention is to assure that the
learner output is of high quality and an enrichment for the individual. Within the aspect of
language support, the focus of this thesis, learning materials, is a crucial element: "[...] das
klassische CLIL-Lernarrangement weist demnach die folgenden Komponenten auf: materials,
tasks, support [...]" (Otten/Wildhage 2007:30). Therefore, a centra point of the evaluation of
the textbooks in question will bein how far they provide language support for the learner.

These 5
Integration von Sprache und Inhalt im bilingualen Sachfach bedeutet Orientierung an
einem Konzept funktionaler Mehrsprachigkeit. (Otten/Wildhage 2007:31)

This postulate ensures that the respective use of either the first or the second language is
motivated by a specific, professional purpose rather than an arbitrary switching between the
languages. Textsin the L1 or L2 respectively are combined with tasks in the other language,
such as reading a German text and giving a presentation in English. Thus a level of deeper
meaning and function to the use of both languages is added, since a potential real-life
situation from working life is simulated. This gives the language environment a much more

natural character.

These 6

Integration von Inhalt und Sprache bedeutet fir die facherverbindende Koordination
von Fremdsprachen- und bilingualem Sachfachunterricht eine gezielte arbeitsteilige
erschliefung und Nutzung von Synergieeffekten und die entscheidende
Akzentuierung des jeweiligen Profils von Sachfach- und  Fremdsprachenunterricht.
(Otten/Wildhage 2007:32)
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The last thesis postulated by Otten and Wildhage very much deals with institutional
parameters. What is implied are basically three areas of cooperation between content-subjects
and the languages, namely language across the curriculum (which refers to the teaching of
language competence in basically all subjects), interdisciplinary methods which promote the
acquisition of skills, aswell as interdisciplinary cooperation on the level of content and topics
across the subjects. Thus a holistic approach to teaching and learning is achieved, which is
indeed in the spirit of CLIL.

Overall, the six theses introduced above represent a very concrete sketch of what steps
are necessary to achieve a practical implementation of the CLIL concept. Under the guidance
of the content-subject, the language component broadens and enriches the scope of teaching
and learning, by breaking down barriers between subjects and integrating otherwise isolated
disciplines. Hence, this concept of integrated didactics provides a good model of how to

actually realise CLIL's premise of content and language integration.

3.3. Defining thetarget CLIL-context of the book series

After investigating on the most fundamental theoretical principles and concepts which
underlie the CLIL and the content-subject geography and economics, there is one final aspect
which has to be investigated on. While the discussion of basic theories allows us to develop a
catalogue of criteriain order to evaluate if the coursebooks subjected to analysis live up to the
standards of CLIL, having alook at the concrete educational situation and demandsin Austria
will alow us to evaluate whether they are suitable for the Austrian market or an Austrian
classroom respectively. After all, as was discussed above, CLIL as well as the didactics of
geography and economics emphasise the local and national dimension of learning.

Therefore, this section will have a look at the forms of CLIL, with an emphasis on
bilingual education, which, as was already indicates, is the most relevant for the Austrian
context and the target situation of the teaching material in question. After having clarified the
forms of CLIL, a brief look at the situation in Austria will be taken, before the section
concludes with the national curriculum for geography and economics. The last point is
important if we want to evaluate whether the textbooks indeed support the teachers and

learners to achieve the goals which are demanded by the subject's didactics.
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3.3.1. Formsof CLIL: bilingual education in the spotlight

Since "[...] thereis no one model for CLIL" (Coyle/Hood/Marsh 2010:14), several models of
implementing CLIL have emerged over the years. There are "[...] a range of types which
depend largely on the reasons for wishing to introduce the approach and the capacity to
implement CLIL which is available within an educational setting” (ibid.). This, of course,
makes a concrete discussion of actual implementations of the paradigm rather difficult,
because the possibilities are nearly endless, especially if we consider the local dimension of
the various schools which pursue different goals based on diverse reasons. As a consequence,
we will have alook at just some possible variants of CLIL.

A first, basic distinction between the various forms of CLIL models, istheir respective
extent to which they expose the learners to the L2 as an instructional language. Here, we can
differentiate between extensive instruction through the vehicular language, where it "[...] is
used almost exclusively to introduce, summarize and revise topics, with very limited switches
into the first language" (Coyle/Hood/Marsh 2010:15), and partia instruction through the
vehicular language, where only "[...] specific content [...] is taught through CLIL according to
limited implementation periods” (ibid.). Thus, the total time of exposure to the L2 can be seen
as one aspect of defining what type of CLIL model isimplemented in a particular educational
setting.

However, there are more sophisticated ways to define a model. The CLIL-
compendium website postulates 8 basic forms of CLIL, which are based on characteristics

such as the age of learners, target language(s), as well as the three basic dimensions of

following forms of CLIL-education can be distinguished:

Monolingual Bilingual Multilingual
14 - 20 years 14-20 years 14-20 years
Monolingua Bilingual Multilingual
5-15 years 5-15 years 5-15 years
. Bilingual and
Zgngsg l Multilingual
y 3-6 years

Figure 2: Forms of CLIL (http://www.clilcompendium.com/clil compendium.htm)

Since the target educational setting of the textbook series is obviously the bilingual form, it is
where we put our focus. More precisely, the Austrian series Do it in English-Geography, is

written for students from grade 9 to 12 (so approximately aged 15-19), while the German
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series Diercke Geography for bilingual classes is written for students from grade 7 to 10 (
aged around 14-17). therefore, we will examine the model of bilingual education between 14
and 20 yearsin more detail.

According to the CLIL- compendium, the total exposure to the target language is

rather low to medium, which means that it is between 5-15 percent (low exposure) and 15-50

So we are dealing with a partia instruction model of CLIL, which is, if we think about the
very term 'bilingual education’, rather obvious. Interestingly, "[tlhe CLIL-type bilingual
education includes all children in the learning of an additional language and builds flexibility
in its conception of bilingualism. It does not require equal time for the two languages, nor
does it call for "native-like" proficiency of bilingual teachers or bilingual children" (Garcia
2009:130). Regarding, the nature of bilingual education within CLIL, a few characteristics
thus become obvious. First of al, by including all students, this concept of bilingual education
is clearly amed at a mainstream implementation, obviously as part of European language
policy. Thus, it is quite different from other forms of bilingual education, like the immersion
programmes, which am at a specific minority group or language. Secondly, its rather
practical criteria and its flexibility in teaching time and teacher proficiency, characterise
bilingual education within CLIL as an enrichment of education rather than its purpose. In
other words, it seems that the goal in terms of language skills is not a level which actually
matches the first level, but rather the second language as a means of communication (in the
case of English in alinguafranca).

This is aso reflected in the motivation behind implementing (especially English) in
schools; "[m]uch of the drive for introducing CLIL with this age group [i.e. 12-19 years]
relates to parental and school-based attitudes towards globalization, and this is where English,
in particular, has a dominant position [...] (Coyle/Hood/Marsh 2010:20). Asaresult, theL2is
supposed to "[...] prepare students for opportunities which may require use of the CLIL
language in later life. Therefore, some of the models found at secondary level place fairly
high demands on cognition [...]" (ibid.). Apart from cognitive skills, other motives behind the
establishment of bilingual education go hand in hand with CLIL in general, namely "[...] the
use of two languages to educate generally, meaningfully, equitably, and for tolerance and
appreciation of diversity [...]" (Garcia 2009:6). In other words, bilingual education tries to
pursue a more holistic approach to education as well asits big brother CLIL.
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Tangibly, in the model of bilingual education we are dealing now with, "[...] learners
study a significant part of the curriculum through the CLIL language for a number of years
with the intention of developing required content-learning goals and advanced language
skills' (Coyle/Hood/Marsh 2010:21). Interestingly, we are again drawn to the very definition
of bilingual education by the fact that just parts of the subject matter are taught in the target
language. Hence it would be surprising if the coursebooks would only be written in the target
language, namely English, which actually would not make them bilingual materials, but rather
monolingual ones. This is indeed an issue which we are about to investigate on in the course
of our analysis.

Now that we have briefly sketched the basic CLIL model which is supposed to be our
target situation in principle, one of the last elements we have to clarify in order to get a
comprehensible picture of the concrete target CLIL-context of the book series, is to have a
look at the educational situation of CLIL in Austria. After al, the book series of our primary

concern was written specifically for the Austrian market.

3.3.2.CLIL in Austria

It seemsthat English as aforeign language ison the risein Austria, because "[...] over the last
ten years there has been a continuous growth in the use of English as a medium of instruction
in Austrian (and indeed European) mainstream schools [...]" (Daton-Puffer 2002:4). Thisis
not very surprising, if we keep in mind that plurilingualism is indeed a decided aim of the
European Union.

Its realisation was achieved at the beginning of the 90ie, when "[...] the Federal
Ministry for Education, Science and Culture started a 'foreign language offensive’: one or two
foreign languages (English and French) at lower secondary level and two foreign languages
(usualy English and French [...]) at upper secondary are compulsory, and even a third or
fourth modern language may be offered" (Abuja 2007:14). By this, the headstone for the
development of CLIL in Austriawas laid. In the Austrian education system, "CLIL is known
under the term 'Englisch as Arbeitssprache (EAA) meaning the use of English (or any other
FL) in teaching situations ranging from short projects to bilingual education throughout the
whole school year" (Abuja 2007:16).

Like with its original educational concept, CLIL, 'Englisch als Arbeitssprache' is a

very broad term, in Austria, which makes it difficult to actually pin down to a concrete model
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or practice. On the one hand, this is an advantage, since it gives the CLIL paradigm manifold
opportunitiesto be actually implemented. Aslong as CLIL's basic objectives are pursued and
finally achieved, in the sense of utilitarianism, the end indeed justifies the means. However,
this form of educational ethics is, on the other hand, not without its problems, because with
this rather blurry perception of EEA, instances of inappropriate or inadequate implementation
are likely to occur. Additionally, such a broad spectrum of teaching practices under the term
of EEA raises the question where the conceptsis actually heading. As a negative side effect of
this circumstance, "[...] a clear formulation of its objectives is till a desideratum [...]"
(Dalton-Puffer 2002:13). Judging from its CLIL background, the objectives are rather clear:
to educate the individual more holistically and thus produce more (economically) capable
subjects. Yet, what seems to have been left out is the road to get there, since a final goal is
achieved by several intermediate steps. If these are lost in obscurity, the ends will neither be
justified by its preceding means, nor, in fact, reached at all.

As a consequence, it was observed that "CLIL in Upper-Austria and in most of the
rest of Austria is a voluntary enterprise driven mostly by individual teachers motivation.
Support structures hardly exist at al [...]" (Gierlinger 2007:80). Admittedly, Gierlinger's
observation is based on regional experiences, yet they are symptomatic for a parallelism of
political guidelines and educationa practice. Obviously, by starting the before-mentioned
'language offensive’, education policy in Austria intended to promote the teaching and
learning of foreign languages within the school system. However, without accompanying
support structures and institutions which assure a high-quality implementation of the policy,
the offensive seems to be rather ineffectually carried out. This becomes obvious when looking

at Gierlinger's further criticism:

e Thereisvery little, if any, methodological support for CLIL teachers.

e CLIL teacherswill mostly work on their own without any language assi stants.

e There are no externa incentives for CLIL teachers, such as extra money or
increased status.

e Thereis hardly any suitable material around; on the contrary, teachers have to
create their own materials at their own costs. [...]

e There is hardly any support from the pedagogical authorities (Gierlinger
2007:81)

So overdl, the situation in the Austrian educational landscape is very fragmented. It seems
that politics has missed to assure the required infrastructure to carry CLIL to its full potential.
For our discussion, especialy the penultimate remark concerning materials, is indeed a
central issue. If the market for CLIL materials is characterised by a do-it-yourself-mentality,
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releasing a sound textbook series would be a major opportunity to introduce good practice and
a point of reference into the fragmented CLIL market in Austria. In this sense, the Do it in
English-Geography series has not only a heavy didactic burden to bear - since it hasto live up
the high standards of CLIL - but also a political one - as a first attempt to professionalise
CLIL materials and to find a common denominator within al the different practices. This may
sound very idealistic, but, at least for the content-subject geography and economics, being the
only officially approbated textbook series for bilingual education equals a trend-setting
position on the market.

Due to this unfortunate fragmentation, it is difficult to decide which specific
realisation of EAA the textbook series could be considered as its target context. One solution
to this problem is to again have a look at didactics in geography and economics, as well as
politics. Lidauer claims that there are four intended variants of EAA within the schools
system, which were proposed by a commission of experts on behalf of the Ministry of

Science, Education and Culture:

- Variante 1. Englisch wird al's Arbeitssprache phasenweise im reguléren
Fachunterricht

eingesetzt; Fachinhalte werden in solchen Phasen hauptséachlich mit Hilfe der
Fremdsprache erarbeitet.

- Variante 2. Bestimmte sprachliche Fertigkeiten ("skills') werden in einem
fachertbergreifenden Unterricht erarbeitet [...]. Primd sollen Fertigkeiten mit
universalem Charakter erarbeitet werden [...]

- Variante 3: Der gezielte Einsatz von Englisch as Arbeitssprache in Kleinprojekten.
-Variante 4. Hier wird ein langer dauernder, ununterbrochener fremdsprachiger
Fachunterricht in einem oder mehreren Fachern im Rahmen des Regelschulwesens
angestrebt. (cf. Abuja/Heindler 1993, quoted in Lidauer 2001:140)

Honestly spoken, this does not lead us really further, except that the diverse possibilities of
implementing EAA now seem to be summarised in four variants. Yet, if we take a look at
didactics, it appears that "[a]us der Sicht der Fachdidaktik Geographie und Wirtschaftskunde
erscheint die Variante 1 as besonders zielfuhrend. Die Ubrigen Varianten beinhalten zwar
auch die ldee, die Fremdsprache als Arbeitsmittel einzusetzen, betonen jedoch mit
unterschiedlichem Gewicht die Aspekte des reinen Fremdsprachenunterrichts' (Lidauer
2001:140).

For our bilingual setting, this works, because if we would deal with a variant of CLIL
where the target language is solely used, it would not be a form of bilingual education.

Furthermore, if we stick to the rule that the anchor of CLIL isindeed the content-subject and
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variant 1 apparently fits best into its principles, we are confronted with a grave argument in
favour of it. Therefore, we will consider the target model of EEA asit is defined by variant 1,
namely phases of learning where content is learned through the L2. This means that the
materials have to assure on the one hand, the respective topic is elaborated on in away which
lives up to the expectations of the content-subject, while on the other regarding the principles
of CLIL.

This leads us to the final piece of the puzzle concerning the target context, namely
what are the learning and teaching aims for the respective grades in the Austrian school
system for geography and economics. Clarifying this question will allow usin the consecutive
analysis to evaluate whether the textbook series perform competently on the side of the

subject's didactics or not.

3.3.3. The Austrian curriculum for geography and economics

Apart from the ideas and expectations which are brought forward by its didactics, the content-
subject geography and economics has explicitly predetermined educational objectives, which
are specified in the curriculum. Here, we have to distinguish between three parts of the
curriculum for the subject, namely 'Bildungs- und L ehraufgabe’, ‘didaktische Grundsétze' and
‘Lehrstoff' (cf. BMUKK 2004). Furthermore, Austria has separate curricula for the lower
secondary, upper secondary, as well as the respective schooltypes (i.e. AHS, BHS, HAK,
etc.). Since the Austrian coursebook series subject to evaluation is recommended for the upper
secondary of an AHS (cf. Sonnenberg 2007:1), we will have a closer look at the its
curriculum for geography and economics.

The first part of the curriculum, 'Bildungs- und Lehraufgabe' is very general. The aim

of the subject is defined as follows:

Der Geographie- und Wirtschaftskundeunterricht soll Motive und Auswirkungen,
Regelhaftigkeiten und Probleme menschlichen Handelns in den eng miteinander
verflochtenen Aktionsbereichen "Raum, Gesellschaft und Wirtschaft" sichtbar und
unter dem Gesichtspunkt der Politischen Bildung versténdlich machen. (BMUKK
2004:1)
In other words, the subject is supposed to make the causal chain of certain decisions explicit
and aims at a the awareness of the interrelatedness of society, the economy and their spatial
components - a highly complex anticipation. In connection with this aim, the curriculum

defines the mediation of 'Sythesekompetenz' through the subject, which refers to the
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capability of learners to establish links and relationships between certain problems instead of
looking at them in isolation.

This is a very interesting point for the analysis of the course books, since, due to the
fact that they actually represent case studies of complex topical areas, they should make
interrelations between problem areas explicit. Of course, one could argue that this would be
the teacher's job. However, in a CLIL context, where the learner should be empowered to
develop hisor her skillsin the best possible autonomy, materials are without a doubt effective
means to support individual processes of higher cognition and therefore to secure the learning
outcome. Apart from 'Synthesekompetenz', the curriculum lists five others, namely
'‘Methodenkompetenz', i.e. using modern media for information and presentation;
‘Orientierungskompetenz’, i.e. basic knowledge of topography and the capability to use
acquired knowledge in everyday life; 'Umweltkompetenz', i.e. awareness of the environment
and our responsibilities towards it; 'Gesellschaftskompetenz', i.e. awareness of gender, mass
media, politics and consumption; and finally 'Wirtschaftskompetenz', which is basically
micro- and macroeconomics and their interrelatedness as well as knowledge of basic
structures of working life.

In the evaluation conducted bellow, we will just have a look at whether or not the
course books support the synthesis of the presented subject matter. The reason for thisis, on
the one hand, a purely pragmatic one, because having a look at all the competences and their
support would lead us too far astray from CLIL. On the other hand, latter is indeed the reason
for focusing in synthesis, since it perfectly fits into the holistic approach of CLIL. Thus,
supporting the cognitive linking of problem areas is a demand stated by both systems (i.e. the
content-subject and CLIL).

The second section of the curriculum concerning the didactic principles of teaching
geography and economics basically contains two guidelines. First of all, the teacher is
supposed to show individual responsibility for teaching the subject matter and, in return, is
granted a fairly high amount of freedom of how to teach the subject. Secondly, it states that
the topics and learning aim are supposed to be tackled in an increasing amount of complexity
and synthesis. Again, we encounter the factor of synthesis as a key element to learning.
Besides these two basic demands, the curriculum considers the learner's active engagement as
central to the learning process. This, once more, ties in with CLIL, which wants to create
meaningful, active and communicative interaction. Therefore, the aspect of in how far the

tasks encourage learnersto actively deal with the topic, will be part of the evaluation.
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The third mgjor part of the curriculum is basically the subject matter and what aspects
are supposed to be discussed in the course of teaching. Since we are analysing an approbated
course book series for the Austrian market, its content has to be in accordance with the subject
matter in the curriculum. In how far the actual content and its presentation live up to the
guidelines of the actual curriculum is a different kind of matter. Just because | put a chapter
about economy into a course book does not necessarily mean that | stick to the problem areas
defined in the curriculum. The analysis of the teaching materials will consider this by
providing a brief overview of the chapters in the books while linking it to the curriculum.
This, of course, will only be conducted for the Austrian textbooks, since Germany hasits own
amsand curricula.

Finally, we have all the puzzle pieces together to define the target context of our
Austrian course books. The only thing we have to do now, is to link them to the concept of

CLIL and our analysis.

3.4. What aretheimplicationsfor the course book analysis?

After having discussed both sides of the medal (i.e. CLIL and Geography) behind the teaching
materials in question, it is necessary to sum up what we have discovered so far in relation to
the features which teaching materials are supposed to have from atheoretical point of view.
The first point which was illustrated by discussing the concept of CLIL is that a
holistic approach has to be pursued by any material which is produced under the label of
CLIL. This is achieved by regarding the five pillars of the paradigm, namely content,
competence in the first language, competence in the second language, cultural awareness as
well as professional skills. These premises are most likely to be transferred into a textbook by
the means of tasks, critical questions, comments or cross references to external resources,
such as the internet. In short, there has to be some kind of meta level which helps the learner
to make himself aware of elements which go beyond the level of pure cognitive knowledge.
Secondly, as was also emphasised by the CLT approach, language in CLIL is a tool
for meaningful communication, which means that the materials are supposed to encourage
communicative events which have a clear goal, for example discussing the pros and cons of
situating a factory near a small rura village in order to come to a final decision whether to
build it or not. So one of the criteria for evaluation will be whether the course books are
indeed communicative or not. Additionally, we will have to consider if the materials
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eventualy help to develop awareness and competences on the three levels of language
(language of learning, through learning and for learning). Only then an actua benefit from
conducting bilingual education can be secured.

A third aspect which became clear in the course of our discussion was the actual
bilingualism of the materials. Since we are dealing with CLIL in the shape of bilingual
education, we will have to examine if the materials are indeed bilingual and hence adopt a
functional approach to the use of the L1 and L2 respectively (as demanded by Otten and
Wildhage; cf. 3.2.2.). After all, CLIL encourages proficiency in both languages.

Another important element was revealed on part of the content-subject, namely that
geography and economics intends to mediate concepts of action which should capacitate the
learner to actively take part in society and critically reflect upon it. Thus the requirement of
teaching materials should be to support afinal achievement of this goal, again by encouraging
the learner to think 'out of the box'.

Finaly, we reveaded that also the national educationa system strives to educate the
learner in a holistic, interdisciplinary way which encourages critical thinking and the use of
acquired competences. If teaching materials are supposed to be a supportive element in the
classroom, they certainly have to give the learner the opportunity to practice and further
develop their acquired skills and competences.

Given the fact that the Do it in English-Geography series is one of the few actual
CLIL materials on the market, they are a great opportunity to lead the way for following
series in other subjects, if they indeed live up to the high standards and expectations of CLIL,
the didactics of Geography and English, as well as the education system.

Now that we have laid down the theoretical foundations for our anaysis and
evaluation, it is time to consider how we want to analyse and evaluate if the teaching

materials are in accordance with its related theories and paradigms.
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4. Establishing an approach towards material analysis

"Asthe poet Gertrude Stein lay on her deathbed, her partner, Alice B. Toklas, leaned over and
whispered, "What is the answer, Gertrude?' Replied Stein, "What's the question?"
(Cathcart/Klein 2007:129). This brief anecdote in the tradition of Philosophy of Language
illustrates the last task which has to be fulfilled, before actually conducting an analysis and an
evaluation, namely to ask the right questions. As we have already seen, there are strong
indicators of what well-developed materials will have to provide in order to be evaluated as a
true practice of the CLIL paradigm. However, the problem we have not dealt with so far is
how to approach the analysis and, consequently, which questions to ask.

There is no doubt that the development and publication of teaching materials has
become an important market for publishers and authors around the world. As a consegquence,
teachers and learners alike are facing an increasing number of materials which become more
diverse. "In recent years, materials design has become characterised by two important
developments. Firstly, the use of published materials is now more widespread than ever
before [...]. Secondly, [...] materials themselves have evolved into much more complex
objects’ (Littlgohn 1998:190). If we keep in mind that the market for teaching materia has
become increasingly competitive due to a greater variety of products, this development seems
rather logical. However, what is important for actual teaching is the fact that nowadays "[...]
materials frequently offer complete ‘packages for language learning and teaching, with
precise indications of the work that teachers and students are to do together. The extent to
which materials now effectively structure classroom time has thus increased considerably"
(ibid.).

This development can be seen in two different ways. First of all, if it isindeed true that
materials have such a deep impact on the classroom, teachers seem to actually make use of the
services that coursebooks offer. This either implies that the quality of materialsis currently at
such a high level that teachers see no danger in doing so, or - if we apply a more pessimistic
interpretation - that teachers gradually have become comfortable and thus produce less
materials themselves. Secondly, independent from the reasons of consumption and actual use
of materials, both publishers and authors should act more responsibly than ever. If their
products have such a huge impact on learning, they have to carry a heavy burden, at least
from an ethical point of view. Thus, analysing and evaluating materials thoroughly is more
important than ever before.
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Hence this chapter will establish criterion-referenced questions and an approach to
analysing and evaluating the materials in question by referring to the before mentioned
theoretical background as well as to techniques of material evaluation and analysis.

4.1. Theroleof materialsin CLIL

Per definition, designing materials for a CLIL context, which apparently emphasises the
individual learner's needs and particular situation, is a very complicated undertaking. Clearly,
publishers and authors have some reference points, such as national curricula, to create their
materials. Yet, "[s]yllabuses and programmes all have their aims and objectives, often with
articulated goals and outcomes for teaching and learning. But these alone do not address the
how of content learning - only the what of content teaching" (Coyle/Hood/Marsh 2010:28).

In our case, the national curriculum does indeed predetermine the what of content
teaching, since an approbation of an Austrian coursebook is obviously closely connected to its
content representing the subject's curriculum. As for the how of teaching, CLIL as a
paradigm, at least in theory, proves to be difficult ground in terms of material design, since, as
we have seen, "[t]he concept of what constitutes content in a CLIL context is much more
flexible than selecting a discipline from a traditional school curriculum such as geography
[...]" (Coyle/Hood/Marsh 2010:27). Of course, designers of coursebooks cannot live up to the
high expectations of flexibility demanded by CLIL, smply because they have to be
pragmatic. After all, they certainly want to appeal to a broad audience within a specific
market (such as bilingual education in geography and economics), which limits their
possibilities to a certain extent.

Yet, it has to be pointed out that the actual context of teaching of the materials in
guestion is in itself a limitation, since it is one possible form of CLIL, namely bilingual
education, or more precisely EAA. Thus, the theoretical demand of high flexibility is partialy
limited per se, since we are dealing with a practical implementation of a paradigm which has
to obey national rules, such as the mentioned curriculum. Nevertheless, it is interesting to see
which place teaching materials actually have within CLIL and what specific demands are
proposed prior to their production.

Many of the core features which are demanded from teaching materials are a logical
deduction from the theoretical background of CLIL, because, since it cannot deny its roots,

there are dtill heavy influences through Second Language Acquisition as well as
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Communicative Language Teaching noticeable when it comes to the question of what CLIL-
materials have to emphasise and stimulate. Therefore, some of the features discussed below
may trigger the one or the other faint d§a-vu.

4.1.1. Criteriafor CLIL-materials

Without a doubt, materials are an important parameter when it comes to teaching a successful
CLIL course, because "CLIL learners need appropriate materials to learn English and content”
(Navés 2009:33). Otten and Wildhage (2007:30), for example, consider materials, along with
tasks and language support, to be of vital importance in their concept of integrated didactics
(cf.3.2.2).

Due to the innovative approach of CLIL towards language and content, materials have to
fulfil specific criteria which reflect the paradigm's underlying philosophy as well as didactic

criteria The CLIL : Cascade Network (www.ccn+

criteria which are to be kept in mind when producing materials for CLIL teaching and thus
provides a good insight into what the paradigm actually demands from them.

In general, learning materials in CLIL can be described as "[...] information and
knowledge that are represented in avariety of media and formats that support the achievement

of intended learning outcomes’ (Mehisto 2010, http://www.ccn!

because it apparently sees materials as a system of support rather than as the mere content of
learning and thus implies that they necessarily have to contain some form of meta-cognitive
elements (such as information about the function of a specific language item). This is because
an unreflective representation of whatever content probably does not support or secure
learning outcomes. However, one wonders if this definition does not pose a significant
opposition to the claim of CLIL that the content of learning has to be as authentic as possible -
a question which we will address in the next section.

Based on the premise that learning materials are knowledge which is intended to
support the achievement of learning outcomes, Mehisto (ibid.) postulates 10 criteria which

should be significant for good CLIL learning materials, namely:
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1. Making the learning intentions (language, content, learning skills) & process
visible.

Systematically fostering academic language proficiency.

Fostering learning skills devel opment and learner autonomy.

Including self, peer and other types of formative assessment.

Helping create a safe learning environment.

Fostering cooperative learning.

Seeking ways of incorporating authentic language and authentic language use.
Fostering critical thinking.

Fostering cognitive fluency through scaffolding of content, language, learning
skills devel opment.

10. Helping to make learning meaningful. (ibid.)

© oo N OAWODN

Overdl, the criteria obviously have to support the learner in the best ways possible, or in a
range of areas connected to learning in general, respectively. If we look at these criteria, we
recognise some of the core features of CLIL, such as the goal to develop sufficient academic
language proficiency or the explicit requirement of meaningful learning. Furthermore,
prominence is given to learner autonomy as well as their development of learning skills,
which aso reflects one of CLIL's foundations.

Additionally, demands such as the first one, to make the learning process and its
intentions visible, or trying to create a save learning environment apparently draw attention to
the issue of affective factors such as learner motivation and anxiety. This area is of
outstanding significance regarding the language component of CLIL, because "[m]otivation is
a key theme for language learning" (Coyle/Hood/Marsh 2010:88). As has been widely
recognised and experienced, "[l]earing alanguage is difficult and demanding [...] and students
need to be encouraged and stimulated as they progress. This is largely the teacher's job, but
course materials can help by using subject matter that is intellectually stimulating and to
which the students can relate personally” (Cunningsworth 1986:5).

Closely connected to affective aspects is the topic of scaffolding, which is also present
among the criteria for CLIL materials. Scaffolding content, language and learning skills,
learners not only makes the learners feel more comfortable in their learning process, but also
secures the learning outcome in the rather complex CLIL context (cf. Meyer 2009:8), which
requires a diverse repertoire of study skill. Especially the latter, "[...] makes the scaffolding of
language and learning a key component of successful CLIL teaching” (Meyer 2010:14). This
also supports Otten and Wildhage's concept of language learning support (cf. 3.2.2.).
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As we can see, these 10 criteria stated by Mehisto are indeed some kind of summary
of the best practice in CLIL. As a consequence it is reasonable to say that the respective
teaching materials, if used and produced in a CLIL environment, have to adapt to the holistic
concept of the paradigm. Therefore, these ten criteria will be regarded as one central issue
when it comes to the evaluation of the teaching materials under examination. Of course, in
order to be suitable for our specific purpose, we will have to expand and adapt the catalogue
of criteriafor our fina evaluation.

One issue which is also part of the ten criteria presented above, is the problem of
authenticity, which is very important if we look at the scientific literature and even more
important when it comes to teaching materials. Y et, as we will see, authenticity is not without
its contradictions. Therefore, the next section is going to have a brief look at this central but

rather problematic area of CLIL materials.

4.1.2. Theissue of authenticity

When we look at the demand for authenticity within CLIL, Stephen Krashen's Monitor
Theory proves to be topical once more (cf. 2.2.1.). As we recall, Krashen's distinction
between conscious learning and natural acquisition of language implies that languages are
best learnt via the latter rather than the former. It seems that based on this fundamental
rationale, it was concluded that since 'natural language' is not manipulated in any
(pedagogical) way, input in the classroom should not be either, because that would place input
towards learning rather than acquisition. In other words,

[t]he belief here is that the language behaviour of natural use, which is the end of learning,
should be replicated as closdly as possible in the classroom as this language behaviour will
also be conductive to learning, to the means whereby communicative ability is achieved.
(Widdowson 1990:44)

Hence the actual content is supposed to be as 'authentic' as possible.

One of the major problems in the area of authenticity is that it is "[...] defined
varioudly [...]" (Brinton/Snow/Wesche 2008:89), which makes an informed discussion very
difficult. However, with regard to materials, it seems that it "[...] is generally agreed upon as
text not generated specifically for language-teaching purposes’ (ibid.). Yet, if we would
reduce authenticity to materials only, we would neglect the fact that they are just means to an
end, namely mastering a language.
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Therefore, if materials are supposed to support learning on the road to language
competence, it is actually authentic or natural language use which hasto be triggered. This, in
return, adds a new layer to authenticity, namely the authentic nature of language use. This,
however, implies problems for the whole concept of authenticity, especially in the classroom.

In actual language use, as the work on discourse analysis and pragmatics makes
abundantly  clear, meanings are achieved by human agency and are negotiable: they
are not contained in  text.[...] [I]f authenticity is to be defined as natural language
behaviour (and it is hard to see how else it might be defined) there is [...] the
difficulty that learners will naturally incline to draw on their own language in any
situation that calls for uncontrived linguistic communication. So the situations
which are to stimulate the use of language being learned  will have to be contrived in
some way, and the learners will have to co-operate in maintaining the illusion of
reality. (Widdowson 1990:45)

In this respect, claiming authenticity in a language learning environment is basically an
unrealistic pursuit, since no course design can take into account the infinite number of
possible situations and contexts of linguistic communication. Additionally, claiming absolute
authentic materials would, in its most radical interpretation, make any form of language
teaching or pedagogy in general obsolete, because both, by their very nature, imply the
manipulation of input for the sake of learning support.

Obvioudly, CLIL does not represent the most radica position in the debate of

authenticity, as can be seen by Mehisto's (2010,: __ http://www.ccri
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"[s]eeking ways of incorporating authentic language and authentic language use" is not an
absolute claim at all. On the contrary, some of the literature presents a very differentiated
concept of what is meant by authenticity in CLIL. For example, Mehisto, Marsh and Frigols
(2008:29) identify five components of authenticity within the CLIL methodology:

letting the students ask for the language help needed

maximizing the accommodation of student interests

making aregular connection between learning and the students' lives
connecting with other speakers of the CLIL language

using current materials from the media and other sources

These elements of authenticity are mainly concerned with the respective learners and their
needs and interests. Thus there is no absolute claim for authenticity in the sense of original,
not manipulated texts, but rather features which are true for the learning context of CLIL. By
this, the particularity of the classroom environment is taken into account and can therefore be

considered suitable for our specific context. Furthermore, the elements of authenticity listed
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above aim for an interactive design of input, which again caters to the communicative needs
and competences required by CLIL.

As a consequence, we are presented with an understanding of authenticity which isin
accordance with the language and content pedagogy underlying every classroom setting. It
also shifts the focus from the nature of the source of the respective input (i.e. the text) to the
learner. By doing that, what seems to be disregarded quite often, namely that "[a]uthenticity
in the classroom is bound to be, to some extent, an illusion. Thisis because it does not depend
on the source from which the language as an object is drawn but on the learners’ engagement
with it" (Widdowson 1990:44) is considered.

Hence, the implication for our analysis and evaluation is that we will not investigate
whether the nature of the textbooks is 'authentic' regarding its content, but rather if the
materials stimulate an authentic and meaningful engagement of the learners with the subject

matter by the means of their content.

4.1.3. Thefunctions of a cour se book

As we have aready postulated at the beginning of section 3.2., a high quality CLIL textbook
has to meet the requirements of both the language and the content-subject. Therefore, we will
now have a brief look at what subject didactics in geography and economics demand from a
course book. Ultimately thiswill allow us a more precise evaluation and analysis.

When it comes to course books in geography and economics, we have to distinguish
between what functions a book has to fulfil and what features it has to have in order to be
evaluated as recent state of the art learning material. Clearly, the features a book has will have
an influence on what functions it is capable to fulfil and vice versa, since whether or not a
book fulfils a particular function will depend on its features or the didactic design of its
content and tasks respectively.

According to Hacker (1980: 7f., quoted in Ch. Sitte 2001:448ff.) we can differentiate
between six basic functions which a course book may fulfil within the classroom:

1.) Die Strukturierungsfunktion: Sie umfalét die [...] Konkretisierung bzw. Anordnung der
in den Lehrplanen verordneten Inhalte und unterstiitzt damit den Unterrichtenden. [...]

2.) Die Reprasentationsfunktion: Sie umfaldt das textliche, bildliche, graphische und
kartographische "Material”, anhand dessen der Unterrichtsgegenstand vermittelt wird.
[...] Die Schuler sollen in der Lage sein, mit Hilfe dieses Angebots einzeln, zu zweit
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oder in Gruppen und méglichst selbststandig Kenntnisse, Fahigkeiten und einsichten

operativ zu erwerben. [...]

3.) Die Seuerungsfunktion: Sie betrifft den Ablauf des Unterrichts. Die in Buch
enthaltenen Lernaufgaben [...] konnen die Auswertung des Materialangebotes lenken
und sollen somit nicht nur zur Wiederholung des Gelernten dienen. [...]

4.) Die Motivationsfunktion: Das Schulbuch soll ein die Schiler ansprechendes, modernes
Layout haben. Es soll Anreiz geben, sich [...] mit dem in ihm Enthatenen zu
beschéftigen. [...] Allerdings sollte die Aufwendigkeit der "Verpackung" [...] nicht zu
Lasten einer abwechslungsreichen Methodik bzw. der fundierten Inhalte gehen! [...]

5.) Die Differenzierungsfunktion: Sie betrifft die unterschiedliche Lernféhigkeit und
Lernbereitschaft sowie die verscheidenen Interessenlagen der Schiler. [...]

6.) Die Ubungs-und Kontrollfunktion: Diese soll nicht nur in simpler verbaler Frageform
wahrgenommen werden. Anwendungswissen, Systemerkenntnisse, Fertigkeiten und
Fahigkeiten sind in methodisch vielféltiger Form zu festigen und zu Uberprifen. [...]
Den Schilern wid bei diesem Transfer des Gelernten die Mdglichkeit geboten, selbst
festzustellen, ob sie das angebotene Lerngut richtig aufgenommen und verstanden
haben [...]. (Ch.Sitte 2001:448ff.)

If we look at these functions, some overlaps with the criteria proposed by CLIL become
apparent. Especially the Motivationsfunktion, the Differenzierungsfunktion as well as the
Ubungs-und Kontrollfunktion show requirements which are thoroughly in the sense of
learner-focus and individualisation in the classroom, as demanded by CLIL and the criteria
proposed by Mehisto. Furthermore, via the Reprasentationsfunktion, there is also a demand
for interactivity and communication among the students, which gives the whole process of
learning a communicative undertone. Additionally, we are reminded of the prominent concept
of learner autonomy and the development of skills and competences specific to the content-
subject, which is also an important element of the CLIL paradigm.

Therefore, the requirements on the part of subject didactics in geography and
economics is by no means a contradiction but rather an enhancement to the already profound
criteria discussed under 4.1.1., since we are provided with a perspective on teaching materials
which are founded on the content-subject. Thus, the mentioned functions of a course book
will be taken into consideration in the course of our analysis and evaluation. Thiswill be done
by looking at their features and drawing the according conclusions regarding the respective
functions.

After having clarified what we have to ook out for in principle, the next step towards
asking the right questions is to define how we want to state them. Hence we will now have a
look at the possibilities of conducting an analysis and evaluation of teaching materials, before

finally determining our questions for both of these techniques.
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4.2. Analysis versus evaluation - establishing principles

When confronted with the current academic literature, one cannot help but notice two
technical terms, - ‘analysis’ on the one hand and ‘evaluation’ on the other - that both seem to
be used to achieve similar goals. Nevertheless one should refrain from equating one with the
other, because there is an important difference between those two:

An evaluation is not the same as an analysis. It can include an analysis or follow from
one, but the objectives and procedures are different. An evaluation focuses on the
users of the materials and makes judgements about their effects [...] [Thus] it will be
essentially subjective. On the other hand, an analysis focuses on the materials and
it aimsto provide an objective analysis of them. (Tomlinson 2007:16)

In other words, “[a]t its most basic level, analysis is a process which leads to an objective,
verifiable description. Evaluation, as the words suggests, involves the making of judgements’
(McGrath 2002:22) However, the distinction between subjective and objective conclusions is
not as straightforward as is seems per definition.

The problem is that even if we conduct an analysis, we will necessarily have to define
certain criteria which are limiting by their very nature. If those criteria were not defined, the
course book in its very physical shape and content would present the most objective
description. This, of course would not make any sense, since we would not be able to deduct
any findings for bilingual teaching or CLIL in practice. Hence, we have to make choices
which imply judgements about what is worth analysing and what is not.

Regarding the more subjective method of evaluation, we also have to define criteriain
order to decide what it is that we want to evaluate, since there can be no evaluation which
covers al possible aspects. In spite of its subjective nature, “[...] it is important that
evaluations|...] aredriven by aset of principles|...] articulated by the evaluator(s) prior to the
evaluation. In this way greater validity and reliability can be achieved [...]” (Tomlinson
2007:17).

Therefore, the next step isto define criteriaand principles for both the analysis and the
consecutive evaluation of the teaching materials in question. Y et, we have to be very careful
in doing so, since the vast majority of literature comes from the background of language
teaching and thus puts an emphasis on language rather than content. Hence, when determining
the necessary criteria, adoptions have to be made in order to recognise the specific CLIL-
context of the teaching materials under examination.
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4.2.1. Establishing principlesfor the analysis

Following the logic of Tomlinson (2007:16), an analysis has the character of a description,
yet “[...] this description can be at different levels of sophistication. Beyond the most basic
level, the concern is to understand what assumptions and beliefs lie beneath the surface and
what effects can be anticipated” (McGrath 2002:22). This shows that the boundaries between
analysis and evaluation are to some extend difficult to define. However, the most obvious
distinction, which is aso the one by which we shall draw the line, is the different focus of an
analysis in comparison to an eval uation.

As adready mentioned earlier, analysis focuses on the materias rather than the actual
users. Of course, the nature of the materials will influence the effect of learner-progress as
well as the actual outcome of learning. Therefore, this thesis will involve an analysis before
the actual evaluation, as suggested by McGrath (ibid.) who considers a textbook analysis a
necessary step to precede an evaluation.

A very interesting framework for a textbook analysis is provided by Littlgohn
(1998:192), who provides an approach which focuses on “[...] materials as a pedagogic
device, that is, as an aid to teaching and learning a foreign language”, and in particular
investigates on “[...] aspects of methodology of the materials and their content”. As pointed
out earlier, the problem here is that the framework comes from a language teaching
background, which is not the sole intention of CLIL. Nevertheless, the basic structure of the
framework suggested by Littlejohn is very suitable for our purpose, since it incorporates
guestions which can be applied quite generally, hence also to our bilingual setting.

On a global level, within the framework for analysis we can distinguish between
aspects of publication and aspects of design:

Publication, relates to [...] the relationship between the student’s materials and any
other components (e.g. [...] answer keys[...]) and the actual form of the material (e.g.
[...] worksheets[...]) [,] [...] how they are divided into sections and sub-sections, how a
sense of continuity or coherence is maintained and whether the order in which the
material can be used is predetermined. This final aspect suggests one further element
[namely] how access into the materialsis supported. (Littlejohn 1998:193)

If we look at these aspects, the usability becomes obvious, since there are clear overlaps with
the before-mentioned criteria for teaching materials. First of all, the issue of how the materials
are structured is closely connected to the aspect of the Strukturierungsfunktion (cf. 4.1.3.),
since it will alow us to compare the content of the Austrian national curriculum for

geography and economics to the actual content of the Do it in English-Geography series.
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Secondly, investigating on how access into the materials is provided will alow us to make
explicit whether learner autonomy is supported by the books or not, which correlates to both
the Reprasentationsfunktion (ibid.) as well as the demand of fostering learner autonomy and
the fostering of learning and personal skills by scaffolding (cf. 4.1.1.).

The second area of analysis, design,

[...] relates to the thinking underlying the materials, the apparent aims of the materials,
how he tasks, language and content in the materials are selected and sequenced and the
nature and focus of content in the materials. [Another element ig] [...] the nature of the
teaching/learning activities which are suggested by the materials. An anayss of
materials will need to focus closely on what precisely learnersareaskedtodo[...]. [...]
Finally, we may examine the materials to determine what role they intend for
themselves. (Littlgohn 1998:193f.)
Again, the specific areas which are covered by design in Littlgohn’s framework are
connected to the criteria for CLIL materials, especially when it comes to the discussion of
tasks. Here we have to point out that analysing the latter according to the framework will not
allow usto finaly evaluate whether or not they support a high standard of bilingual education,
but nevertheless will enable us to draw first conclusions nevertheless, for example, if the tasks
have a communicative nature and thus stimulate meaningful interaction where the emphasisis
on function rather than on form (cf. 2.1.2,; 4.1.1.).
A similar approach is proposed by Breen and Candlin (1987:13), who propose four

guestions with regard to the usefulness of materials, namely

a.) What the aims and content of the materials are

b.) What they require learnersto do

c.) What they require you, as ateacher, to do

d.) What function they have as a classroom resource (ibid.)

Again, tasks and the underlying principles behind the content are of major interest.

Apart from the broad areas which may be explored in an analysis, there are distinctive
levels of depth which can be pursued in the course of dealing with the questions raised. This
can range “[...] from the most objective (what is physically there [...]), trough deductions
about the demands likely to be made of teachers and learners [...], to conclusions about the
apparent underlying principles [...]" (Littlggohn 1998:195). Hence, we are facing an increase
of subjectivity by the complexity and depth of our investigation, as can be seen in the figure
below:
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e Levell [most objective] ‘What isthere?
0 Statements of description
0 Physical aspects of the materials
0 Main stepsin instructional sections
e Level 2‘What isrequired of Users
0 Subdivision into constituent tasks
0 An anaysis of tasks: What is the learner expected to do? With whom?
With what content? Who determines these things?

e Level 3[most subjective] ‘What isimplied’
o0 Deducing aims, principles of selection and sequence
0 Deducing teacher and learner roles
0 Deducing demands on learner’s process competence [regarding the
content]

Figure 3: Levels of analysis (Littlgohn 1998:195; own emphasis)

It appears, the most complex level (3) isthe most subjective and can thus be considered on the
brink of making judgements. Therefore, this thesis will follow the pattern proposed by
Littlegjohn, namely moving from Level 1 to Level 3 in the analysis, since it is a suitable
possibility to develop alogical and coherent argument, before arriving at an actual evaluation.

The latter will alow us to answer the question whether the course books in question
do indeed support the development of skills and knowledge, as demanded by CLIL or if they
turn out to be a 'false friend'. Yet, even though we may arrive at a subjective conclusion, we
have to establish principles for evaluation the materials as well in order to make explicit why
we will come to a particular conclusion in the end. Thus, the next section will define the

principles on which the evaluation in the later part of the thesis is based on.
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4.2.2. Establishing principlesfor the evaluation

"Evaluation and selection of textbooks is a complex process that is carried out in many
different ways' (Byrd 2001:415). As a consequence, "[...] no two evaluations can be the same,
as the needs, objectives, backgrounds and preferred styles of the participants will differ from
context to context" (Tomlinson 2007:15). Due to this circumstance, the evaluation conducted
in this thesis has to be considered as very specific, because of the parameters set in this
section.

The context of the materials subject to evaluation has already been clarified under 3.3.,
namely abilingual setting in the Austrian education system. Also the background to which the
evaluation relates is rather obvious, since bilingual education is, as has already been pointed
out, one form of CLIL and has therefore objectives which have to be in accordance with the
five goals of CLIL (cf.3.1.2.). Theissue that has to be resolved now isto find a way to make
the evaluation as objective as possible.

According to Tomlinson (2007:18), "[...] the starting point of any evaluation should be
reflection on the evaluator's practice leading to articulation of the evaluator's theories of
learning and teaching”. Like the context and background of the evaluation, this has already
been made explicit, mainly in chapter 3, where it was shown that Krashen's Monitor Theory
and the principles of Communicative Language Teaching are still very important for the
theory of learning and teaching within CLIL.

The next logical step is to choose the desired method of evaluation. Here, we have to
distinguish between the timing of the evaluation and the actual method of evaluation.
Concerning the former, there are basically three different types of evaluation. First of al, a
'pre-use evaluation' can be conducted, which "[...] involves making predictions about the
potential value of materials for their users' (Tomlinson 2007:23). Furthermore, there is the
‘whilst-use evaluation’, which "[...] involves measuring the value of materials whilst using
them or whilst observing them being used" (Tomlinson 2007:24) and the 'post-use evaluation’,
which "[...] is probably the most valuable [...] type of evaluation as it can measure the actual
effects of the materials on the users’ (Tomlinson 2007:25).

Ideally, these three types are combined and conducted in a cyclical processin order to
assure the best possible outcome (cf. McGrath 2002 14f.). However, since there is no testing
population available for the analysis and evaluation of the course books in question, thisthesis
will conduct a pre-use evaluation, since it is, on the one hand, suitable for answering the

research question of whether or not the materials support effective teaching and learning
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according to the CLIL paradigm and, on the other hand, can be conducted without a testing
population.

Concerning the method of evaluation, the academic literature provides an almost
infinite number of possible criteria and approaches. However, it seems that their most
distinguishing feature is the level of depth which is achieved by a particular method, which
closely correspondsto Littlejohn's concept of the different levels of analysis presented above.

Thefirst and rather superficial method is called the impressionistic method and "[...] is
concerned to obtain a general impression of the material. [...] Thiskind of overview [...] is of
course inadequate if it congtitutes the sole basis for textbook evaluation [...]" (McGrath
2002:25f.). for the purpose of this thesis, an evaluation which remains on the surface of
materials is not sufficient, since the overall research question does not intend to solely
evaluate the structure of the course books or their content, but rather tries to unearth an issue
(i.e. usefulness) of amore fundamental character.

The second method is evaluation via a checklist (hence called the ‘checklist method').
Generally spoken, a checklist has certain advantages in comparison to the other two methods:

1. It is systematic, ensuring that all elements that are deemed to be important are
considered.

2. It is cost effective, permitting a good deal of information to be recorded in a
relatively short space of time.

3. Theinformation is recorded in a convenient format, allowing for easy comparison
between competing sets of material.

4. It is explicit, and, provided the categories are well understood [...], offers a
common frame-work for decision-making. (McGrath 26f.)

Apart from the advantage of low costs, which is an issue in projects conducted in a
commercia context, all advantages are relevant for the purpose of this thesis. Therefore, at
first glance, a checklist appears to be a good and well-grounded approach for evaluating the
course books in question. However, due to the specific context of Austrian bilingual education
in the particular subject of geography and economics, there is practically no checklist which
incorporates the distinct criteria which are relevant to the research question. The reason for
this is that most checklists are apparently aimed for a broad range of CLIL contexts and
therefore neglect the demands stated by subject-didactics in geography. Adapting a checklist
isnot areal option, because it would disturb the systems which underlies the list.

Hence, the third option for evaluation, the 'in-depth-method' is the best choice for the
presented thesis, because it allows an evauation to "[...] go beneath the publisher's and
author's claims [...] [and], in a broader sense, [to evaluate] whether the materials are likely to
live up to the claims that are being made for them" (McGrath 2002:27f.). The feature
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perfectly complements the investigation on the effects of the user by a pre-use-evaluation
such as the one conducted in thisthesis. Nevertheless, it has to be pointed out that an in-depth
evaluation has potential weaknesses:

1. Representativeness of samples: (e.g. exercises, lessons, units) selected for analysis
may not be representative of the book as a whole, and this may therefore distort the
judgement.
2. Partiality: because in-depth analysis is normally narrowly focused [...] it gives only a
partial insight into what the material offers.
3. Time and expertise required: some proposals for in-depth evaluation would involve a
good deal of time; others require expert knowledge [...] (McGrath 2002:28)
Especially the problem of representativeness cannot be denied for this thesis, since it is not
only one book, but a whole book series, consisting of four books (in case of Do it in English-
Geography) or 3 books (for the Diercke Geography for bilingual classes) subject to
evaluation. Y et, choosing samples from every volume of the respective series is a possibility
to reduce the impact of sample-choice for the overall judgement. The second weakness,
partiality, is a problem which is inherent to basically all evaluations, since they have to make
judgements based on certain criteria. The last con is again more an issue in commercial
settings. Besides, the expert knowledge which constitutes the basis of our criteriais presented
in chapters two and three of this thesis. Therefore, the method of evaluation will be an in-
depth evaluation.

In order to reduce the subjectivity of the evaluation, guiding principles have to be
established (cf. Tomlinson 2007:27ff.). Here, the expert knowledge can function as a

guideline by providing the criteria by which the evaluation is conducted. The most obvious

of this thesis. This is because it is a catalogue which was specifically designed for CLIL
materials and thus sufficiently incorporates both dimensions of language and content. Y et, as
was mentioned in chapter three and 4.1.3., a CLIL textbook also has to be a sufficient
geography book. Therefore, we have to enhance the catalogue of criteria by the functions of a
course book, since it represents the view of subject-didactics on a course book. Thus, the
criteriawhich underlie the evaluation do justice to both the content-subject, which is the pivot
of CLIL, aswell asthe CLIL paradigm asawhole.

The last step that has to be taken now, isto specifically define the questions which will

be answered by the evaluation. This task will be done in the next section.
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4.3. Asking theright questions - A synopsis of theories

The fina challenge before conducting the analysis and evaluation is to bring the theories,
methods and concepts discussed in chapters one to four to a synopsis and therefore define an
informed catalogue of questions. This is rather straightforward for the analysis, which is why
these questions will be defined first, before continuing to establish the questions for the
evaluation.

4.3.1. Defining the questions for the analysis

Since the analysis is intended to provide a first objective impression of the materials and not
to make judgements, it will broadly follow the concept developed by Littlgohn (1998). Y et, it
has to be pointed out that since the analysis conducted relates to a very specific context, not
all of the questions postulated by Littlejohn have proven to be useful. Thisis mainly, because
inthisthesis, the analysisis just one first step into the materials, rather than the sole subject of
interest. Therefore, some of the questions introduced under 4.2.1. will have to be left out in
order to avoid a repetition of arguments and conclusions, as well as superficiality due to an
overly broad diversification of issues that are analysed. In the course of research and close-

reading of the materials, the following questions have proven to be suitable for thisthesis:

1. How is the content of the course books organised/structured overall? (statements of
description)

2. How are the chapters organised? Is there a recognisable pattern (main steps in
instructional sections)

3. Isaccessinto the content provided? How? (main steps in instructional sections)

4. What isthe learner expected to do? With whom? With what content? Who determines
these things? (an analysis of tasks)

5. What are the implied ams and principles behind the materials? (Deducing aims,

principles of selection and sequence)

This set of questions, which are directly related to the categories defined by Littlejohn,
provides a profound basis for a detailed analysis of the course books in question. As may be
noticeable, physical aspects of the materials are not part of the analysis, since it is not part of

the academic focus of this paper, which investigates more on the level of (academic) theory
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(i.e. CLIL) put into practice. Due to the fact that the CLIL literature does not pay significant
attention to the physical properties of materials, this aspect can thus be left out. Additionally,
the question which deals with the roles of learners and the teacher was aso not taken over
from Littlgohn's suggested catalogue of questions. The reason for this is that this is an issue
very specific to language teaching, which is not at the centre of attention of this thesis.
Finally, the question investigating on the processing of learners competence was also left out,
since this issue will be discussed in the course of the evaluation when dealing with the
guestion of to what extent the materials foster academic and language skills.

Despite these adaptations, the catalogue of five questions allows a detailed and
informed analysis which provides a sound basis for the consecutively conducted eval uation of
the teaching materials.

4.3.2. Defining the questions for the evaluation

After analysing the materials, the thesis will continue to conduct an evaluation, based on the

May 2011), as well as the functions of a course book stated by Hacker (1980: 7f., quoted in
Ch. Sitte 2001:448ff.). Thusit is assured that both the subject-didactics of the CLIL paradigm,
as well as those of the content-subject are taken into consideration. However, again due to the
specific context of the evaluation, further adaptations have to be made in order to clearly link
the evaluation to the logic of this thesis. Therefore, some aspects auf authenticity as stated by
Mehisto, Marsh and Frigols (2008:29) are examined and evaluated in addition. Last but not
least, the issue of bilingualism has to be necessarily addressed, since the specific context of
the materials is, after all, bilingual education. If we recall the theses postulated by Otten and
Wildhage (2007) (cf. 3.2.2), functional bilingualism is one key element of successful bilingual
education.

Based on a synopsis of frameworks of criteria, a catalogue of questions, which
constitutes a synthesis of al the theory which has been presented so far in this thesis, will be
adapted for evaluating and thus finally judging the materials in question. It is clear that the
evaluation conducted below is very specific and selective. Yet, this is legitimate, given the
fact that every evaluation is basically unique (cf. Tomlinson 200715f.), as long as it is based
on elaborated principles and criteria. The latter have been gradually established in the course
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of thisthesisso far. Therefore, the evaluation of the course book series will involve the

following questions:

1.

To what extent does the organisation and presentation of the topics account for the
aims and demands of the Austrian national curriculum (cf. Organisationsfunktion)
To what extent do the materials make the learning intentions and process visible by
highlighting relevant aspects within the units?

To what extent do the materials foster the development of academic language
proficiency?

To what extent do the materials foster the development of learning skills and learner
autonomy? (cf. also Repréasentationsfunktion)

To what extent are the materials likely to motivate learners to deal with the content?
Is their design motivating and engaging from a learner's perspective? (cf.
Motivationsfunktion)

To what extent do the materials foster cooperative learning and a communicative use
of language and knowledge?

To what extent do the materials foster critical thinking and thus provide multiple
perspectives on one topic?

To what extent do the materials foster cognitive fluency by providing means of
scaffolding language, content and (learning) skills?

To what extent do the materialstry to incorporate an authentic language

(engagement) by the learners?

10. To what extent do the materials apply an approach of functional bilingualism?

These ten questions are the basis of the evaluation conducted. Obviously, they are an

adaptation, selection and enhancement of different criteria presented throughout the thesis.

This is a necessary step in order to avoid repetition as well as to assure that subject didactics

of geography and economics get sufficient attention.

However, they are nevertheless the most relevant for the materials under examination

and the focus of this thesis and allow a detailed and differentiated evaluation, which involves

most of the theoretical claims presented above.
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5. Analysisand Evaluation of the Do it in English-Geography and the
Diercke Geography for bilingual classes series

The practical part of the thesis consists of an analysis of the respective materials, before an
evaluation is conducted. Here, it has to be pointed out that the main interest of both methods
lies with the Austrian course books, while its German counterparts are a means for providing
an illustration of potential differences in design and overall redisation of the goals and
principles proposed by the CLIL paradigm. Therefore, for example when evauating the
correspondence between the Austrian curriculum and the actual materials, the Diercke

Geography for bilingual classes series will be secondary.

5.1. An analysisof Do it in English-Geography and Dier cke Geography for
bilingual classesseries

As was aready pointed out, the analysis follows the concept proposed by Littlgohn (1998).
At points where a more precise description of the respective level and question is necessary in
order to maintain cohesion and comprehensibility, short definitions and clarifications based
on the literature are provided. Furthermore, scans of the passages subject to anaysis are
provided in the Appendix at the end of the thesis to ensure the traceability of the argument
developed in the following sections.

5.1.1. How isthe content of the cour se books or ganised/structured overall?

By looking into the materials and conducting an analysis on the descriptive level, "[...] we can
examine how the 'units, 'chapters etc. are subdivided, their length, and if thereis any standard
pattern within them" (Littlgjohn 1998:196).

In the case of the Do it in English-Geography. series, each chapter represents a
specific topic- area rather than a single topic. For example, volume one contains chapters like
‘population’, which involves several topics like population-growth or migration (cf.
Sonnenberg 2007:2) and is clearly associated with human geography. Throughout the series,
the chapters are consecutively numbered within each individual course book, suggesting a
specific order in which the respective topics may be discussed. Additionally, each chapter has
severa sub-sections, which are also ordered numerically.
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Concerning the topic-areas which are presented to the learner, there is an indication
that issues concerning the physical geography are at the beginning of the course books,
whereas topics concerning human geography and economics are to be found towards the end.
This is noticeable if we look at the table of contents of volume one, two and three. In volume
one, chapters one to three deal with topicsin the area of physical geography, before the course
book tackles population and economics. Interestingly, the penultimate chapter is to some
extend a combination of economics, population and physical geography, since it deals with
resources. Also volume two introduces the topic of Europe and the European Union by
dealing with topography and physical geography, namely climate, relief and vegetation. In the
case of volume three, the author chooses a historical introduction to the overall-topic of
Austria by discussing the geostrategic changes of the country. However, right afterwards,
physical geography again precedes human geography. Volume four is an exception to the
rule, since it deals with globalisation in general, which is indeed a topic of economics rather
than physical geography.

Another recurring pattern concerning the structure of the course books is that each
volume provides worksheets and a glossary, which explains important vocabulary in English,
at the very end of the volume, rather than at the end of each chapter.

Apart from these criteria, there are no other recognisable patterns. The content is not
structured according to particular learning aims, or any other pedagogical reason. Yet, if we
keep the national curriculum of Austria in mind, the overall organisation of the entire course
book series very strongly resembles the structure of the curriculum. This issue will be,
however, further investigated under 5.2.1. when the question of whether the series accounts
for the content and aims of the national curriculum will be discussed.

If we look at the Diercke Geography for bilingual classes series in comparison, the
first difference that is immediately recognisable is that both volumes show no numerical
structuring of chapters. As a result, there are also no sub-sectioning via numbers, like in the
Austrian course books. Yet, each chapter, of course has several sub-categories, which are,
however rather showcase examples of broader topics. For example, 'The Monsoon - Hope and
Despair in Bangladesh' (Dreymiller et.al. 2007:4) or 'Lake Victoria - Once Rich Fishing
Grounds (Dreymiiller et.al. 2008:4). This is significantly different from the Austrian course
books, which provide a more abstract presentation of sub-categories of a specific topic, for
example 'The classification of resources (Sonnenberg 2007:2), which does not introduce the

respective issue in an exemplarily manner.
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Another specific feature regarding the overall organisation of content is the alternative
table of contents in Volume one of Diercke Geography for bilingual classes (cf. Dreymidiller
et.al. 2007:6f.) . Here, the authors define four global topics, namely ‘Natural Forces, Living
and Working in Different Regions, 'Living and Working under Different Political and
Cultural Conditions, "The Opening up and Change of Places as well as 'Endangered
Environment', while reassigning the various sub-sections of the course book accordingly.
Thus, the learners as well as the teacher can choose between two approaches to the content of
the book. This is, however not featured in volume two, where the content is structured
similarly to the Austrian course books, namely by broad topic areas, such as 'Global
Disparities and 'Energy Resources.

Volume one aso has a dlightly different approach to structuring its content, since its
main topic, 'living and working', is divided into severa regions of the world such as Africa,
Asia, Russia, the Orient and North America. Here, another significant difference to the
Austrian course books is noticeable, namely the focus on one topic, which is discussed in
different cultural and geographical settings. Interestingly, the respective scale of the different
regions varies. For example, in some chapters the topic 'living and working' is discussed on a
continental level, like Africa. Yet, in other chapters, there is a focus on a particular region
(e.g. 'the Orient) or just a specific country (e.g. Russia). Volume two does not follow through
with the concept of focussing on one central topic and tackles one topic-area per chapter, for
example 'energy resources or global economy'. Yet, it has to be pointed out that there is still
one underlying topic noticeable, namely globalisation.

Aonother pattern throughout the German course book series is that there is one
separate section called 'skills at the end of each textbook. These sections are organised into
sub-categories which deal with one particular type of media (such as films or the internet - cf.
Dreymiller et.al. 2008:5), graph (e.g. pie charts - cf. Dreymiiller et.al. 2007:5) or maps (e.g.
thematic maps - cf. ibid.).

Another interesting difference in comparison to the Austrian course books is that there
iIs a separate workbook with additional tasks and worksheets for each volume (cf.

‘http: /www.westermann. de/shop/reihenansicht phpeild=114010 15  March  2011).
Unfortunately, the workbooks for volume one and two were not available. Hence an analysis
of the workbooks' structure is not applicable.

After having discussed the overall organisation of content in both series, the next step

isto have alook at the chapters and their organisation.
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5.1.2. How arethe chapters organised? I sthere a recognisable pattern?

If we analyse the next deeper level of structuring hierarchy in throughout the Do it in English-
Geography series, some interesting features in terms of their organisation become apparent.
As is widely known, it is usual to introduce a chapter by an introductory sentence which is
rather general in its statement and is intended to prepare the reader for the following content
of the respective text.

In the case of the Austrian course book series, the author does not consistently provide
introductions to chapters throughout the whole series, which becomes apparent if we look at

the first sentences of some chapters (written in italics):

e Weather and Climate: "One of the best ways to characterize climatic zones is to look
at the climatic graph - a graph showing the average rainfall and average temperature
[...]" (Sonnenberg 2007:9).

e Changing Life in Europe: "Agriculture and food production are basic to any society.
History has shown how important food production, food supply (food security), self-
sufficiency and a functioning agricultural market are for any given country"
(Sonnenberg 2008:34).

e Austria's Position in Europe: "Austria is situated in southern central Europe, covering
parts of the Eastern Alps and the Danube region” (Sonnenberg 2009:3).

e Natural Geography of Austria: "Austria (83, 863 km2) is made up of three main
natural landscapes: [...]" (Sonnenberg 2009:10).

e Global Finance: "In a modern economy people, firms and government institutions
need to save and borrow money, make payments to others, make investments and
exchange the money used in their country to make overseas payments' (Sonnenberg
2010:79)

The excerpts from al volumes of the series show significant differences, which are
representative of the mode of introduction of the various chapters. Sometimes, the author
applies an approach which is rather in medias res than actualy introducing a topic. The
former is most obvious in the opening sentences of the chapters Weather and Climate or
Natural Geography of Austria, which are factual statements dealing with one specific aspect
of the respective chapter or confront the learner immediately with a set of hard facts.

In contrast, some chapters actually do have introductory sentences, as can be seen in
the excerpts from Changing Life in Europe and Global Finance. Here, both chapters are
introduced by rather general statements which of course deal with the topic of the chapter, but

by no means confront the reader with specific facts or aspects of the chapter.
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Strictly speaking, the respective introductions of the various chapters are actually part
of the first sub-sections. Every single chapter in the whole series is thus not introduced at all,
but rather immediately jumps to the level of sub-sections, which deals with one particular
aspect of the chapter. Therefore, it can be concluded that the text basically leaves out the
typica move of introducing a topic to the reader or learner respectively. This pattern is
noticeable throughout the entire course book series.

Aswas indicated in the course of the analysis of the overall organisation of the course
books, chapters are indeed organised into sub-sections and sometimes even sub-sub-sections.
Here, one sub-section represents one differentiated aspect or subcategory of the respective
chapter. One chapter which illustrates the systematic structuring of each chapter is found in
volume two of the Do it in English-Geography series:

The Different Policies of the EU Today
- The Common Market Policy of the EU
- TheRegiona Policy of the EU
- The Common Agricultural Policy (CAP) of the EU
- The Economic and Monetary Union of the EU - The Euro
(cf. Sonnenberg 2008:25-33)

In other words, each topic, asin the case of 'policies in the example provided, isdivided into
its basic constituents which are presented and discussed in isolation. In this respect it is
interesting that the author abandoned the option of introducing each chapter as a whole topic,
because this would follow the deductive structure (i.e. from general to specific) of the
organisation of the various chapters.

Within the respective subsections, bold headings mark further subordinate topics of
the respective sub-section. In the case of the example provided above, this results in the
following organisation:

The Different Policies of the EU Today

- The Common Market Policy of the EU
- The single market

- TheRegiona Policy of the EU
- Regional development
- Regional action
- The socia dimension
- Employment policy
- Financing the common policies

- The Common Agricultura Policy (CAP) of the EU
- Reforming the Common Agricultural Policy
- The challenge of enlargement
- Visions of the future (ibid.)
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This organisation which is representative of all volumes results in relatively small chunks of
factual input which are organised hierarchically. One interesting aspect is that in rare cases,
the headlines obviously relate to entities of a higher semantic and conceptual order. For
example, 'employment policy' is semantically and conceptually similar to ‘regional policy' in
the sense of one specific kind of policy. 'Regional development’, on the other hand is clearly
semantically subordinate to 'regional policy’, since it is one constituting element of it. Yet,
both ‘employment policy' and ‘regional development' are on the same hierarchical level, which
somehow disturbs the otherwise clear organisation (apart from the fact that employment
policy is not solely conducted on aregional level).

One further significant feature of the Austrian course books is that additiona
information or further explanations regarding one particular aspect or particular terms used in
a section, is aways provided in yellow boxes. These are mainly at the very margins of the
page, (e.g. Sonnenberg 2010:63) or moved to the centre and thus interfering with the actual
text (e.g. Sonnenberg 2007:41). One last feature which is noticeable within the series is
the sporadic inclusion of so called ‘case studies which are basically adapting an exemplarily
approach to a certain topic. This however, is only conducted in volume one, chapter six The
Use of Resources and Land as well as in volume three, chapter five Austria as a Business
Location. In both instances the case studies are at the very end of the respective chapter.

If we look at the organisation of the Diercke Geography for bilingual classes series
and examine the same features in comparison, the first issue, introducing a topic via

introductory sentences, is hot a very prominent move either:

e Living and Working in Africa: "Africais a continent with different vegetation zones".
(Dreymiiller et.al. 2007:38)

e Living and Working in Asia: "Y ou can still find the traditional China even in big cities.
There are still many small industries in narrow streets close to the city." (Dreymuiller
et.a. 2007:76).

e Living and Working in Latin America: "About 135 natural and historical locations in
Latin America are listed in the UNESCO World Heritage site catalogue (Dreymuiller
et.al. 2007:132).

e Global Disparities: "Globalisation strengthens the world's economic efficiency. At the
same time, however, it has led to a split in society, especially in less economicaly
developed countries (LEDCs)" (Dreymiiller et.al. 2008:68).

e Europe Changes: "Since 1951 the co-operation of initially six European states has led
to a powerful region in the world, the European Union (EU), consisting of 27 member
statesin 2008" (Dreymuller et.al. 2008:92)
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Again, there are some instances where the learner is introduced via a relatively genera
statement, asin the case of Global Disparities and Europe Changes, while at the beginning of
other chapters one particular aspect is discussed right away. Therefore it is not valid to say
that introducing chapters via the body of the text is a regular pattern. Although this way of
opening a chapter is indeed present in the series, it is not regularly conducted or shows any
recognisable pattern.

Yet, there is one other mode of introducing a topic to the learners in the German
course book series which is not adopted in the Austrian course books at all, namely
introduction via a stimulus. While the latter either start with a general statement or present
specific facts right away, the former series at some points places an additional text or figure at
the very beginning of each chapter. If we look at the chapter Natural Forces Affect Life on
Earth (Dreymuller et.al. 2007:10) the learner isinitially presented a short text about drilling in
one part of Germany. Here, the text obviously functions as an introduction to the whole topic
of how our planet is structured inside. Another example of introducing a chapter via a
stimulating text is found at the beginning of the chapter Global Economy (Dreymiiller et.al.
2008:10), where the learner is confronted with the text 'The global toothbrush'’, which depicts
the global manufacturing of the constituting parts of an electrical toothbrush and is thus a
concrete example of globalisation. It isinteresting that both introductory texts are found at the
beginning of each respective volume and are the only instances where this method is applied.

Concerning the structuring of content within the respective chapters, there is, due to
the missing of numerical sectioning, a less hierarchical organisation of the content. The only
recognisable distinction between sub-sections and sub-sub-sections within the chaptersis by a
different font size of the bold headings. A very good example of thisis to be found again in
the chapter Natural Forces Affect Life on Earth. If we look at the sub-section "'The Shaping of
the Earth at Plate Boundaries, a for the series typical structure is observable. Although it is
not numerically ordered, the chapter's logical structure is basicaly identical with the one
observed in the Austrian course book series, namely on particular topic is sub-sectioned into
its constituent aspects:
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Natural Forces Affect Life on Earth
What does our Earth Look Like Inside?
- The crust
- The outer core
- The mantle
- Theinner core
- Wegener's Theory of Continental Drift
- The theory of plate tectonics
- The Shaping of the Earth at Plate Boundaries
- Plates moving apart - constructive margins
- Plates dliding past each other - conservative plates
- Plates moving under each other - destructive margins
- Earthquakes - The 1995 K obe Earthquake in Japan
- Why was the K obe earthquake so disastrous?
- Tsunamis - The Indian Ocean Catastrophe of 2004
- Volcanoes - A Curse or aBlessing?
- 500 active volcanoes
- Why do so many people live near active volcanoes?
- TheWater Cycle
- Living on aRiver - Living with aRiver
- The upper valley
- Themiddle valley
- The lower valley
- Tilted Axis
- More heat - less heat
- Hot places - cold places
- Polar Day - Polar Night
- The Globa Wind and Pressure Belts
- Climatic Zones of the World
What influences climate?
- The Earth's Vegetation Zones (Dreymiiller et.al. 2007:8-34)

As can be seen, the book also follows a deductive logic from general concepts (natural forces)
over concrete examples (e.g. plate tectonics) to specific aspects (e.g. plate boundaries).

Another interesting feature of the Diercke Geography for bilingual classes series that
the authors provide showcase examples within the chapters, or even discuss entire issues via
them - as opposed to the Austrian course books which place 'case studies' at the very end of
the respective chapter. As a result, the showcase examples are far less isolated from the
general text than in theDo it in English-Geography series.

Like in the latter, the German series also provides additional information, data and
explanations within each chapter, mostly depicted by boxes which resemble notes or post-its
(e.g. Dreymuller et.a. 2008:38). Apart from that, boxes of colours corresponding to the

respective colour of the chapter provide a range of additional texts and text types which
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illustrate personal comments (e.g. speeches as at Dreymiller et.a. 2007:78), provide further
information or raise awareness towards problems (e.g. Dreymduiller et.al. 2008:101).

5.1.3. Isaccessinto the content provided? How?

After having discussed the structuring and organisation of chapters and their constituting
elements, the next interesting aspect to analyse is what are "[...] the means of access into the
materials that are provided (for example an index of vocabulary items)" (Littlgohn
1998:196). Thisis obviously connected to the issue of scaffolding, which will be atopic in the
evaluation conducted above. For the time being, the various ways of how the learner is
supported in accessing the content of the course books are analysed.

The most obvious form of providing access into the content in the Do it in English-
Geography series is the glossary at the end of each volume. In the glossary, key terms of the
respective volume are listed alphabetically and are explained in English, while the German
trandation is provided at the very end of the entry. Additionally, the book page where the

word occursis listed:

agglomeration: here: a concentration of economic activities in related sectors in a
certain geographical area (Ballungsraum).37  (Sonnenberg 2009:91, origina
emphasis)

flood: large amount of water covering an area that is usualy dry

(Uberflutung/Hochwasser). 62 (Sonnenberg 2007:77)
This is an interesting solution, because it combines descriptions in the target language, which
are typical for monolingual dictionaries, or are found in monolingual textbooks for teaching
English as aforeign language, with a German tranglation in order to clarify the meaning of the
word. In addition, each of the terms listed in the glossary is additionally printed in bold within
the text, in order to highlight potentially difficult vocabulary (e.g. Sonnenberg 2009:37).
However, as is illustrated by the page cited, the layout sometimes also highlights phrases
which are not listed in the glossary. For example, ‘raw materials', ‘communications, ‘ power
supply’ and ‘political and social stability’ are mere concepts, which belong to the discussion
of the sub-section rather than key vocabulary. On the other hand, key terms, which are
described in the yellow box on the right are also listed and explained verbatim in the glossary
(as can be seen above). So there is not an entirely straightforward pattern in terms of making

important vocabulary and concepts explicit.

73



Y ellow boxes explaining key terms on the same page as they occur are common in the
whole course book series. Every now and then, the explanation of a particular technical term
is taken from an external source. One good example is found in volume four (Sonnenberg
2010:30), where the technical term ‘terms of trade’ is explained by a text taken from the
internet (in this case, answers.com). There is no noticeable difference between the actual
language and sentence structure of the external sources and the explanations provided by the
author. In other words, there is no simplified or somehow didactically manipulated language
used for providing easier access into the concepts and new vocabulary.

Apart from yellow boxes which explain vocabulary in English and are obviously
intended to provide access into new language, there is one incident in the course book series,
where the material tries to provide access into technical skills content wise. Figure 9.1. (cf.
Sonnenberg 2007:9) shows a climatic graph, which is a kind of graph, which learners
probably only encounter within geography and economics. Thus, the box to the left provides
basic phrases which mark significant point in the graph given as an example. Thisis clearly
an attempt by the author to provide access into the description of climatic graph. However, no
phrases that are/could be useful to interpret graphs successfully are provided.

Interestingly, apart from yellow boxes explaining vocabulary, a glossary at the end of
each volume and one instance where the material tries to provide access into a content-
specific item, there are no further instances or means of supporting learners to get into the
subject matter, neither regarding the language component nor the subject-specific content. Of
course, there are several figures that try to depict abstract processes, such as weather
circulations in a schematic and comprehensible way. Yet, this is indeed not a distinctive
feature of CLIL materias, since the very definition of a course book is that it tries to explain
and make explicit abstract features of a subject in order to support students in understanding
the subject matter. Thus all course books in one way or another have to contain figures
designed to make underlying interrelations and aspects of a particular topic explicit.

The German course books series also provides a list of important vocabulary at the end
of each volume. However, learners do not find a glossary like in the Austrian books, but
rather avocabulary list providing the German translation of the respective word:

agglomer ation Ballungsraum (Dreymiiller et.al. 2007:188, original emphasis)
flood Flut (Dreymiiller et.al. 2007:194, original emphasis)

The first big difference in comparison to the Do it in English-Geography seriesis that thereis

no English explanation of the respective piece of vocabulary provided. So the learners have
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indeed no glossary at their disposal, but just alist of words. Another difference isthat thereis
no reference to the respective page where the word is used.

Similar to the yellow boxes in the Austrian course books, the German books provide
orange boxes where key terms are listed (e.g. Dreymiller et.al. 2008:105). In contrast to the
Austrian books, these key terms are not highlighted in any way within the text corpus. Every
key term is actually listed in the word list at the end of the book, which provides a rather
quick way to look it up. Another feature in terms of explaining vocabulary is sporadically
provided by the already mentioned boxes which look like post-its. Here, again similar to the
yellow boxes in the Austrian books, some words are explained in more detail, as can be seen,
for example in Volume 1 in the chapter Living and Working in Asia (Dreymiuiller et.al.
2007:85), where typhoons and some of their aspects are introduced and discussed. If we
compare the structuring of the explanation to the ones provided by the Austrian course books,
it becomes apparent that the text is organised more clearly by the use of paragraphs.
Additionally, the explanation is more written like an actual short text rather than a glossary
entry. This is noticeable in the first sentence, which actually uses a subject, predicate and an
object (as opposed to the yellow boxes, where the predicate is often omitted, e.g. Sonnenberg
2010:31).

One feature of providing access into the content and the language of the course books
which is unique to the Diercke Geography for bilingual classes series are the before-
mentioned ‘ skills'-chapters. Here, the learners are provided with phrases, model texts, moves
and tasks which are intended to help them to access the respective graph, media or text type
more easily.

One example which is ideal for comparison with regard to the Austrian course books
is found in Volume 1 (Dreymiiller et.a. 2007: 174). Like the section mentioned above, this
part of the book deals with the rather difficult climate graphs. Here, every part of a climate
graph is clearly labelled and different elements of the graph differently coloured. For
example, each element of the climate graph which deals with precipitation is labelled by a
blue box, while elements dealing with temperature are labelled in orange. Apart from the clear
structured labelling of the various elements, the section provides a box with useful words and
phrases which help to interpret the graph. Furthermore, the respective necessary to provide a
coherent interpretation of climate graphs are provided, along with a model text which
illustrating the moves accordingly. Beyond that, an instruction of how to draw this kind of

graph is provided, which even suggests a scale to the learner.
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An example illustrating a dlightly different approach to providing access into subject-
specific texts can be found in Volume 1 as well (Dreymuller et.al. 2007:160). Here, the
learners are aso provided with careful instructions of how to use physical maps and how to
find places on them. Y et, compared to the section on climate graphs, the various elements of a
map are not as explicitly labelled and the actual representation of the map is not quite natural,
since title, the actual map, as well as the legend are presented as fragments rather than a
whole.

What is also dightly different is the presentation of the model text. Here, there are no
explicit moves, but phrases, which are suggested by the orange box are highlighted in order to
illustrate their use in a text. The latter are aso divided into general topics which relate to
physical maps, like describing locations or transportation routes.

This diverse support is provided for any media or text relevant to geography and
economics. Learners quickly find the respective section, since they are organised according to
genre or the type of map or graph respectively.

One further interesting feature, which can also be considered as providing access into
the content — or rather cultural differences — are the last two pages of every volume (cf.
Dreymdller et.al. 2007:210f.; Dreymiller et.al. 2008:178f.). Here, the differences between the
metric system and the imperial system are illustrated along with common geometrical shapes,
figures and numbers in general. Since especially geography and economics greatly deal with
distances, scales and figures in general, this feature probably helps the learners at various
points of education and allows easier access into authentic texts and their measurements and
numbers.

Overall, the German course books offer a wide range of different methods to provide
access into the subject-specific content, while the Austrian course books mainly focus on

providing a glossary or glossary-like explanations for key vocabulary.
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15.4. What is the learner expected to do? With whom? With what content? Who
determines thesethings?

It is now time to go one level deeper in the analysis. Based on Littlgohn’s (1998) framework,
the analysis examines what the materials actually demand of the learner. This provides afirst
insight for central issues within the evaluation below, since one key issue here are obviously
the tasks. They in turn are important for various questions, which will be discussed later on,
like to what extent they foster meaningful communication, or whether they encourage learner
autonomy.

Y et, before tasks can be analysed, it has to be made explicit what tasks, in Littlgjohn’s
definition are. This is important, because only then it can be precisely determined what a
course book task is and what is not. According to Littlejohn (1998:198), atask “[...] refersto
any proposal contained within the materials for action to be undertaken by the learners, which
has the direct aim for bringing about the learning of the foreign language’. If we expansion
this definition by the dimension of subject-content and skills or competences associated with
it, a suitable operationalisation of ‘task’ for our context is achieved. Furthermore, there are

three aspects of tasks, which have to be considered when anaysing them:

- aprocess through which learners and teachers are to go

- classroom participation concerning with (if anyone) learners are to work

- content that the learners are to focus on (ibid.)
Although these may be considerations which were devel oped with language teaching in mind,
al three aspects are absolutely valid for the CLIL-context of the course books under
examination. Especially participation and the focus on content are worthwhile to investigate
on.

If we start again with the Do it in English-Geography course books, the first

interesting thing is the overall number of tasks. Excluding the worksheets provided at the end
of the course books, there are seven tasks to be found in the entire series. All of them occur in

volume 3, while four out of seven are found at the very beginning of the book:

1. Name the European capitals that are situated within the radius of 1000km from
Vienna

2. Which European capital is closest to Vienna?

3. Which European capital is farthest away from Vienna?

4. Find out which European Capitals do have more inhabitants than Vienna.
(Sonnenberg 2009:3)
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Apparently, the four tasks or rather questions, are intended to stimulate the learners to work
with the maps provided below, since questions one to three obviously deal with topography,
while the last one refers, in a very broad sense, to cities as agglomerations and is hence not
concerned with topography as such but rather with attributes of cities, in this case, total
population. Since the map shows all capitals around Austria, and all of the questions deal with
capital cities, it is logical to assume that the tasks have the map as their target. The only
exception may be the last one, since the map does not provide any information about the
population of the cities.

However, the remaining tasks, strictly speaking, cannot be fulfilled with the help of
the thematic map either, because the map does not provide any scale. Thus the learner cannot
judge what the radius of the red circle is or what the distances between the capitals are. So
basically, the learner isindirectly asked to work with an atlas or digital maps which allow him
or her to determine the actual distances between Vienna and the respective cities. On a very
general level, the learner is thus asked to measure distances and to investigate on the spatial
position of capitalsin relation to Vienna. From the syntax of the task-instructions, there is no
indication of group work or pair work, which is why it can be assumed that the learner is
supposed to work alone.

The next task in the chapter Natural Geography of Austria is also rather interesting.
Right at the beginning of the sub-section dealing with climate and vegetation, the learner is
confronted with the following task:

Match the nine climatic graphs in figure 2 with the nine points marked in the cross-

section. What are the main climatic differences between these locations? (Sonnenberg

2009:12)

Obvioudly, the learner is asked to interpret the climatic graphs and, based on the information
he or she can read from the graph, to relate the respective graph with the corresponding
position in the cross-section. If we take a close look, this task basically relates to only one
information given by the climate graph, namely the sea level of the station collecting the
depicted data. Yet, even if the task intents to stimulate the obtaining of specific information
(i.e. the sealeve), the first part of the task is aready provided by the course book. The
respective climate graphs are already matched, asis indicated by the number in brackets. Thus
thefirst part of the task is obsolete.

The second part of the task intents learners to interpret the remaining information
provided by the various climate graphs and thus asks the learner to deal with them in detalil.

Y et, again not every information can be obtained via the graphs provided, since the author has
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omitted the labelling of the abscissa of al diagrams and the of the ordinate of all but one
diagram. The latter circumstance is probably not a factor that makes the task impossible to
solve, since it can be assumes that the scaling of the ordinate of all graphsis identical to the
one of depicting 'Untersberg’. However, the omission of the abscissa eliminates the possibility
to interpret the course of temperature and precipitation correctly, since the months, which are
supposed to be labelled, are not always arranged from left to right, starting with January, but,
although in rare cases, place January at the centre of the axis. Again, the learner is obviously
intended to work alone, since there is no reference to another participant in the whole task.
The penultimate task, which occurs outside the section with worksheets is found in the
chapter which deals with a central topic of geography, namely population. In the sub-section
dealing with Austria's population structure, the learners are asked to do a matching-exercise:

Match a b and c in Figure 17.1 with their correct definitions given below the
population pyramid. (Sonnenberg 2009:17)

If we look at the double-page, it becomes apparent that the left page (16) contains the
information which is necessary to correctly identify the respective age-groups that are marked
in the population pyramid to which the task refers. Thus, the learners have to link the content
of the text to the graph by labelling the respective age-groups. Y et, the categories, which are
supposed to be labelled have a rather unveiling definition, since two out of the three phrases,
which have to be matched with the graph aready contain the respective year. As a result, the
learners do not necessarily have to link the text to the graph, but rather can fulfil the task by
merely looking at the phrases. Like the other tasks so far, there is no indication that the learner
is supposed to work with another person or communicate with anyone in order to solve the
task.

The final task in the course book apart from the worksheets is to be found on page 25
of the third volume. Under the section concerning the balance of payments of the Austrian

state, learners are instructed to conduct a research:

Complete figure 1 with the most topical statistical data available (Sonnenberg
2009:25)
If we examine the table, being is the basis of the task, there is one vital information which is
apparently missing, namely where the data for 2006 were taken from. This is important,
because different institutions use different categories for their statistical data. For example,
the Statistik Austria have a different set of attributes which they collect for observing the
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development of the Austrian balance of payments than the European council or the OECD.
Therefore, in order to make the data truly comparable, the author has to declare which set of
data was used.

Furthermore, the task does not give any details concerning where the learner is
supposed to get the most topical data from, which would solve the problem of comparability
as well. So overall, the learner may be asked to conduct some research concerning recent
statistical data, but based on a very imprecise starting point. Once again, the task is obviously
designed to be completed individually.

On the whole, the tasks which are provided outside the worksheet-sections of the
Austrian course books generally ask the learners to deal with a figure by filling-in and
matching certain categories, which implies that the materials intend the learners to get
involved with the respective figure in more detail. Y et, there is no reference to other segments
of a chapter or other sections of the book at all. In terms of classroom participation, the only
form suggested by the tasks is individual-work.

If we include the worksheets into our consideration, the exclusiveness of individual-
work as a social form does not change. In the whole series, there is not a single task which
explicitly demands of the learner to work with a partner or participate in group work. All tasks
are obviously meant to be completed individually.

Among the worksheets, broad categories of tasks are noticeable which are now
discussed via one example which illustrates the basic design of each category. They, however,
share a common feature, namely that the learner has to fill in a blank grid, figure or map.
There are no worksheets asking the learners to produce something on their own or require
them to draw on any material apart from the respective worksheet.

The first category noticeable is best described as repetition or practice of the content
presented in the textbook. Here, the learners are confronted with a blank worksheet, which is
similar to a figure depicted in the corresponding book and have to complete the blank spaces
with the help of a particular section of the book. Sometimes this boils down to copy-and-
paste-activities, as is illustrated by Worksheet 1 in Volume one (Sonnenberg 2007:64) and
Worksheet 3 of volume four (Sonnenberg 2010:93). Here, the learners are confronted with an
absolutely identical figure, which has to be filled out (cf. Sonnenberg 2007:3 and Sonnenberg
2010:10). A more common method in this category is adopted by worksheet 11 in volume
three (cf. Sonnenberg 2009:81), where the learners have to complete the depicted scheme by

extracting information from atext in the textbook-section (cf. Sonnenberg 2009:34f.).
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The second category of worksheets mainly deals with blank thematic maps. These
either require the learner to refer to a map found in the book and colour the blank map
accordingly, for example Worksheet 2 in the third volume (Sonnenberg 2009:72), which
refers to a map on page ten. The other tasks in this category ask the students to complete a
blank map with the help of an atlas, for example Worksheet 13 in volume three. Of course,
the concrete data that has to be found or filled in differsin each map, yet the processing of the
task is basically the same.

The third category of tasks deals with vocabulary. On average, there are two different
kinds of worksheets related to vocabulary work. The first kind, requires the learners to
provide either German or English trandations for particular words, for example the correct
English term for 'Offentliche Unternehmen’ (cf. Sonnenberg 2009:88), which has to be filled
in the blank spaces. The second kind of tasks that deal with vocabulary ask the learner to
match definitions with particular phrases or words or to assign certain terms to superordinate
categories (cf. Sonnenberg 2007:70.).

Overall, all worksheets adapt very similar steps in their processing of tasks, although,
as was shown, they deal with different aspects of content and learning skills. Another
interesting decision by the author is to strictly separate textbook and worksheets (or tasks
respectively), except in volume three, where some tasks are included among the actual text.
However, as can be seen by their instructions, these do not differ significantly from the tasks
provided by the worksheets, since all of them also refer to one particular figure or paragraph
or require the students to fill-in or assign certain elements to a certain figure.

One last aspect of tasks which has not been tackled so far is the question of who
determines the actual content and process of the tasks. Obviously, these things are
predetermined by the course books, since there is no task which leaves the learners free
choice in any area. Thus, the tasks in the Austrian course books are strictly predetermined by
the author.

If we look at the German course books, the first difference is to be found in the
guantity of tasks. Volume 1 of the Diercke Geography for bilingual classes series provides
193 tasks, while Volume 2 contains 168 tasks for the learner. Due to obvious practical reasons
it is hence not possible to discuss each occurring task in detail, like it was the case with the
Austrian books. Yet, a few examples, which illustrate the most important kinds of tasks, will
be analysed below.
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One common type of task requires learners to explain and describe certain aspects
which are mentioned in the text or afigure of a particular section:

Describe the essential economic changes in the Lake Victoria region.
Explain the ecological impact of the introduction of the Nile Perch on Lake Victoria
(Dreymiller et.al. 2008:77)

Describe the changes in the I sragli territory between 1948 and the end of the 1960s.
Explain in what way the conflict influences the lives of Israglis and Palestinians.
(Dreymiiller et.al.2007:69)

Describe the process of soil erosion.
Explain different reasons for soil degradation. (Dreymdller et.al. 2008:59)

Describe the characteristics of the Mexican-US border.

Describe the push and pull factors which motivate many Mexicans to emigrate to the

USA. (Dreymiiller et.al. 2007:147)

Obvioudly, the learners are required to draw information from the corresponding texts or
figures, yet they have to state the answer (apparently in ora or written form) on their own,
without any particular restrictions save their knowledge. What is interesting regarding this
category of tasksis the differentiation between description and explanation. While the former
typically requires merely more than a repetition of information presented, the latter involves a
deeper understanding of atopic. In other words, describing cognitively only requires to grasp
what is there, while explaining always implies the aspect of why something is there, which is
cognitively more challenging. Hence description always precedes explanation in the
respective tasks.

Another type of task follows the structure of increasing difficulty for the learners. In
some sections of the book, the authors have placed tasks involving deepening aspects of the
respective topic, or encourage the learners to conduct further research. These tasks are aways
labelled 'for experts”:

For experts. Compare the situation of the black people in South Africa and the USA.
(Dreymiller et.al. 2007:55)

For experts: With regard to two types of soil degradation look for measures to protect
the soil. Use additional sources. (Dreymidller et.al. 2008:59)

For experts. Prepare a presentation showing the new face of Duisport. Use the internet:
As the examples suggest, the 'expert tasks clearly require additional examination on the
respective topics and thus differentiate between students who really intend to deal with atopic
in more detail and those who are satisfied with less specific knowledge. What is also
significant in comparison to the Austrian course books is that the authors clearly refer to
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additional sources, or even a specific source (in the example a webpage), which indeed gives
the learners some orientation. The latter was not always provided by the Austrian books,
although, as was discussed, some tasks require external sources.

The third type of task which immediately catches the attention of any analyst is
dealing with suggestions for potential research projects, which provide the learner with a
broad topic area, but do not determine the actual content. Again, these tasks are clearly
labelled, namely as 'projects:

Project: Choose one of the car manufacturers in M3 and collect information about the
new location. (Dreymduiller et.al. 2008:99)

Project: Collect information from newspapers, and the internet to find out more about
the views of globalisation in Germany (Dreymdiller et.al. 2008:79)

Project: Find out and discuss the pros and cons of GM food. (Dreymiller et.al.
2007:121)

Project: Make a poster with photos which show what different vegetation zones in

Africa look like. Do not forget to label them. (Dreymuller et.al. 2007:39)
One thing which clearly stands out within the category of project-tasks is their variety. All
examples provided have a different starting point (e.g. a thematic map in the first example,
newspapers in the second) and are supposed to produce various kinds of results (e.g. a
concrete product in the case of poster or a deeper understanding of the topic in general), yet
the steps in-between are not predetermined. Thus the tasks apply a less guided method than it
is the case with the Austrian course books, which provide static grids and worksheets that
have to befilled-in.

Encouragement for learners to create a specific product, however, is not exclusively
found in project tasks. There are several other tasks that require the learners to actually
produce awide variety of texts or prepare presentations:

Follow-up work: Use the internet to collect information about the
Windischeschenbach project and prepare a short presentation (Dreymuller et.al.
2007:11)

Write an interesting article for a newspaper in connection with M3 and M5.
(Dreymiller et.a. 2007:129)

Design a ledflet to create an awareness of the problem of hunger. (Dreymiiller
et.al.2008:29)

Prepare arole play about the conflict of interests in the distressed areas of Appalachia
(c.f. pages 160/161 for further information) (Dreymller et.al. 2008:73)

These examples illustrate well how varied the results intended by the tasks are. Additionally,

there is a high amount of autonomy on part of the learners, since the tasks basically just define
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the final medium of communication, but do not in any way prescribe the actual structure,
design or any other parameters of the final product. All these aspects are up to the learners.
The last example provided above overlaps with the next aspect of tasks in the German
course books, namely the aspect of class participation. Again, the learners are provided with a
variety of different forms of participation, ranging from pair-work to class discussion:
Explain to your partner how the tropical circulation system works. (Dreymiller et.al.
2007:39)

In groups of three describe what happens at plate margins that @) move apart, b)
collide, and c) slide past each other (Dreymiiller et.al. 2007:15)

Discuss in class: Improving energy efficiency is linked with lifestyle (Dreymuller
et.al. 2008:53)

In a role play discuss the pros and cons of generating electricity from wind

(Dreymiiller et.al. 2008:47)

As illustrated above, the books contain different forms of class participation, which require
learners to actively communicate with each other. What is interesting in this respect is that
there are absolutely no preset structures or any other restricting guidelines. Based on a
stimulus in the text, learners have to communicate freely, which probably increases the
dynamics of the tasks.

Thus, the actual content isjust the basis for tasks and not its sole subject, like it is the
case with the Austrian course books. The latter show a task design that has much to do with
repetition of knowledge rather than considering the subject-matter as a basis for further
learning and communicating. In opposition, the German course books very often treat the
subject-content illustrated by the books as a starting point for negotiating meaning and thus
take the learning process one step beyond the physical content presented in the book.

Closely connected to this is the factor of who determines what the learners have to do.
Indeed, the German course books also give instructions to learners and thus predetermine
what they have to do. The big difference in comparison to the Austrian course books is,
however, is that they do not prescribe the format or progression of the task in the way the Do
it in English-Geography series does. As aready mentioned earlier, learners in the German
series are free to do what they regard as appropriate for arriving at the defined result, since
they do not have to stick to one particular worksheet with a defined format, or rely on the
single figure which contains information that merely has to be extracted. Of course, the
Diercke Geography for bilingual classes books also contain figures, maps and text which
carry vital information for task fulfilment, yet the learners are free to work with the extracted
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information, only limited by a defined aim and the social form of the task. Thus, it can be
concluded that to some extent there is indeed learner autonomy provided by the various tasks.

1.5.5. What aretheimplied aims and principles behind the materials?

Now that an analysis on levels one and two in Littlgjohn's (1998:195) suggested method of
analysis was made, it is time to draw afew conclusions about what is implied by the teaching
materials analysed. In other words, it will be discussed "[...] what appears to be the role of the
materials as a whole in facilitating language learning and teaching” (Littlgjohn 1998:201). Of
course, as was a so the case with the other levels, this has to be enhanced by the component of
the content-subject in order to fit the CLIL context of the books. Therefore, the discussion
will also involve aspects dealing with the content-subject.

When recapitulating the structuring of content on the whole, as well as in the
respective chapters in combination with the nature of tasks and the way access is provided
into the actual subject-specific content and language required significant differences between
the two course book series occur.

If we look at the Austrian course book series, it becomes apparent that it puts its main
emphasis on providing subject-matter for geography and economics, while considering any
other aspect of bilingual education, or CLIL in general (such as development of skills,
communication etc.) as secondary. This is because, as was aready discussed, the Austrian
course books do not provide any tasks within the textbook-sections, save the seven tasks
discussed above in volume four. Even these do not aim at any form of communication,
productive skills, or engagement with the respective topic, apart from rather simple matching-
exercises or basic issues of topography. The worksheets are not very different. Although each
volume of the series provides several sheets with tasks, there is actually no real progression
with regard to the requirements for the learner noticeable. This is most obvious in tasks which
basically only involve copying from a predetermined figure, for example in Worksheet 1 of
the first volume (Sonnenberg 2007:64). There is no form of cognitive progression or
understanding the figure required, just a mere copying of the text. Thisis quite different from
the tasks found in the German books which, at the most ssmple level, require the learners to
describe or even explain certain processes or issues. The task design in the Austrian course

book almost triggers an association with drill-exercises, where learners are asked to repeat
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certain phrases and sentences until they have learned them. Here, basically the same happens
with a chunk of content.

Apart from this, admittedly rather extreme example, there are few tasks which actually
challenge the learners to use or practice skills or respectively reflect on certain insights
acquired in the course of dealing with the content. If the author intended to put more emphasis
on other aspects than merely providing content, there would have to be more tasks overal, or
at least a greater variety of worksheets at the end of each volume. This results in the books
containing a huge amount of content that remains mainly not reflected upon by the learners,
since they have no incentive on part of the materials to deal with it in any other way than
reading trough the sections.

Another indication supporting the impression that the Do it in English-Geography
series isin principle a collection of subject-matter is the structuring of the chapters. As was
already pointed out in the analysis earlier, very often the materials apply go in medias res,
without providing a thoroughly introduction. Of course, it may be argued that this is not a
necessary step at al, since the course books are neither a literary text nor some kind of essay
or any related genre. Yet, it has to be pointed out that large part of the books rather read like
glossary entries put together than an actual book text which present issues of the topic
consecutively. A good example of this is provided by the first page of the chapter Weather
and Climate (Sonnenberg 2007:9). Here, the learner is immediately confronted with
definitions of the various technical terms, followed by arather technical description of climate
graphs, before continuing to list climate factors and a classification of climates. In-between
these steps, there is little cohesion provided, apart from one sentence, namely "Different areas
of the world experience different climatic conditions' (ibid.). Otherwise, the text is split into
short paragraphs, which are characterised by listing classifications and definitions. In
comparison, the German course book presents a more consistent text, which is not dominated
by lists of categories and definitions (c.f. Dreymuller et.a. 2007:32f.). Of course, there are
also sections where the learners are introduced more gradually into an issue, for example in
volume three (cf. Sonnenberg 2009:19). Here, the text is supported by a few figures added to
the text. However, even in this section, the presentation of content and facts is the main - if
not the only - focus. There are no suggestions to think about the presented facts or dea with
them in any way.

The implications for the teacher as well as the learners within the classroom are rather

obvious. Since the Do it in English-Geography course books are apparently mainly concerned
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with the presentation of content, they are most likely to be used as a reference or as a
collection of texts and figures rather than an interactive and richly featured course book. If a
teacher uses the Austrian course books in class and wants to assure that the high standards of
CLIL are actually met, he or she has to provide extra materials, which provide tasks that go
deeper than the ones provided by the books.

The German course books, on the other hand, clearly intend to be fully-fledged CLIL
course books. This becomes immediately apparent by features like an alternative table of
contents in volume 1, which allows teachers and learners alike to view the content presented
to them in a more integrated and overall interrelated way. An even stronger indication is the
section on skills at the end of each course book, which explicitly deals with a wide range of
graphs, media and social form and how learners can apply them.

If we recall the five principles of CLIL, (c.f. 3.1.2.) as well as the functions of
language within the CLIL paradigm (cf. 3.1.3.), the German course books indeed try to
achieve most of them to some extent. This can be seen in the diverse task design, which was
already analysed. In this respect, especially the communicative use of the target language is a
major concern, since basically all task-types that have been identified involve some kind of
communication by the learners. Even the category where learners are asked to describe or
explain certain parts of the content are basically an encouragement of the learner to articulate
himself or herself, because the tasks imply that the respective learner has to reformulate an
observed circumstance in his or her own words. Yet, the most obvious tasks that mean to
stimulate communication among students are the ones involving role-playing or discussionsin
groups or pairs. This reveals the interactive intentions of the German course book series,
which is not realy noticeable with its Austrian counterpart, since the latter exclusively
focuses on the learners working on their own.

Another very prominent aspect promoted by the German books is the development of
skills. From the point of view of the content-subject geography and economics, basically all
important media as well as figures and map-types are introduced and explained through a
(model) text. Additionally, the access into these is made relatively easy by supporting the
learners with phrases, important words, or even detailed instructions of how to produce a
certain text or interpretation in connection with the respective media or figure - as was already
analysed under 5.1.3. (for an example cf. Dreymidiller et.al. 2007: 174).

Due to the diverse and differentiated presentation of the topics and, more importantly,

a broad range of different tasks, the German course books can thus be characterised as
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applying a rather holistic approach to the content-subject, which is in the spirit of the CLIL
paradigm, since there are indeed several focal points beyond the mere content. Especially the
communicative task-design, compared with the great variety of subject-relevant content is one
outstanding feature, which indicates that the authors are not only concerned with either
language or content.

Therefore, as an overall impression, it is legitimate to conclude that the two book
series indeed fulfil different rolesin the classroom. While the Austrian course books primarily
provide content and treat skills and language as rather secondary, the German course books
try to cater to both components of the CLIL paradigm, namely language and content. Thus,
the Austrian books mainly function as a collection of subject-specific content (i.e. facts and
figures), which have to be greatly complemented by additional material, which focuses of the
development of language and professional skills. The German course books, on the other hand
could indeed function as a profound basis for teaching geography in the sense of CLIL, since
they offer a broader package to both teachers and learners in terms of content, language and
professional skills.

As a conclusion, the analysis has revealed major differences between the two course
book series, which will be a relevant issue for the evaluation conducted below. After having
discussed the most important features of the teaching materials in terms of their organisation,
task-design, sequencing of chapters and overall underlying principles and implied roles, it is
now time to evaluate to what extent they actually meet the requirements and features which
are demanded by the theory. This will allow a basic judgement if they are indeed materials
which apply the principles and criteria postulated by CLIL or if they are merely carrying its
label.
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5.2. An evaluation of the Do it in English-Geography and Diercke Geography for
bilingual classes series

After the analysis has unearthed interesting differences between the Austrian and the German
course books, the next step is to draw conclusions and finally judge to what extent the
respective course book series meet the requirements of CLIL in the categories introduced
above (cf. 4.3.2.). Where it is necessary, short explanations of the respective categories will
be provided in order to avoid ambiguity concerning what is evauated in the respective
section. In the course of the evaluation, references to examples aready provided in the
analysis will be made, along with allusions to new examples which may illustrate particular

arguments more clearly.

5.2.1. To what extent does the organisation and presentation of the topics account for
the aims and demands of the Austrian national curriculum?

Since one of the series under examination is the only approbated course book series for
bilingual education in Austria, one interesting aspect is to investigate whether the materials
cover all the subject-matter the national curriculum deems necessary, as well asto what extent
they foster competences which are required of learners per definition. While the former is
precisely listed in the section concerning the subject-matter, the latter is described under
'Didaktische Grundséze' and 'Bildungs- und Lehraufgabe’ respectively. Yet, since aspects
falling under these two categories are discussed at other points of the evaluation, our primary
concern now lies with the dimension of content and thus only genera evaluations in
connection with principles of didactics and education will be made.

Obvioudy, the German course books will not be evaluated in this section, since
Germany has its own national curriculum, which shows significant differences compared to
Austria.

The question whether the course books contain all necessary topicsis closely linked to
the overal structuring of the books, which was aready anaysed above, as well as to the
functions of a book, namely the Strukturierungsfunktion (i.e. the materials as support to
organise and manage the classroom and subject-content; cf.4.1.3.).

As shown in the course of analysis, the Austrian books show a very hierarchical
structure, which is characterised by rather short sections and no inherent recognisable pattern

with regard to sub-sections or even sub-sub-sections. Y et, if we compare the table of contents
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of the respective books with the structuring of the national curriculum for upper-secondary
education, it becomes apparent that the author very closely follows its organisation. Thus the
reason for an inconclusive result in the analysis is finally revealed, since the books do not
follow an inherent logic based on didactical aims, but rather an externaly prescribed
structure, namely the national curriculum.

Obvioudly, volumes one and two of the Do it in English-Geography series cover the
subject-matter of grades five and six of the AHS, while volumes three and four correspond to
grade seven and eight respectively. So, there is a strong indication that the overall structure of
the booksis primarily guided by the general topics demanded by the curriculum rather than by
pedagogic or didactical principles. This becomes apparent if we look at the names of the
chapters and compare them to the topics prescribed by the national curriculum. For example,
the first chapter of volume one, One World - Different Perspectives (Sonnenberg 2007:2), is
basically a literal trandation of the topic-area Gliederungsprinzipien der Erde nach
unterschiedlichen Schtweisen (cf. BMUKK 2004:2). Thisis basically true for al chaptersin
volume one, apart from their amost exact sequence in accordance with the curriculum.
Interestingly, the other volumes follow the same pattern, for example in volume three, the
chapter Austria’'s Position in Europe precedes Natural Geography of Austria (cf. Sonnenberg
2009:2), while the curriculum lists Veranderung der geopolitischen Lage Osterreichs before
Naturrédumliche Chancen und Risiken (cf. BMUKK 2004:3). The only volume showing a
dlightly different and more integrated structure of topics is volume two, where the topic-areas
suggested by the curriculum rather integrated in broad topics, which are centred around the
EU (cf. Sonnenberg 2008:2). So, topic-wise it is safe to say that the Do it in English-
Geography is indeed a realisation of the topic-areas suggested by the curriculum, since their
organisation is based on its very sequence of topics.

However, the big 'but’ becomes evident if we dig one level deeper than the actual
headlines of the topic-areas defined in the curriculum and look at the aims of the respective
content. If we stick to the first chapter in volume one and its corresponding topic-area in the

curriculum, there are two explicit aimswhich alearner is supposed to achieve:

Gliederungsprinzipien der Erde nach unterschiedlichen Schtweisen
-Gliederungsmoglichkeiten der Erde nach naturr@umlichen, kulturellen, politischen
und 6konomischen Merkmalen aufzeigen

-Einsicht gewinnen, dass Gliederungen immer einem bestimmten Zwecken dienen,
dass Grenzen Ubergangszonen und die so abgegrenzten Gebiete meist nicht einheitlich
sind (BMUKK 2004:2)
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If we take a closer look at the corresponding section in the book, the first am, illustrating
different possibilities to classify our planet according to various variables is realised by
confronting the learners with different thematic maps, ranging from plate boundaries to the
division of countries as classified by the United Nations (cf. Sonnenberg 2007 3-8). Thus, the
course book illustrates different possibilities of looking at the earth. Yet, the second aim,
realising that these classifications are imprecise and the resulting regions are basically rough
sketches which serve a certain purpose, is not even tackled peripheraly. The reason why the
book misses to help the learners redlise the interrelations required to achieve second aim is
that it confronts the learner with the different maps without ever commenting on their purpose
or intention. The most obvious maps in this respect are figures 4.1, 5.1 and 5.2, where not
even a single sentence is provided in order to make explicit the interrelations between the
three classifications. In the case of figures 8.1 and 8.2, the book eventually points out the
relativity of actually measuring global disparities, yet the text again does not explain the
underlying difference between the two thematic maps. Interestingly, figure 8.2. occurs again
in volume four (cf. Sonnenberg 2010:7) in the chapter on globalisation. Again, the course
book fails to mention what the map actually depicts, apart from its title. The only information
the learner getsisthat "[...] today the countries of the world are mostly classified according to
the division of the UN, which uses a combination of economic and socia indices'
(Sonnenberg 2010:6, original emphasis). This is rather vague and does not support a deeper
understanding, as demanded by the learning aims.

These examples show a symptom which is rather prominent within the Austrian course
book series, namely the lack of support of learners when it comes to abstract thinking and
linking several issues to one converging whole. Thisis, however a problem, since the national
curriculum explicitly demands this via the Synthesekompetenz and Wirtschaftskompetenz (cf.
BMUKK 2004:1). In addition, if we continue to evaluate the current example, severe mistakes
concerning the reference are made. At the end of the chapter, a reference to chapter 5.6 in the
volume is made (cf. Sonnenberg 2007:8). However, if we follow this reference, it appears that
chapter 5.6 is concerned with the global division of labour and not socio-economic indicators
at all (cf. Sonnenberg 2007:39). The respective indicators are presented in section 5.7, two
pages further in the book (cf. Sonnenberg 2007:41-43). Of course, this is an unintended
mistake which was missed in the course of edition, yet it is indeed confusing for the learners
and is even more unlucky if we take into consideration that the particular pages indeed

explain and point out the problem of measuring development.
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To befair, there are also several chapters which rather successfully present atopicin a
more differentiated and explicit way. For example, despite the above criticised thematic map,
the chapter Globalisation: Chances and Risks in volume four indeed picks up a great variety
of issues connected with the topic and presents more than one view on the topic and thus
provides a sound basis content-wise.

As aconclusion it can be said that the Austrian course books do indeed present all the
subject-matter which is demanded by the national curriculum. However, there is a strong
impression that the book series considers this as its primary objective, even neglecting
teaching and learning aims which are related to the content. This supports the impression from
the analysis conducted above, which concluded that the apparent underlying principle of the
Austrian books is that they are mainly a collection of content. So regarding the extent to
which the presentation and organisation of the topics account for the aims and demands of the
Austrian curriculum it is safe to say that the course books' basic content covers all areas of the
defined subject-matter, while performing rather weak in the area of supporting the
achievement of the defined ams. For the teacher this means that the Do it in English-
Geography series in suitable for presenting a profound amount of content and suggest an
organisation of topics which are very close to the curriculum. Y et, beyond that they do not do
much more, which means that in order to support his or her learners, a teacher would need to

provide extra materials and additional support in general.

5.2.2. To what extent do the materials make the learning intentions and process visible
by highlighting relevant aspects within the units?

According to Mehisto (2010), CLIL materials of high quality explicitly set learners learning
goals which on the one hand are supposed to show them what they may achieve by dealing
with a particular unit, while on the other hand increasing effort and motivation. "Further,
quality CLIL materials draw links between planned short and long-term language, content and
learning skills outcomes. It is also expected that learning outcomes are redlistic, but
May 2011). This concept is very interesting, because it indeed, in the sense of learner
autonomy, empowers the learners to constantly monitor their progress along the scale of
gradually achieving knowledge and competences. Furthermore, it perfectly supports the
demands on part of subject didactics regarding the opportunity for learners to assess their own
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progression (i.e. Ubungs- und Kontrollfunktion under 4.1.3.), which should be provided by a
course book. The final variable of the equation, namely that learners are meant to be
challenged immediately evokes associations with Krashen's '+1 hypothesis, just enhanced by
the content component as well (cf. 2.1.1.). Thus, Mehisto's claim for making the learning
process visible follows indeed the CLIL logic and should classify as a feature of quality with
respect to the learning materials.

However, as has become apparent in the course of working through all course books,
none of them actually shows any signs of making the learning process explicit. Neither the
Austrian, not the German books show remotely any intention to provide the learner with any
kind of possibility to recognise implied learning outcomes, or to monitor any kind of progress
autonomously. Thisis very striking, because, due to the reasons already pointed out, a feature
at least resembling Mehisto's postulated criterion would give the authors of both series to
meet many of the demands and requirements on behalf of the curriculum (in the case of the
Austrian books), aswell asthe CLIL paradigm.

One obvious reason for the missing of explicit waypoints of learning may be that, at
the time of production, this had not been considered and was thus not part of the academic
discourse. This is suggested by the years of publication, which would be between 2007 and
2008 for the Diercke Geography for bilingual classes series and between 2007 and 2010 for
the Do it in English-Geography series. Although the publication of volume four of the
Austrian books overlaps with Mehisto's postulation (i.e. 2010), the book was probably written
and produced earlier, since process approbation takes a very long time.

Thus, in conclusion, the course book series in question lack one criterion of quality as
far asthe latest academic opinion is concerned. However, in this respect it could be a potential
starting point for further research, since it would be interesting to see if the course book series
add this feature to revised editionsin the future.
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5.2.3. Towhat extent do the materialsfoster the development of academic language
proficiency?

Obvioudly, this issue is closely connected to the areas of vocabulary development and
language competence in general. A few features have already been discussed briefly in the
course of the analysis where the access which learners are provided with was under
examination. However, was has not been tackled so far isin how far this is done effectively
and whether this actually qualifies as fostering academic language proficiency.

According to Mehisto, fostering academic language proficiency means that
"[s]cientific language is drawn to the attention of students by identifying various formsof itin
the learning material [...]" (Mehisto 2010, 25 May 2011). This is a very general statement,
sinceit isnot really defined what forms are implied or in what ways the materials are intended
to refer to them. Yet, another possibility of fostering academic proficiency is "[...] by asking
students within the materials to identify: characteristics (tone, unemotional and factua [...]);
connectors [...]; functions (separating and explaining causes and consequences); subject
specific vocabulary [...]; words with different meanings [...], and other vocabulary and
discourse patterns’ (ibid.).

So Mehisto in addition provides concrete categories, which makes a precise evaluation
easier. Quite similar to the first postulation concerning making the learning process visible,
the categories presented above very much refer to a meta-level which is supposed to show
learners something about their own learning. In this respect, the materials are basically
required to 'reflect upon themselves by foregrounding the principles which underlie their
respective content. Additionally, as can be recognised, the function of language rather than
theformisin the foreground..

If we again start with the Austrian course book series, one encounters language
(competence) on the very cover of the book. Although people are not supposed to judge a
book by its cover, this is exactly what will be done here as a first step. As was shown by
Cunningswoth (1986:2ff.), looking at ‘what textbooks say about themselves is a good starting
point to interpret their intentions. Concerning language competence, the back of each volume
of the Do it in English-Geography books claims that " 'Do it in English-Geography' misst
dabei der Sprachkompetenz der Lernenden besondere Bedeutung zu" (Sonnenberg 2007:81).
So there is apparently afocus on the language competence of the learners within the series.

Interestingly, apart from the features which were already mentioned in the analysis

(i.e. glossary entries and the highlighting of key vocabulary), the course books do not show
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any sign of attempting to raise the language awareness of the learners, or to point out different
functions or characteristics of (academic) language. The only noticeable feature which

dlightly indicate afostering of language proficiency are some of the glossary entries:

climate (climatic) graph: a graph showing average rainfall and average temperature
for each month of ayear for a specific point of the earth (Klimadiagramm).9
(Sonnenberg 2007:76)

oceanic crust (sma): the oceanic crust forms the floor of the deep oceans and is
thinner (5-10 km) than the continental crust. [...] (Sonnenberg 2007:78)

net deficit (of a state): the expenditures exceeding the revenues without the
repayments of government debts (Nettodefizit). 29 (Sonnenberg 2009:93)

resour ces (scarce): al things which can be used to produce economic satisfaction. [...]
(Sonnenberg 2007:79)

As can be seen, some glossary entries provide synonyms for the respective terms, which
potentially enlarges the repertoire of subject-specific vocabulary. Additionally, although
probably coincidental, a few entries show what could be interpreted as collocations (e.g.
scarce resources). Yet, since there is this is no recognisable pattern or any kind of system,
which indicates that collocations are a concern of the glossaries, thisis very likely unintended.

With regard to Mehisto's suggestion that materials should make explicit words with
different meanings, the glossary basically provides rather precise and comprehensible
explanations in the target language. Yet, it has to be remarked that especially learners who do
not possess a very broad and solid vocabulary in English may get confused by the actual
explanations. Of course, there is a German translation, but this does not necessarily help the
students understand a certain technical term, since the respective explanation is given in
English. Thus, learners who find the target language challenging may miss to fully understand
the subject-matter of geography as well.

Apart from this, there are no features which would indicate to serve the purpose of
somehow fostering language proficiency in any way. Thisis very surprising, especially with
the glossary entries, because they would have provided a suitable format which could have
been used for additional information about the vocabulary presented, such as collocation or
register. Within the chapters, there are also no features which deal with the language
component of the CLIL-duality, putting the subject-content at the very centre of the books. Of
course, it can be argued that the Austrian books provide plenty of subject-specific vocabulary
and make it explicit to the learner. However, what is indeed missing is the attention to

language function and consequently language competence.
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Thus, judged by its cover, the Do it in English-Geography books very poorly foster
academic language proficiency, if they doiit at all. Thisis because the learners are exclusively
confronted with vocabulary items which are explained in English, but are not connected to the
learner's overall mental concept of academic language proficiency. The reason for the
materials failing to achieve this, is ssmply because they do not provide any support which
assures that the learners definitely add the language to their pool of knowledge, based on a
deep understanding of its (linguistic) functions. As a result, the books provide merely more
than an English version of geography and economics, while completely neglecting the
language component of CLIL, which is nevertheless equally important.

In the course of analysing the course books, it became apparent that the Diercke
Geography for bilingual classes series provides a variety of features which help the learners
to get access into the subject-specific maps, figures and graphs, as well as into different kinds
of media. This is achieved by providing model texts, as well as phrases, or making explicit
certain moves within a text. This however, does not necessarily imply that the materias
actually make the very function of language explicit to the learner.

If we look through the chapters of the German books, the only feature which
obviously deals with language is the foregrounding of key terms by the already mentioned
orange boxes (e.g. Dreymuller et.al. 2008:105), which are trandlated in the word list at the end
of each volume. Obvioudly, this feature is intended to help the learners with vocabulary
development and thus intends to enhance the learners' (subject-specific) lexicon. So, one of
the points mentioned by Mehisto (i.e. technical vocabulary) is indeed tackled by the course
books. Yet, what is not provided is an explanation of the respective terms, which basically
neglects the component of securing knowledge and competence in the content-subject. Of
course, learners encounter the key terms within a text and thus can draw their conclusions
from the context where the respective term occurs. However, there again may be a
disadvantage on the part of learners who are not yet entirely proficient in English, since they
might not understand the text fully and thus are not able to link the key term to its context.

The remaining chapters at the back of the books, which focus on skills, do so in terms
of technical skills rather than language skills. This is quite well illustrated by the section of
'skills' which deals with the method of role-play (cf. Dreymuiller et.al. 2008:160f.) The section
is introduced by the headline 'Dealing with problems, the very subject of any academic
discipline. Within this paragraph, it becomes apparent that the section on skills obviously has

afocus other than language:
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Topics in geography lessons often focus on problems in specific regions. [...] Flow
charts can be used to make the problems of coal mining in Appaachia more
comprehensible. These show the cause and effect chains related to mining. [...] If
you want to present cause  and effects only based on facts, using flow charts is an
appropriate method. (Dreymuiller et.al. 2008:160; own emphasis)
If we look at the example, the text does not tell the learner that academic language can be
used to communicate cause and effect chains (i.e. function) and that it applies arguments
based on evidence (e.g. its characteristics), but rather how this can be illustrated by a specific
technigue (i.e. using flow charts). This is a clear focus on presentation skills and not on
language competence. Although the paragraph has an archetype of academic reasoning as its
subject (i.e. cause and effect chains), it does not point to it explicitly. As a result, there is a
heavy undertone which indicates the functions of academic language, but it remains hidden. It
requires a very abstract thinking on part of the learners to deduce from the text that the
function of (academic) language is indeed to communicate and make explicit causal chains.
Thus, it can be concluded that the authors of the German course books do not intent to
highlight the function of language and its characteristics, athough they provide a range of
model texts and phrases relating to particular kinds of media or textsin general.

Overall, as was illustrated, both course book series do not foster academic language
proficiency to a very high extent. This is rather unfortunate, since they thus more or less
neglect the 'language of learning' (cf. 3.1.3.) within the CLIL triangleto ahigh degree. Thisis
another missed opportunity, especially for the German course books since they indeed provide
severa features raising awareness for the form of language (e.g. phrases that help the learner
to write a specific text) and are thus just one step away from incorporating the other aspect,
namely its function. The Austrian books, on the other hand, contrary to their claim on the
cover, do not consider language in any way as particularly important, because providing
subject-matter in English in not really fostering language competence and, consequently,

academic language proficiency.
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5.2.4. Towhat extent do the materialsfoster the development of lear ning skills and
lear ner autonomy?

Apart from language and competences in the content-subject, CLIL aso aims for the
development of professional and learning skills in order to qualify the learners for the flexible
global age. (cf. 3.1.2.) Thus, when investigation on whether or not the materials support
learning skills and learner autonomy, we are dealing with a very distinctive feature of the
CLIL paradigm that is part of itsinnovation. In this sense, learning skills can be considered as
very important for the quality of the respective books.

According to Mehisto (2010), the feature of fostering learning skills is apparently
supposed to help the students cope with challenging exercises and texts or the whole subject-

matter respectively. This can be assumed by looking at his suggestions:

A book chapter can, right at the beginning include an initial exercise that asks the
students questions about the given chapter's subheadings or diagrams|...].

- Instead of simply giving aresearch assignment to students, learning materials can have
students first plan for undertaking and writing up the research report.

- Materials can aso include learning skills tips on how to efficiently complete an
assignment.

- Materias can seek to help students determine what they think and feel, as well as
provide some level of choice.

2011, bullet points added)

Again, there is a very strong sense of demanding the materials to make the learners aware of
their very features and thus encouraging the reader to think on a meta-level. Yet, what seems
to be of secondary concern is the learner autonomy. Apart from suggesting that the learners
should be provided with a level of choice, the latter is not very prominent in Mehisto's list.
Another critical remark which has to be made is that learner autonomy in the list presented
above is regarded as a concrete feature, rather than a result of good support by the materials.
This is interesting, because if learner autonomy is regarded as a result of support, fostering
learning skills becomes a requirement of learner autonomy, since they indeed empower the
students to acquire knowledge and competences on their own.

Aswas aready indicated by the analysis of in how far access into the subject-matter is
provided by the materials, the Do it in English-Geography books are not very competent in
fostering learning skills. Since there are no tasks or exercises in the textbook-part of the series

(save the seven examined under 1.5.4.), basically of Mehisto's suggestions or any form of
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fostering related to them is not applicable. The big problem of the Austrian books is simply
that they have almost no means of communicating with the learners due to their scare
incorporation of tasks. Of course it could be argued that the actual content may induce deeper
understanding of a certain topic by the learners. Yet, leaving all the necessary steps to the
learners and hoping that they will draw conclusions and interrelations on their own is not a
very pedagogical way - and even less a didactical way - of guiding them to achieve their
learning aims.

If we consider learning skills as teaching learners to deal with specific texts and other
media, there is one worksheet in the whole series which might qualify as an attempt to foster
the acquisition of skills and competences. If we look at worksheet four in the first volume
(Sonnenberg 2007:67), we once again encounter a climate graph. Similar to the section in the
German course book, which was used to illustrate how access is provided into the content (cf.
5.1.3 or Dreymiller et.al. 2007:174), the learners are provided with an explanation of the
various elements of a climate graph. Y et, the explanations of the respective element are very
short and are not related to any illustration. Thus, if alearner tries to do the worksheet, he or
she would have to browse to the section where climate graphs are introduced in the textbook-
part. The next step for the learners to take is drawing the graph, based on the data presented in
the table, in the scheme provided. Here, a problem occurs, namely that the author leaves out
the element of altitude, which is part of every climate graph. So learners fail to produce a
totally correct graph on their own. However, a very positive aspect is that the worksheet links
the graphs which are supposed to be drawn as further practice to the corresponding chapter in
the textbook-part (e.g. the task relating to Yuma) and tries to raise the students awareness of
certain distinct features of each climate type (e.g. the task relating to Buenos Aires).

Yet, this is basicaly the only instance where the Austrian course book series deals
with a particular skill (i.e. drawing and interpreting climate graphs) which can be acquired by
learners. All other worksheets focus on repeating the content of the textbook-section or
working with blank maps. This is very unfortunate, since thus learners do not really get
support from the materials when it comes to acquiring new skills and competences related to
the content-subject.

Opposed to the Austrian course books, providing the learners with means to develop
certain skillsis a very prominent feature within the Diercke Geography for bilingual classes
series. As was aready analysed, each of the course books features a section on skills, which

deals with awide range of texts and other media.
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One example which resembles Mehisto's approach to learning skills is to be found in
volume two in the section ‘working with films (Dreymdller et.al. 2008:150f.). Here, the
course book suggests that learners should organise their approach to film into three distinct
steps, namely ‘pre-watching’, ‘while-watching' and 'post watching'. Very similar to some
language teaching tasks, learners are encouraged to think a priori to their actual tasks, while
also conducting afollow-up exercise.

If we look at the table which indicates the specific steps which alearner may take (cf.
Dreymiller et.al. 2008:151), especialy the first two points, 'brainstorm on the topic' and ‘write
down your expectations very much aim at making students aware of their own perceptions
and world view while at the same time encouraging them to think about a film as one form of
media. Thisisrather similar to Mehisto's suggestion that materials should ask questions about
certain heading of a chapter. The only real difference is that in the example discussed here,
the students are confronted with the title of a movie.

Additionally, as also suggested by Mehisto, the course book provides the learners with
a detailed scheme which helps them to organise their research question in connection with the
film. Thus the students are supported with efficiently completing a certain task related to the
genre of movies.

Also the parts dealing with the 'post-watching' phase of a potential movie project are
very much in the spirit of the criteria suggested above. The key feature here is that the book
encourages the learners to create a mind map which reflects their personal thoughts (and thus
giving them the opportunity to determine their feelings and thoughts), while, at the same time,
stimulates to critically reflect on what they have learned. This highly engaging processis then
finished by a presentation, which is basically a product where everything is wrapped up and
brought to a final conclusion. In order to make the communication easier, useful phrases are
provided at the bottom, which probably creates a safe communicative environment for the
presentation, especially for weaker students, since they have a set of structures to which they
can relate.

The example discussed is representative of all the sections that deal with skills in the
German course books. Of course, there are a few differences when it comes to introducing
learners to the respective text or media, yet overall each section provides a very clear and
supportive structure, which indeed fosters the development of skills and competences.

What the course book series does not do, however is to provide this kind of support for

within the actual chapters of the book. Thus the development of skills is treated separately
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rather than in an integrated way, which is probably also one of the intentions behind Mehisto's
postulations. Y et, the 'skills-sections constitute a very rich and engaging feature which can be
used in manifold ways within the classroom.

As a conclusion, it has to be said that the German course books are much more
advanced and provide a far greater variety of supportive elements which help learners to
acquire learning skills and thus empowering them to act and think autonomously. The
Austrian course books, however, again lack a very important feature of the CLIL paradigm
and are not likely to help learners in any ways to acquire skills and competences. The general
problem in this respect is that they leave the learners aone and require of them to have the
intrinsic motivation and competence to extract skills merely on the basis of content-focused
texts and workshests.

5.2.5. Towhat extent arethe materialslikely to motivate lear nersto deal with the
content? I stheir design motivating and engaging from a lear ner's per spective?

Many of the examples which have aready been discussed in the course of analysing and
evaluating the Austrian as well as the German course book series can be considered as
representative of the overall layout and design of the respective publications. Y et, so far it was
not at the centre of attention whether they provide any incentives to the learners that may
actually motivate them to get involved with the content and geography as a subject on the
whole. This however is avery important issue, especially for subject didactics, since a course
book in geography and economics is supposed to motivate learners to actively deal with the
content - ideally on their own account (cf. Reprasentationsfunktion under 4.1.3.).

Regarding motivation in terms of design and layout, the Do it in English-Geography
books are difficult to finally evaluate, since there are rather positive as well as fairly negative
examples of overall layout and design.

One significant feature in the area of design throughout the whole series is that
chapters either have rather little text while a lot of additional figures are provided for
illustrating certain facts, or chapters feature very long passages which are dominated by the
text-corpus of the chapter. For example, the section illustrating regional disparities indeed
only provides very little textual interpretation, while the issues in connection with disparities
are mainly depicted by thematic maps (cf. Sonnenberg 2009:42f.). On the other hand, in the

very same volume, there are passages where the text is the sole carrier of content and the
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figures provided just peripherally deal with the respective subject, like the section on the
future development of the European Union (cf. Sonnenberg 2008:23). The problem with both
of these examples is basically that while the first one insufficient grounds for textual
interpretation, the second one could make the facts and developments of the EUs enlargement
clearer to learners if it added a thematic map. Thus, the learners are a little bit lost in both
cases.

Apart from these differences in the weight of textual and graphical elements, one very
common feature within the entire series is the use of bullet points. One typical example is
found in the first volume in the section on the different ecosystems in the world (e.g.
Sonnenberg 2007:21). Here, the bullet points basically substitute connectors and other
cohesive devices and thus make the text rather alist than a coherent entity. Thisis used rather
often and does not really present an engaging and motivation layout, since the learners are
confronted with a sermon of facts which are quickly dealt with without going into very much
detail or trying to engage the learnersin any way.

Sometimes, the materials use reprints of newspaper articles or comments (e.g.
Sonnenberg 2010:8), yet most of the time these features remain uncommented and there are
also no tasks which may engage the learners to further deal with them. Therefore, they are
hardly more than further information on a specific topic and may remain unattended at all.

The layout of the worksheets is also very problematic. As was already illustrated by
various examples in the course of our discussion, they are all printed in black and white and
have a very sober design, which does not really invite the learners to deal with them. Apart
from that, as was aso aready mentioned, they ask learners to basically repeat or reproduce
corresponding section of the textbook-sections of the respective volumes. Therefore, the
worksheets do not give learners the opportunity to further explore and learn on their own, but
just ask them to plainly repeat what they already know. Furthermore, they almost exclusively
force the learners to remain within their restricting format characterised by grids, tables or
blank maps. This does not really encourage creative or out-of-the-box thinking.

As a consequence, the Austrian course books do not really motivate the learners to
further deal with their content, since they offer little incentives to do so. This is because they
often present learners with facts and figures which are not thoroughly explained or illustrated
and often remain of the surface, due to the heavy use of bullet points. Also the tasks are not
very engaging and soon become a routine rather than a means to develop competences and

achieve learning aims. Additionally, this has negative consequences for other functions that a
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course book is supposed to fulfil, for example the Ubungs- und Kontrollfunktion (cf. 4.1.3),
which is intended to provide learners with the opportunity to validate whether or not they
have achieved their aims. Thus, overall the Austrian books do not really motivate the learner,
since it probably costs a lot of effort to work through the books without further support by
additional materials of the teacher.

The German course books on the other hand, provide several incentives to further deal
with their content. The first strong point is, as was already indicated by the analysis, the task
design, which is quite varied, and the skill-sections provide learners with a profound basis to

start their own projects:

Find other situations where religion plays an important role for you or people you
know (e.g. classmates). (Dreymidiller et.al. 2007:61)

Make a speech on the development of the EU. (Dreymiiller et.al. 2008:93)

Project: Make a poster showing evidence of immigration and integration in your
hometown. (Dreymuller et.al. 2008:123)

These tasks grant the learners to further investigate in a particular topic, while allowing them

to add a persona touch to the finished product or do some research in their everyday life.
Thus the course books relate to the world outside the classroom and therefore make the
relevance of a certain topic explicit to the students. Additionally, linking the tasks to the world
of the learner probably encourages curiosity, because they have the opportunity not only to
learn something about geography, but also about their own life.

Apart from the tasks, as was already shown, the sections which deal with skills offer
plenty of ideas which are practicaly illustrated and can therefore be rather easily adapted by
the learners. Due to their organisation on the basis of genre, learners can quickly look up the
most important features of their method of choice, which keeps up the workflow.

The overal layout and design of the course books shows a convenient balance
between pictures, graphs, maps and text. The headlines printed in bold provide a clear
structure, while at the same time alow to quickly skim through the chapters for particular
information. Along the way through the chapters, learners are occasionally provided with
cartoons or a text relating to their everyday life, which adds to the variety and activates
students mental representation of a certain topic (e.g. Dreymiller et.al. 2008:64).
Additionally, this avoids routine like in the Austrian course books, where |learners encounter
similar layouts (e.g. the bullet points) or tasks (i.e. the worksheets) and thus more likely

stimulates curiosity.
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The only thing that might be criticised is the dlight surplus of tasks which ask learners
to describe and explain a certain process or facts in general. This might cause learners to get
annoyed with this kind of tasks, especially if they encounter them in two consecutive
chapters.

However, overall is can be concluded that the German course books to avery likely to
motivate learners to deal with the subject-matter and the course books in general, since they
offer a wide range of tasks and features which keep the users interested and surprised. Thus,
the Diercke Geography for bilingual classes series clearly supports the teacher in introducing
interesting aspects of the subject-matter to the learner and provide a good basis for a varied

form of education within the classroom.

5.2.6. To what extent do the materialsfoster cooper ative learning and a communicative
use of language and knowledge?

When it comes to cooperative learning, the issue of communication is inevitably attached to
it, since cooperation without communication is simply not possible. Therefore, when judging
the extent of cooperation which is fostered by the teaching materials, one also has to look at
the kind of communication which is associated with the respective form of cooperation (e.g.
do the learners communicate orally or in written form, do they communicate with a partner or
agroup or do they have to give atalk, etc). Furthermore, it also has to be evaluated whether or
not the intended communication is indeed meaningful or not.

This catalogue of issues is not applicable to the Austrian course books, because not a
single task or worksheet in the entire series explicitly states that the learners are supposed to
work with a partner or group. There is also no task that requires learners to prepare a talk or
text or asks them to present any results or thoughts to other persons. In other words, the
Austrian books do not foster cooperation and communication among learners in any way.
This is very surprising, given the fact that they promote language competence as one of their
major concerns. Yet, from a contemporary academic perspective one has to ask how thisis
possible without incorporating communicative tasks that allow learners to actualy use the
language. Filling-in blank worksheets is not using language at all, but merely reproducing
preset chunks of input and does not connect the subject-matter to the actual world.
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In terms of the CLIL paradigm, this is very problematic, because not only is CLIL
obviously rooted in a communicative background as far as its language component is
concerned, but it also explicitly considers meaningful communication among learners as a
central aspect of learning and acquisition (cf. 3.1.2.). Ironically, as was aso illustrated in the
theoretical part of the thesis, this very feature is often brought forward as a main argument in
favour of CLIL. By missing to support this very feature in the Austrian course book series,
both the publisher and the author basically undermine one of the purposes for the very product
they have developed.

As was repeatedly indicated in the course of discussion, the German books, on the
other hand, offer various tasks that stimulate cooperative learning, as well as meaningful

communication among learners:

Prepare a round table talk about the problems linked to transporting goods across the
Alps (c.f. pages 160/161). (Dreymuller et.al. 2008:97)

Explain to your partner how the tropical circulation system works. (Dreymuller et.al.
2007:39)

Explain to your partner how the tropical circulation system works. (Dreymdiller et.al. 2
2007:39)

In a role play discuss the pros and cons of generating electricity from wind.
(Dreymuiller et.al. 2008:47)

All of the examples provided involve at least one addressee or require communication
between at least two persons. Admittedly, the percentage of tasks which explicitly mention
groups or pair-work is far less than half of the overall tasks. Yet, even tasks which do not
explicitly imply another person could easily be adapted for a communicative purpose. For
example, the task "Design a leaflet to create an awareness of the problem of hunger”
(Dreymiller et.al. 2008:29), which was already introduces earlier, could easily be enhanced
by a follow-up exercise which involves two students talking about their ways of raising
awareness. The reason why most tasks can be arbitrarily enhanced is that they always have a
clear goal or a concrete product as their aim. Thus it is fairly easy to have students talk about
their findings or products, since they have a common basis and thus can communicate
meaningfully about their perceptions of a particular issue.

By incorporating the communicative aspect, the actual subject-matter becomes
immediate to the learners and thus is of higher relevance to them. This makes the German

books far more interactive than their Austrian counterparts, because within the latter, the
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actual subject-specific content remains rather abstract and never really becomes a vivid
subject of the immediate classroom discourse. Students who use the Austrian books never
actually work with the subject-matter in a productive way and thus experience geography as
something predetermined. In contrast, the German books take geographical issues and make
them relevant to the students, as well as a part of active classroom discourse, which can be
influenced and experienced by the learners.

In this respect, the German course books foster both meaningful communication as
well as the actual application of knowledge and competences to a very large extent. The
Austrian books, on the other hand, completely fail to achieve any of this at all. Thus, the
impression that the latter are a mere collection of translated geographical texts without an
underlying basis in accordance with CLIL is further supported.

5.2.7. Towhat extent do the materialsfoster critical thinking and thus provide multiple
per spectives on one topic?

When it comes to critical thinking, CLIL and subject didactics overlap significantly. Aswas
postulated under 3.2.1., subject didactics in geography and economics consider the basis of
the subject to be a 'Handlungskonzept' oriented towards society. As a consequence, geography
and economics encourages learners to act based on their own critical thinking, whichis
characterised by linking interrelated issues to a converging whole. Closely connected to the
basis of the subject are the different levels of learning aims, which are characterised by an
increasing complexity. The most complex aim in this respect is the critical -emancipatory aim,
which should encourage learners to act responsibly based on a critical assessment of the world
and its problems and implies a sense of looking through the surface and unearthing underlying
motives and intentions of a particular issue.

If we compare thisto the claims made by Mehisto, parallels become apparent.
According to Mehisto (2010), fostering critical thinking is characterised by the fact that

[t]he mgority of questions and assignmentsin CLIL materials avoid asking studentsto
report back on fact-based questions, but instead focus on having students apply,
analyse, evaluate and create something based on the information presented in the

29 May 2011)
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These criteria are very similar to the different levels of learning aims postulated by subject
didactics in geography and economics, since they also consider merely reporting back facts as
the lowest and least complex level of learning aims.

Unfortunately, as indicated by the analysis of tasks, the Austrian books do not really
encourage the learners to produce, analyse or deal with any issue on their own behalf. As was
aready discovered repeatedly, the worksheets do not provide a new or different angle on the
content of the textbook-sections of the respective volume, but are rather ssmple repetitions of
the content already presented to the learner. This once again becomes apparent if we look at
examples like worksheet 14 in volume four of the series (c.f. Sonnenberg 2010:103), which is
nothing but a blank version of an identical figure in the chapter on global finance (c.f.
Sonnenberg 2010:79).

Also in the area of presenting problematic issues, the Austrian books show some
severe flaws. Although the materials most of the time cover a few pros and cons of the
respective topic, they do so in avery generalising and often simplified way. For example, the
negative and positive aspects of globalisation are tackled within the quarter of a page (c.f.
Sonnenberg 2010:5), or the highly relevant process of the ageing society, which is indeed a
controversial topic, is soberly mentioned and not discussed at al (c.f. Sonnenberg 2009:17).
Thus, although the actual content seems to be the major concern of the course book series, the
presentation of the subject matter is insufficient with regard to complex teaching aims and the
raising of awareness for controversial problems. As a consequence, the Do it in English-
Geography series apparently fails to go beyond the sheer representation of facts and figures
concerning a particular topic area. Although they cover basically al topics demanded by the
national curriculum they do so in a very basic and unsatisfying manner. This is very
problematic, because in order to achieve teaching aims which are in accordance with recent
views of both CLIL and subject didactics, teacher who work with the Austrian books have to
provide avast amount of additional materials as well as further supervision for the learners.

A very interesting way of fostering critical thinking isillustrated by an example found
in the first volume of the Diercke Geography for bilingual classes series. In a section dealing
with the conflict between Israel and Palestine, the views of a Palestinian citizen and an Isragli
citizen are brought forward (c.f. Dreymuller et.al. 2007:69). As a result, the conflict between
the two states is tackled on a very personal level, which emphasises the human aspect instead
of remaining on the rather abstract level of a conflict between two political entities. However,

what is even more important is that the course book provides tasks which encourage the
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learners to further deal with the issue presented, thus fostering them to deal with the topic in
an increasingly complex manner. The latter isillustrated by the sequence of tasks, which first
ask the learner to sum up the information provided by the materials, before continuing to
relate this information to the problem illustrated and finally concluding with a project which
stimulates further engagement on the students own behalf. Thus, as demanded by Mehisto as
well as subject didactics in geography, the learner apply, analyse and evaluate a particular
problem based on information provided.

However, the German course books do not always treat controversial topics with so
much care. For example, the section on India and the Green and the White Revolution (c.f.
Dreymuiller et.al. 2007:86), the course book presents a structure similar to the Austrian course
books, where the respective topic is tackled rather superficially.

Y et, overall the German course books indeed foster critical thinking to a much greater
extent than their Austrian counterparts. This again shows how problematic the inaccurate and,
quite frankly, uninspired task-design of the Do it in English-Geography booksis. Therefore, it
can be concluded that although not every topic is treated with the same attention regarding the
fostering of critical thinking, the German course books provide a rather elaborate basis of
tasks and texts which allow teachers and learners alike to achieve teaching or learning aims

respectively more easily and sustainably.

5.2.8. Towhat extent do the materialsfoster cognitive fluency by providing means of
scaffolding language, content and (lear ning) skills?

Due to the challenging context of learning a content-subject in aforeign language, scaffolding
may not only foster cognitive fluency on part of the learners, but may also keep up the
motivation to carry on dealing with a particular topic. The basic idea behind scaffolding
within CLIL materialsisto help learners to acquire skills and competences without sacrificing
workflow. Mehisto (2010) postul ates three main areas which can be scaffolded by materials:

L anguage can be scaffolded by: repeating new nouns as opposed to using pronouns;
shortening sentences and paragraphs; [...] providing explanations of some key
vocabulary and expressions in the margins, asking students to first brainstorm related

language[...]

Content can be scaffolded by: helping students in an introductory paragraph or
assignment to access their tacit knowledge and connecting topic[sic!] to their lives]|...]
using [...] graphic organisers such as[...] diagrams, tables and charts; [...] highlighting
or underlining key ideas or facts; using plenty of subheadings]...]
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Learning skills can be scaffolded by: providing a sample correct answer at the start
of an exercise; including samples of well done student work; [...] including planning,

monitoring and evaluation tasks [..] (Mehisto 2010: http://www.ccn:
clil.eu/clil_criteria_web/index.php?page=9 29 May 2011)

If we again start with the Austrian course books, there are indeed a few features of
scaffolding, which occur in the series. The most obvious one is related to language, namely
the explanation of key vocabulary. As was already mentioned, each volume in the series
provides a glossary where key terms are explained in English. Additionally, yellow boxes
providing an explanation of the respective terms are sometimes featured in a section.
However, these are not regularly provided and do not follow a recognisable pattern.
Nevertheless, the glossary entries allow learners to quickly look up the words highlighted
within the text. Interestingly, learners are provided with both an English explanation, as well

as the German trandlation of the respective word:

agglomeration: here: a concentration of economic activities in related sectors in a
certain geographical area (Ballungsraum).37 (Sonnenberg 2009:91, original emphasis)

This guarantees that also students who do not understand the English explanations are likely
able to understand the word, which prevents potential frustration and thus supports the
learners workflow. One feature criticised above that could be interpreted as a means of
scaffolding similar to the shortening of sentencesis the significant use of bullet points. Y et, as
already pointed out, they do not really work, because they do not really stimulate learners to
further investigate on the respective topic. Hence, the bullet points do not really help learners
but are rather barriers which they have to overcome, since they have to deal with a lack of
thoroughly presented content. Apart from these features, there are no such things as a
noticeably more frequent use of noun phrases or a significant underrepresentation of
pronouns.

One feature related to the scaffolding of content is the heavy use of subheadings,
which isindeed a prominent feature in the Do it in English-Geography books. As was aready
analysed, the course books are characterised by a strict numerical structure with alot of sub-
sections. What is aso frequently used are graphs and maps, yet they are often the only real
content and are sometimes scarcely commented on (e.g. Sonnenberg 2009:15). Thus the
graphs which are supposed to illustrate the content cannot fulfil their intended purpose and

consequently do not provide any scaffolding at all. Additionally, this probably will be a
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problem for the (cognitive) processing of the subject-matter, since the lack of explanation
may cause confusion among the learners.

The third area of scaffolding postulated by Mehisto, namely skills, is not featured in
the Austrian course book series, simply because it does not focus on fostering particular skill
a al. Apart from one worksheet dealing with climate graphs (c.f. 5.2.4), there is no
recognisable attention to skills. Yet, the respective section does not show any features that
could be described as scaffolding the acquisition of (learning skills).

When it comes to scaffolding learning skills, the German course books offer the most
diversity of features. As was already mentioned above, each section focusing on skills
provides a range of suggestions, model texts and other useful features which obviously
support the learners and thus foster workflow and consequently cognitive fluency.
Furthermore, the respective sections very often provide tasks which function as a practical
application of the skills introduced to the learners. Thus the students can quickly relate to the
materials and are probably not overwhelmed by a challenge that is too demanding.

Concerning the scaffolding of content, the German course books clearly use a lot of
subheadings as well, which also makes it easy for learners to quickly get the information they
need in order to complete atask or project. What is also sporadically used is the technigue of
linking the content to the lives of the students, which is illustrated by the figure, is a first
introduction to globalisation (cf. Dreymdiller et.al. 2008:6). Here, the topic is clearly related to
the learners everyday life, which breaks the otherwise abstract subject of globalisation down
to a concrete level which can be immediately experienced and understood by students. At the
same time, the learners tacit knowledge is activated, since they are made aware of the
relevance of the topic and can thus activate their mental concepts associated with the global
world. Additionaly, each volume provides a great variety of graphs and figures, which
illustrate the topics rather well and do not cause any confusion at all.

The potentially weakest area regarding scaffolding within the German course books is
probably language. Although each section provides an orange box listing key terms of the
respective passage, all that learners are provided with is aliteral German trandlation at the end
of each volume. This does not give the learners the opportunity to fully understand the
concept behind a certain term and thus may have a negative influence on the development of
language competence in the target language. Thisis because, in comparison to the word list in
the German books, the glossary entries in the Austrian books provide learners with some kind

of model text which may help them to paraphrase certain technical terms and thus potentially
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add to the language repertoire. Yet, on the other hand, once again within the skills-sections,
there are a few model texts which highlight certain structures in order to illustrate to learners
how the new vocabulary of the respective section can be used (cf. Dreymiller et.al.
2007:161).

To sum up, both course book series show several features of scaffolding. The Austrian
series is rather strong in the area of language, since it provides a glossary and highlights key
vocabulary, while the German books may also list key vocabulary in each section, but just
provide a word list at the end, which lacks depth. Yet, scaffolding content and especially
scaffolding skillsis solved well within the German books. The great advantage in comparison
to the Austrian books is that they do not confuse the learners with too much figures while at
the same time successfully link certain topics to the everyday life of the students. Thus, they
create a convenient pace as far as cognitive fluency and the overall workflow are concerned.
The latter may at some points be disturbed by the Austrian materials due to the problems
aready discussed.

5.2.9. Towhat extent do the materialstry to incor porate an authentic language
(engagement) by the lear ners?

Very much in the sense of Widdowson's reasoning of authentic language in a classroom
setting (cf. 4.1.2.), Mehisto (2010) suggests that language used in CLIL is supposed to be
relevant for learners, aiming for an authentic goal as well as using the language of recent

media. This, in other words, implies the following:

Materials incorporate language currently in use in the media, and seek to create a relationship
between the reader or listener and the passage or electric clip.

Materials incorporate language used in everyday speech in different social and work contexts
(genres, domains, registers).

Materials seek to lead students to other sources of language through the internet, music or
other media.

Assignments in materials seek to use language and content for authentic purposes [...] [such
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As can be seen, authenticity in the sense of high quality CLIL materials does not meant that
an original, unabridged or generally not (didactically) manipulated text (in its broadest sense)
is used, but rather atext which is appropriate for the overall learning situation.

One feature associated with authenticity which is sporadically included in the Do it in
English-Geography books, is the reference to the internet or online sources respectively. One
good example of encouraging learners to conduct further research via the internet is found in
volume one (cf. Sonnenberg 2007:54), where at the end of the chapter a link is provided in
case the learners are interested in further information. Another very good example isfound in
volume three (cf. Sonnenberg 2009:14), where alink to a particular website is provided. Yet,
here one potential weakness of referring to internet sources becomes apparent, since not all of
the links provided actually work (e.g. the link provided for Lake Neusiedl is not working).
Nevertheless, the materials repeatedly suggest links to follow and thus seek to lead students to
external sources.

However, the most common feature within the whole series is the use of internet
sources for the actual content of the volumes. For example, the section "The causes of
flooding - a changing environment" (cf. Sonnenberg 2007:60) in the first volume of the series
is apparently taken from a website by the BBC. Since there are no indications of any
simplification or any other form of manipulation, the learners are probably confronted with an
original text.

Another very common feature is the reprinting of newspaper articles (cf. Sonnenberg
2008:49) or occasionally of figures taken from reports (e.g. Sonnenberg 2008:59) in order to
provide further information on a particular topic. Thus, the course books absolutely show
some variety in terms of relating to different kinds of media as well as providing students
with further external sourcesin general.

What the seriesis lacking though is the establishment of area connection between the
reader and the respective text, since there are not incidents where the books explicitly try to
connect a particular topic or issue to the lives of the learners. Closely connected with
establishing a relationship with learners is the issue of providing authentic assignments. Since
there are rather few tasks which are designed not very communicatively, there are no
examples where learners are actually encouraged to work with a particular medium. As a
result, the Austrian materials also fail to provide authentic assignments or a communicative
goal which could be classified as authentic. This is very unfortunate, because in the end this

leaves the actual content of the books in a very abstract state, as far as the learners are
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concerned and prevent them from interacting productively with the materials. Thus, although
the Austrian course books refer to authentic sources and provide different examples of
different media, they do not have the opportunity to get engaged authentically, which adds a
certain artificial flavour to the subject-matter.

If we once more look at the German course books, references to the internet are rather
common as well. However, the Diercke Geography for bilingual classes books do not always
contain areprinted version of a particular text, but also unaltered reproductions, for example a
short leaflet taken from the internet (cf. Dreymiller et.a. 2007:50). This, of course alows a
more detailed analysis of aspects related to moves, layout and other relevant features within
the classroom asiif it was reprinted and edited.

Concerning the tasks, the German materials include explicit assignments which ask

|earners to conduct research on the internet:

Use the internet to find the latest HDO rank data. Compare it with your findings in task 1.
(Dreymiuiller et.al. 2007:57)

For experts. Use the Internet to select information on the present state of reducing digital
divide. (Dreymiiller et.al. 2008:15)

Thus, the materias explicitly lead students to use the internet and thus get them involved with
this particular medium. Apart from tasks, the course books every now and then suggest links
to certain websites connected to the respective section, for example in volume two in the
section on world population (cf. Dreymdller et.al. 2008:26).

Similar to the Austrian books, the Diercke Geography for bilingual classes series also
features newspaper articles (cf. Dreymuller et.al. 2007:89) or passages from reports (cf.
Dreymuiller et.al. 2008:23) as additional illustrations of a topic. Thus, the learners are aso
confronted with a range of texts which illustrate language use, yet without highlighting their
actual features.

One area where the German course books are more successful than their Austrian
counterparts is the establishment of a relationship between the text and the reader. As was
aready mentioned in the previous section, the materials are trying to connect the content to
the world of the learners by making explicit the relevance to the students lives of a certain
topic. Furthermore, as can be seen in the examples provided above, the tasks give learners a
clear goal to achieve and thus make the engagement with the respective media more authentic,

since it thus becomes part of the actual classroom environment.
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One aspect which is missing in both course book series is the incorporation of
different registers of speech in diverse (working-) contexts. The books almost exclusively
contain formal language, apart from a few quotations made by famous people. Y et things like
dialects, the differences between written and oral communication, or certain domains of
language are not really tackled. The only thing which can be classified as providing insight
into different genres are the sections on skills in the German books, since they show the
move-structure or other particularities of the respective kind of text.

Thus, as a conclusion, both course book series achieve to incorporate authentic
language, especially with regard to the internet. However, the Austrian course books miss to
actually get the students involved with the language presented and do not encourage them to
productively work with external sources, due to a lack of tasks. Additionaly, they fail to
make explicit the diversity of registers and other issues related to the use of language as a
socia tool. The German books, in comparison, achieve most of the goals postulated by
Mehisto (2010), yet do not incorporate features which draw attention to the social function of
language. Therefore, thereis still room for improvement as far as the features which deal with
language are concerned.

5.2.10. To what extent do the materials apply an approach of functional bilingualism?

The final aspect that has to be evaluated is connected to the very form of realisation of the
CLIL paradigm which the course books claim to be, namely bilingual education. If we recall
Otten and Wildhage's (2007:31) fifth thesis, an integration of content and language has to be
based on a functiona concept of bilingualism (c.f.3.2.2.). This means that bilingual education
Is supposed to indeed involve two languages which are used in connection with specific
learning aims.

In this sensg, it is even more surprising that both course book series, which claim to be
materials for bilingual education, do not incorporate any kind of functional bilingualism. The
only instances where the German language is used within the materials is for trandating
isolated terms, like in the case of the glossary entries, or the word lists. Not a single task asks
the students to read an article in German and present it in English, or vice versa. Furthermore,

there are no German passages or texts provided within the materials.
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As aresult, the materials are actually not bilingual, but rather monolingual with afew
German trandations. Thus both series fail to provide any kind of functional use of both
languages. With regard to Otten and Wildhage's postulation, this constitutes a severe
disregard of basic principles which are necessary for an effective concept of converging
didactics. in other words, strictly speaking the claim of being bilingual is very misleading and
to a certain extent ssimply wrong.

However, the intended purpose of the course books is apparent, namely to support
teachers and learners alike in dealing with the English component of bilingual education.
Nevertheless, it would be interesting to investigate on opportunity to enhance both series by
adding some German texts to them, since the teacher, due to the current concept of the course
book series, will have to provide any material dealing with the German part of bilingual
education, which may disturb the didactic principles which the authors have in mind. The
obvious advantage of incorporating texts in the native language, however would be the
support of content-subject-teachers who are not expert in language teaching and may
therefore find it very challenging to provide a well-balanced amount of German inpui.

Thus, functional bilingualism is an aspect which both the Diercke Geography for
bilingual classes aswell asthe Do it in English-Geography books have yet to consider as a
potential addition.
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6. Conclusion

After having conducted an analysis and evaluation, based on theoretical principles, it is now
time to conclude and sum up the results and findings which were discussed in the course of
the thesis.

As a starting point, a theoretical framework of the CLIL paradigm was established in
order to provide an informed and solid basis for the practical part of the thesis, where an
analysis and evaluation was conducted. This derivation of theory unveiled that CLIL was
heavily influenced by theories of second language acquisition (especialy the Monitor Theory
postulated by Krashen) as well as theories of Communicative Language Teaching. However,
aswas aso illustrated, the CLIL paradigm constitutes an evolution of the two, since it breaks
new ground due to treating language and content as equal variables of the overall equation of
teaching and learning.

In order to provide a more comprehensible and well-grounded framework, ideas and
demands of subject didactics from geography and economics were added to the discussion,
which lead to the insight that several aims postulated by the current paradigm are perfectly
compatible with CLIL. As afinal step, the two backgrounds were brought to a convergence,
based on the concept of Otten and Wildhage (2007), who suggest an establishment of a
modified model of subject didactics.

Thus, the theoretical foundations, to which the consecutive evaluation and analysis
were related, were established. In another step, the criteria which constitute the basis of the
actual method of analysing and evaluating the teaching materials under examination were
defined. For the analysis, the approach suggested by Littlejohn (1998) was modified and
applied, while the claims made by Mehisto (2010) were adapted and applied in the course of
evaluation. As aresult, the practical part of the thesis presented constitutes a very specific and
context-sensitive discussion of the course book materials and do not claim to be a generaly
valid evaluation and analysis of the respective materials. However, based on the defined
principles, the thesis has provided a representative catalogue of samples as well as criteria,
which grant interesting insights into the materials under examination. The final conclusion of
the whole process is that the course book series significantly differ with regard to their
usability for teaching according to the CLIL paradigm and overall quality.

The Do it in English-Geography series, which is indeed the only approbated series
available on the Austrian market, shows severe deficits in a range of areas. Although they

basicaly provide a fully-fledged coverage of the subject-matter demanded by the national
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curriculum, they scarcely do anything that is actualy characteristic of CLIL or bilingual
education. The biggest issue in this respect is the poor tasks design which is uninspired,
simple and overall not meaningful at al. One wonders what the author intends by only
providing seven tasks in the textbook-section of volume three, while not including any in the
remaining volumes. Of course, there are worksheets at the end of each volume, but they are,
first of al, not very well designed either, while secondly preventing the learners from
interacting intensively with the materials, due to their isolated positioning.

Unfortunately, these deficits in task design have immediate consequences for basically
al other aspects which were analysed and evaluated. This is because tasks are at the end of
the day the primary means by which course books can communicate with learners and thus
support or guide them. As a result, the Austrian books aso perform poorly in terms of
communicative teaching and hence in amost all aspects which are supposed to distinguish
CLIL from traditional teaching. Consequently, the Do it in English-Geography books are
merely more than English trandation of Austrian geography books. However, if we keep in
mind the teaching aims of subject didactics, the series even there fails to provide materia's of
high quality, since the lack of tasks and the sometimes confusing presentation of graphs
neither motivates learners, nor helps them to develop the competences which are defined by
the national curriculum. This is very unfortunate, because due to the lack of CLIL-materials
on the market, the Austrian course book series could have marked a first start for changing
this suboptimal situation of market-supply. Instead, the books disregard many of the
important principles pursued by CLIL and thus cannot be recommended for using in a
bilingual setting, unless the teacher is prepared to severely improve and enhance the content
with self-made materials.

The German books, on the other hand, outperform the Austrian course books in almost
every aspect. They provide a wide range of tasks, try to connect the content with the lives of
the learners and encourages communication between students. This makes the Diercke
Geography for bilingual classes course books much more interactive and, most importantly,
more communicative than their Austrian counterparts. One particularly outstanding feature is
the focus on skills at the back of every volume, where learners are really supported to acquire
and practice skills and consequently competences. Of course, there are a few issues which
could be further improved, like the scaffolding of key vocabulary or the illustrating of
different registers. Yet, compared to the Austrian books, the German volumes are far ahead

when it comes to the actual realisation of the CLIL paradigm within the classroom.
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Thus, as a conclusion, it is legitimate to say that the Austrian course books do not
really constitute teaching materials which competently support an effective teaching and
learning in the CLIL classroom, which rather reveals them as a false friend which may carry
the label of CLIL, but does not apply its principles. The German course books, on the other
hand, are basically materials of high quality which actually try to incorporate a wide range of
principles derived from CLIL. Thus, although they may not cover all aspects of subject-matter
which are demanded by the Austrian national curriculum, the Diercke Geography for
bilingual classesis useful even for an Austrian setting, since it far more competently supports

effective bilingual education in the classroom.
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Appendix | (Scans of the Diercke Geography for bilingual classes books)
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Nztural Forces Afect Life o1 Earth

What does our Farth Look Like Inside?

‘ projects to dnll deep down mto the crust
g in the 1990s Germary, too, started such

: a.drlllmg project near Windischeschenbach

varia. When they hiad drilled for about.

- four years and had rean:hed a dept h of
abaut91ﬂtl m, they finally had tu stop the-

i dnlrﬁg ‘becausethe temperature had risen

‘k <o much that the drilling device stopped

* working. In the course of these four years
they collected a lot of infarmation about

*| the'structure of the crust,

i However, even the deepest hole drilled by
man on a continent, a drilling on the Kola
Peninsula in Russia with a depth of about
12:000 m, could not reach down to the bot-
tom of the crust.

To finid out more about those inner parts

Earth mwhich y:)u cannot drill into,

M1 Drilling near Windlscheschenhach
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Climatic Zones of the World

The world climatic zones show differences in
temperature and rainfall fror one area to
another. The Polar Zones, north and south of
the Arctic Circles, are cold with an average
annual temperature of around or even below
0°C and snowfall mainly in winter. Between
the Arctic Circles and around 45° south and
north there is the Temperate Zone with rela-
tively mild winters and cool summers. The
average annual temperature is around 8°C.
The temperate climate can have precipitation

throughout the year or seasonal rainfall. Sub-

©  Climate - What is it?

©  The average weather conditions over
a perind of time (at least 20 years) at
a certain place.

tropical Zones are dry with little, often sea-

{ﬁhnl oOr ayen no r.:lnfa!! ThE average an-

nual temperature is about 18°C with mild
winters and hot summers. These zones lie be-
tween the Temperate Zone and the Tropics.
The Tropical Zone, which lies approximately
between the Tropic of Cancer and the Tropic
of Capricorn is warm throughout the year.
There is no frost and the average annual tem-
perature is about 25°C in the Tropical Zone.

It has got high amounts of rainfali the cioser
you are to the Equator.

Climate — What are its e:éme nts?

The elements that make climate are
ternperature, pracipitation, prevailing
winds, atmospheric pressure, moisture
of the air, and sunshine.
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M3 Major climatic zones of the Earth

Dreymdller et.a. 2007:32




Matural Forces Affect Life on Earth

What influences climate? Tasks

The Earth's climate is influenced by certain Imagine you are flying from North
climate factors. Cape (A in M3) to the Equator (B in
As the solar energy heats the Earth unevenly, M3). Describe typical features of the
the climatic zones are like belts around the main climatic zones you pass through.
Earth which generally follow the lines of Consider: name of the climatic zone,
latitude. location, temperature, precipitation.
In some areas these belts are irregular, be-

cause the climateis influenced by the distribu- For experts: What are the reasons for
tion of landmasses and bodies of water. Land the uneven distribution of tempera-
and water heat up and cool down different- ture and precipitation on Earth?

ly. Additionally there are warm and cold
ocean currents that have a strong impact on

climate. .

Mountain ranges can act as barriers to the Key terms: |

movement of air. Prevailing winds, such as —Polar Zone — prevailing
the Westerlies, are then forced in different — Tropical Zone winds
directions. - Subtropical — precipitation
When you climb a mountain, you can feel the Zone - average
temperature falling the higher you go. On - Temperate annual
mountains the climatic zones depend not Zone temperature

only on latitude sut also on elpu=atian

Dreymiiller et.al. 2007:32
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Kenya — National Parks and Tourism

Tourism - positive and negative
effects
The tourist sector has become a keystone of
Kenyz's economy. Kenya receives more than
one million tourists each year and tourism has
become a major source of foreign currency.
Tourism in Kenya is primarily based on wild-
life sefaris. The wonderful national parks,
about 10 per cent of Kenya's area, attract
tourists from all over the world. Many jobs
have been created in parks, hotels, and lodg-
es. In some of these regions the infrastructure
has been improved.
However, many people say that toc much
land is reserved for parks and game reserves
and that more farmland is needed for the
growing population,
Tourism has changed the traditional way of
life for people such as the Masai, wha live in
the south of the country. The large number

of tourists has negative effects on the natural
environment.

Kenya Safaris and Tours f
Kenya is the most popular destination Tor
sataris in the world. It is famous for its
wonderful landscapes, different cultures,
and wildlife. : )
The wildlife is the mamfattfra-ctlon .:'Tl

is i Africa's well-
Kenya safaris in some O ¢ :
knoﬁvn national parks including the Masai

li.

Mara, Tsavo, and Ambose
The people of Kenyawant ‘tu'inakc thlc‘l‘
tourists feel at home. ‘Karibu’ =2 Swva :I i
werd meaning ‘welcome’ is often heard.

Our special offers:

Kenya Classic Safari
This 7-day tour visits three of the most

peautiful regions ot Kenya.

Kenya Highlights

iasts: Visitors (in 1000} Million US dollars
The safari for wildlife enthusiasts:
an 8-day safari trip that allows you to
visit Kenya's most famous game parks. 1000
Masai Mara Fly-in . Benn
An ideal tour fyou do o2 ha::n 1600 800
enough time to spand on a3 i o
Join this 2-day fly-in safari to the Has 1400 ; |8 700
Mara. i
— ot o it 15 6UO
M1 Holiday brochure from the Internet 1000 o 500
Kenya's economy 800 # 400
Traditionally Kenya's economy has been based 500 | . ? |3
on agriculture — subsistence farming (fuod for [ % o
the people’s own needs) and the production F
of tea, coffee, and other crops for export. o _ :. 100
Today still more than 75 per cent of the work- o= ] Bl Bl _] | | -
. & H T
ing population lives from farming and grow- 1980 1885 ' 1988 ' 2005
ing crops. Industrial production in Kenya has I Forsign visitars
been growing 5|0W|y. This sector Employs [T visitors from Germany
. i hcome from accommodation
only 10 per cent of the working population. e

Unemployment is very high in Kenya. M2 The development of tourism

Dreymiller et.al. 2007:50

132



Life in Hebron — two views

Curfew

Whenever the tension between Pal-
~ estinians and lIsraelis increases too
- much, the Israelis impose a curfew in
=~ the occupied territories. That means
that people there cannot move about
freely until the curfew is lifted.

Majed Matshe

Majed Natshe is a Palestinian citizen of
Hebron, who owns a small shop. When
the Israelis impose a curfew to avoid
trouble, he cannot go to his shop. This
is what he says:

Bracha Ben Yitzhak

Bracha Ben Yitzhak is an Israeli mother
with four children, who also lives in
Hebron. In one of the many fights be-
tween Israelis and Palestinians one bul-
let entered the bedroom where her chil-
dren were sleeping. This is what she
says:

Tasks
" | Describe the changes in the Israeli
" territory between 1948 and the end
of the 1960s.

“_i Explain in what way the conflict
influences the lives of Israelis and
Palestinians.

"jé Project: Collect information from news-

papers, television, and the Internet to
find out more about the present situ-
ation in this region. Present your find-
ings in class and discuss them with the
other students.

Sometimes
I break the
curfew to go
to work ...

and to get

necessary

things for
the children,
drugs for my

Also, my
wife is
pregnant.
\ She has ba-|
N sic needs. y

I‘'ve been shot at three times
while breaking the curfew in the back streets
of Hebron.

It’s a miracle that
nothing hap-
pened because
the Arabs are
trying to kill us.

Key terms:

- curfew — territory

- to impose/lift - international
a curfew status

- occupied - UN resolution
territory - basic needs

- autonomous
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China - Changes in Agriculture

M1 Traditional farmer's house

The Development of Agriculture

Phase | (before 1949)

Before the People's Republic of China was
founded in 1949, the farmland was owned by
landlords. Tenants rented small pieces of land
and worked on it. However, they stayed poor
as they had to pay high rents to the land-

lards.

Phase Il (1949-1958)

in 1949 the Chinese Government started a
land reform. The land was taken away from
the landlords and given to peasants, who
could then work an their own piece of land.
As the pieces of land were very smaii, the
farmers could live on the yields, but produc-
tivity was low.

(]

1000

km \ Y o)

| P, i |
| G, e,

L soybean, sugar beet, |
summar wheat
Eﬂ Winter wheat, millet,
5 coin, soyhean,

swest potato,
cottan

Raca
{1+2 harvests},
corn, vegetables,
cathon, Sugar cane,
rape, tea
| ] Winter wheat
[ Rice
{up ta 4 harvests),
sweet potato,
SLQAr CAng
| [ Extancive livestock
farming
----- Mortharn border of

rice cultvation

= == Northern border of
1) OF Mmoee
annual rice harvests

e S o TE )

M3 Main agricultural regions in China
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M2 First steps to better housing in a
Chinese village

Phase Ill (1958-1979)

The Chinese Government began to convince
the farmers that cooperation helped to achieve
higher yields. As a result 'copperatives’ and
'communes’ (M5) were founded. Some farmers
were even forced to join. The Ministry of Ag-
riculture told the communes what to do, so
farmers were no lomger independent.

Phase IV (since 1979)

As this system did not fulfil the high expecta-
tions of the State, the policy was changed.
Today, farmers are given land and can work
on it being fully responsible. They do not have
to pay a rent, but they have to deliver a fixed
part of their yields. Any surplus can be solS
on the local markets.

2

| ‘Comrades, again our government in Bei-
' jing has increased taxes and the quota of
 rice. They say this is because they need
| more rice to feed the growing popuia-
tion.
So, our brigade must find ways to increase
‘ the yields even further, so that we still have
enough to sell, and to make profit for our
| brigade,
You know that we urgently need a new
! threshing machine, new barns, and the olé
tractor must be repaired ..."
| :
M4 From a brigade leader's speech
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M5 Too little rainfall in Bangladesh M8 Street in a flooded town

Monsoon floods in Bangladesh leave Typhoons
2000 homeless Typhoons are tropical cyclones which
18/07/2005 - 08:35:28
form over the warm water of the In-
Floods caused by heavy monscon rains dian O
claimed two lives and washed away hun- lan Ucean.
dreds of flimsy huts, leaving nearly Very strong winds and heavy rainfall
2000 people homelezs. Rain-fed rivers ¥
purst their banks, swamping more than occur. If these winds blow towards the
200 farming villages, relief officials coast, they cause high waves and push
said. Tp to 200,000 pecpls have bean ¥
CEEhahEA, nanb ofl them W Tl de masses of water onto the beaches. This
crops, said the cfficials, adding that is called a storm surge.
many residents were relying on small i
Bt o o P R R R far S bl Y E o ad If the coast is flat, the water may be
were flacded, driven far into the hinterland, so that
large areas of land are flooded. Riv-
M6 Bangladesh news on the Internet ers may push the water even further
inland, thus increasing the size of the
flooded area.

The government of Bangladesh has
built concrete shelters which protect
the village people against the high
tidal waves.

: ; Tasks
M7 A typhoon off the coast of Bangladesh B Find reasons for the regular flooding
in Bangladesh. Use your atlas and the

Key terms: material on both pages.

- flooding - typhoon

—water level ' - melt water a Sometimes the flooding is extreme.

- rain-fed river - tidal wave Explain.

— storm surge - hinterland

— monsoon - oyclone B Describe and explain the effects of the

flooding on the population.

Dreymiiller et.al. 2007:85

135



' hilfe

IHR GELD WIRD SICH GUT ENTWICKELN % welt

M3 Advert

The White Revolution

What does it mean?

- Farmers are encouraged to keep two
or three cows for milk production.

— Milk which is not used for their own
needs is sold to a cooperative.

- Cooperatives sell dairy products at
nearby markets.

Positive results:

- reliable income for the farmers

- Money can be used for the
education of the farmers’ children.

- Especially women, who normally
look after the cattle, gain more

independence.

Problems:

- In 1895 the \WTO made India open
its import barriers for dairy products.
This opening of the market led to
competition with other countries.

- When trying to export its surplus
production India met with heavy
resistance, e.q. from the EU.

hunger.

M3: On her small piece of land Shantamma
could not grow enough food for her fam-
ily. To buy seeds she had to borrow money
at interest rates which were much too
high for her. So *Welthungerhilfe” helped
Shantamma to buy a cow. She now sells
the milk, and the maney she gets for it is
enough to support the whole family.

Producing milk
The White Revolution stands for a remarkable
increase in India's milk production. It was

started in 1965, but had its major break-
through when the EU and the World Bank
decided to support '‘Operation Flood', the
production of a great flood of milk by thou-
sands of poor Indian farmers. The production
of milk in India {80 million tonnes) is higher

than the production in the USA.

Tl
!
=
-+
Q
c
=1
O
=
M
=
=
=]
w
W
=
o
[m]
&)
=
(]
c
—
—+
=
m

Comment on the text of the advert
with special regard to the White

Revolution.

Key terms:

- Green and - arable land
White —fertilizer
Revolution — pesticide

— high-yield- — Crops
ing varieties —dairy farming
(HYWV) —smallholder
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M3 Tradition and progress M4 Call centre in Bangalore

High-tech in India
Today India ranks among the leading indus- —
trial nations with regard to bio- and IT-tech- | GNP (billion US-§) 222 719
nology, the pharmaceutical, and the space

1994 | 2005*

. Share of agriculture (%) 30 19
Jel s industry (%) 28 28
In spite of this, India is still a less economi- services (%) az 53

cally developed country, where 22 per cent
of the population lives below the poverty M5 India - Selected data (*estimate)
line. These people have not got enough mon-
ey for their basic needs, such as food, hous-

ing, clothing, and transportation. Published on Thursday, November 13, 2003
by the Knight-Ridder Newspapers
Tasks Millions of High-Tech Jobs May

n Study the material on page 88 and
point out in which way the Indian caste
system influences the life of the people
in rural India.

In how far does the ground map of
the Indian village (M2) reflect the caste
system?

What does the material on page
89 show about the economic
development and progress in India?

Key terms:
- IT technology - caste
— high-tech job —social class
- call centre - 'Untouch-
- data-process- ables’'

ing industries

Follow Hundreds of Thousands
Already in India

by Aaron Davis

BANGALORE, India - On a dirt road lead-
ing away from Bangalore, thousands of
India’s 20-something technology gradu-
ates stream at dusk toward the future —
past construction sites, around mud
puddles, in faded blue buses and white
SUVs — until they reach four silver towers
that rise high into the bug-filled sky.
Here, they enter the realm of the call
center '24/7 Customer’, where in nine-
hour shifts they help hundreds of Ameri-
cans sort out bank card problems, order
new phone services and install software
on their home computers.

This is the new India ..

M6 Newspaper article
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Working with Physical Maps

When working on the different chapters in
your book, you often find tasks which ask you
to use your atlas. There you find many differ-
ent maps which are either physical or the-
matic maps.

M1 Western part of North America

Physical maps show the location of settle-
ments, the relief (mountains and valleys), the
height of the land and the depth of the sea,
the drainage systems (rivers and lakes), major
tramsportation routes, and borders.

The title of a map gives you a first orienta-
tion.

How to find places using maps of an
atlas

Quite often you are asked to locate a certain
place on a map. Let's take e.g. Mount Rainier.
The first step is to find & map which shows
this mountain.

Each atlas has got an index or a register which
gives you the page and a combination of a
number and a letter to find a place (e.qg.
Mount Rainier 190, B2). So, you find Mount
Rainier on page 190 in grid square B2,

How to locate places in a map

If you want to describe the location of a place
you may use well-known nearby cities, moun-
tain ranges, rivers, and other places (e.g. Mt.
Rainier is located south of Seattle). However,
geographers often prefer to give the longi-
tude and latitude {e.g. Mt. Rainier is located
at about 47 degrees north and 122 degrees
west).

The scale (1:16000000) and the scale line
help you to measure distances

The key or legend of a map

Each map has got a key. You must study it
carefully because it explains the colours, lines
and symbols on a map.

Setflerments  Inhabitants Transport Boundaries Infand watars Elevation i@ matras)

B sbwe 1000000 ___ - Failvay s Natinal ~=— River anove 3000

| 500,000 -1,000,000 Major road baundary il S Iﬁﬂﬂ-?g

® 100000~ S00000 e Pan-mmerican Highway <= JUMASIENE Ay ystaran = 101500

o 20,000 - 100,000 Diympia Principed ploce | S Lake 200- 500

i T Salf lake 100- 200

- 100

Scals 1 1600000 L300 00 3w a0 _Eng, Dearession
1240Ea 4324 Helght of summit
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Imagine, your task is to locate California and
San Francisco and, using a physical map, to
describe the region.

This is what you could tell your class:

California is a state in the west of the USA,
bordered by the state of Oregon in the north
and the country of Mexico in the south. In
the west there is the Pacific Ocean. The Coast
Ranges run parallel to the coastline of the
ocean. The mountains reach an average
height of about 1500 to 2000 metres. In the
east there is the Sierra Nevada with heights
of over 3000 metres. One of the highest
mountains is Mt. Shasta. Its peak is 4317 me-
tres high. Between the two mountain ranges
Central Valley is focated. It stretches over
800 kilometres from north to south. The
width varies between 50 and 100 kilometres
from west to east. There are two major rivers,
one coming from the north and the other
coming from the south, which flow through
this valley. They meet at the gap near San
Francisco and drain into the Pacific Ocean.
Along the eastern slope of the Sierra Nevada
a canal follows a valley from north to south,
leading to Los Angeles.

San Francisco is one of the main cities in Cali-
fornia. It is located on the Pacific Ocean in
California, at about 38 degrees north and
122 degrees west. San Francisco is a big city
with 500,000 to 1 million inhabitants. Other
big cities nearby are Berkeley in the north-
east and Oakland in the east of 5an Francisco.
Each of these two cities has got about
100,000- 500,000 inhabitants. San José, which
is about the same size as San Francisco, lies
south-east of it.

A railway line connects these cities with each
other and with Los Angeles (more than 1 mil-
lion inhabitants), which is located about
600 kilometres south of San Francisco.

A major road, the Pan American Highway
follows the course of the rivers in the valley
and connects main cities, such as Sacramento,
Stockton and Fresno with each other.

Useful words and phrases

Describing the location of a place
A place is locatedfsituated!lies

- in a country, region, ...

— east, west, south-west, north of ...

- on the eastern side of the mountains.
- in the west of California.

—in the centre of/at the edge of ...

— on a riverfon the Pacific Ocean, ...

- near/close to/nearby a city/border,

— at about 38°N and 122°W.

- at about 600 km south of ...

Describing transportation routes
A roadirailway line

- runs/leads frorm Fresno to Stockton.

- runs/leads along a river.

- runs parallel to a river.

- follows the course of a river.

— comes from the north/San Diego ...

— connects/links Fresno with Stockton.
— meets at San Francisco.

A river

— flows frem north to south ...

— flows through a region, a valley ...
— joins another river.

—drains into a lake/an acean.

Describing the size/extent/height
A region

—is 20km wide and 30km long.

- has got a size of 200sgkm.

- covers an area of 50sgkm.

—stretches over 30 km from east to
west,

— extends for 50 miles into the desert.

— extends as far as the river.

The peak of a mountain

—is 4421/up to 2000 m high.
— reaches a height of 4421 m.

The elevation of the mountain range
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— is between 1000 and 1500m.
- reaches 3000 m.
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Working with Climate Graphs

A climate graph helps to describe and analyse

the average climatic situation of a place, It

cannot forecast the weather conditions, but
it makes it easier to imagine the typical cli-

mate of that place. Besides, if the

drawing of climate aranhe fallowe
ar ng of ollows

ELERRL- LR LR =) - ]

fixed rules, you can easily compare
the climate of different places.
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Different Types of Numbers

- 1. Reading and writing numbers

point (for decimals, e.g. 2.54). See decimals.

¢

Use a comma or a blank for groups of three num-
bers. (Do not read commas.) See below.

- 3. Arithmetic
E| Proportions

i

s, Is equal to, equals

is unaqua!_l_:o. is not equal &

: T : : r
7 2810, “0", nought (UK] > |ismore,islargerthan | < |is hsstls fewer, is smaller tham
- - 4:1 |fourto cne 4 x  four times as large as
1-10 I a Lesl wiile one Lo ten as words, e
-10 In a text write numbers larger than 10 as EI Addition —» fum (to add ... and ...) !
numbers. 2.g. “56". not “fifty-six". 2 7 a = %
123 E afone hundred (and) twerty-three Twelve plus four | equals | sixteen
B o hundiad {and) thirty-four | — | subtraction —» Difference (to subtract .. from .)
5,678 (5 678)  five thousand six hundred (ard) seventy-eight = o —3 |
93,000,000  ninety-three milli = e =
i n'lnef:y- =2 ‘m_l e a Twelve minus four | equals eight
6,000,000,000 six billion {milliard = UK-old formi) :
s X Multiplication —»Product (to multiply .. by .)
2. Different types of numbers 3 Tk = : e
Ordinal numbers Twelve | times, multiplied by| four @ equals | fortyeigse
1st first 7th sevanth EI Division —= Quotient (to divide .. by ...] .l
2nd sec?nd 8th ei.ghth 12 L a i 3 _L"
3rd third Sth ninth TWEIVE divided hy _rour EQJBIS thres |'
ath tourth 10th tenth
5th fifth 11th eleventh 4. Geometry
6th sixth 12th twelfth E
-------------- parallel lines
Fractions right angle = 90°
Fraction | We say ... Decimal Per cent 9% A right angle has got ninety degrees.
alone nalf (ofy/ circde
12 one out of two 0.5 0 % e A dircle is round or circular. It has got a
. M middle poaint (M). The line fram the middls
[ </cne third (oD 033 3313% | point to the circle wall is the radius {r).
one out of three ' : : -
The line from one sidz of the circle through
174 alone fourth (of)/ 0.25 25 % = the middle point to the other side is the
one out of four : e diameter (d).
15 | alone fifth (of)f 0.2 20 % X | rectangle
r one out of five x#y |y | Arectzngle is rectangular. It has got two pas
afone tenth {of)f allel equal sides on two sides at right angles.
ran one out of ten Bl o X square
= tieth x=y|y | Asquare is square. It has got four equal
1/20 ongzut oF t:wn:;ﬂ"l 0.05 5% parallel sides at right angles.
alone hundredth (of) triangle
<5 b onz out of afone hundred 0.01 1% A triangle is triangular. 11 has got three sides.
Decimals i gihey oEwm o ceinder GO
05 (zero) point five el [ figures altituca s
3.14 (n) | three point one four (pi) LRI basa
Powers/Exponents 5. Time
ten squared 1 minute | = 60seconds | a.m. | from midnight to noon
102 ten to the power of two 100 i i
ten to the second 60 minutes | =1 hour p-m. | from noon to midnight
ten to the power of three hours |
i 1en to the third i i s e In the year 2007 ...
— | |3851d =1
'| The Earth is 93 x 106 miles from the sun ! ok s mﬁ;ﬁ;ﬂ;ﬁnd} pplns
| (ninety-three times ten to the sixth) = 93 million - 100 years | = 1 century
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Different Types of Measurement

Besides the standard metric system, the UK and the USA -
also use a non-metric system. Some important basic meas- - —
ures are often more than the metric ones: 1 inch > 1 cm, 1 acre g -
1 mile > 1 km, 1 gallon > 1 litre. L.
s P - 1acre A
Precipitation - Depth — Length — Distance e
Non-metric Metric Uses 1 hectare A

1" (inch) = Tl o B phaidn 1 acre = 0.4 ha =
o * map scales 1 inch 1ha =25acres ot
N —

» 2levation above sea level —_—

1* (foot) | 12inches | 30.5¢m | = depth below sea level s
iR 1 square mile = 2.6 sq km e

1 square kilometre = 0.38 sq miles =

| : e

Metric Non-metric ==

1¢m 0.4 inches -

1m 39.4 inches TmxIimx1m -E

E 1 metre by 1 metre b B =

1km 0.6 miles = _ 1 Metre :y .

& 1 cubic metre (m3) o=

im S

=
100 miles per hour = 160 km/h U'I_—-.
100 kilometres per hour = 60 mph i 2]
1 gallon is ]

4.6 litres (UK), i

“C=("F-32)/1.8 —m -

°F=18x°+ 32 =]

The temperature in degrees Fahrenheit is equal to 1.8 i tluarnialsgﬁ‘ai[ e
times the temperature in Celsius plus 32. E:';?Smgsallon;;res =m
fo 2z

Celsius - Fahrenheit Water boils =T

212°F —{g}—100°C =

e 120 2l 1§ . =

= 100 18T —4

] [ o

[ U QTS

98,6 TR 37 body [ ]

=1 ‘temperature § | S

T T T T T L. www.convertit.com | s

10 20 30 40 50 | =

5 i e

2 RS0 | © -

Water freezes —:

VTHIE .ﬁ E
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Screen
from Malaysia

Cell phone
from Finland

\Wood from Brazil

Jeans from the USA

Shoes from Taiwan

School bag
from China
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Globalisation of the Economy

The “global toothbrush”

The electric toothbrush “Sonicare Elite
7000 is made of 38 components. They are
manufactured by 4500 employees in ten
countries and in five different time zones.

Before the final assembly of the toothbrush
and the packaging near Seattle (USA), the
single components have travelled about
27,800 kilometres around the globe.

DIH!S!BEI I}f hhﬂr “Sonicare Ekte 70007 productien and supply locations

enziven), copper cails
wol, nlekel eadmidm cells
{Ram ), cha

el cadmium cells,

|, tircuit board components

g components
4t boards

i, : ircuit board components, tests

£

SR

TIER BFIEEEL

8 Sweden {Sanduiken), &7
production of special stesl

9 Apstria {Klagenfurt);
pre-cutting of special steel, plastic parls

10/ United States (Snogualmie),
assembly of plastic parts

L1/ United States (Seattlel, packaging

M1 Production locations of the "global toothbrush” (Source: Spiegel Special 7/2005 Int. Ed.)

As the example of the global toothbrush
shows, the internationalisation of production
and services characterises economic globalisa-
tion. Thus, Dutch, German, or Japanese prod-
ucts are more and more replaced by “global
products”.

Economic globalisation leads to a world-wide
market for companies and a rapid flow of
goods and capital.

The new dimension of an old process
The process of globalisation is not a new one.
For thousands of years, people have bought
and sold products from and to other coun-
tries. It is, first of all, the volume and speed
of the flow of goods, services, and capital
around the globe that makes the difference
to the past. Since the 1950s, the volume of
world trade has increased by about 20
times.

Today globalisation also includes the spread
of ideas and concepts. Therefore, it leads to
fundamental changes in human society.
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Driving forces

The globalisation of production has been
driven by different factors. After the political
changes at the end of the 20th century many
countries have adopted free-market econom-
ic systems. This has led to new opportunities
for companies to construct factories in foreign
countries. At the same time these changes put
an end to trade barriers.

Advances in communication and information
technology make it easier to use international
networks of production and services. New
means of transportation and modern tech-
nologies in transport have accelerated the
exchange of goods.

Globalisation is a process of increasing
interconnection of different regions
~and cultures of the world. One of its
- striking elements is the growing eco-
= nomic interdependence of countries.
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World Population

Growth of world population

The fast growth of the world population is a
relatively recent phenomenon in the history
of the world. Two thousand years ago the
population of the world was about 300 mil-
lion. For a very long time populations did not
grow significantly because of high death
rates. Periods of growth were followed by
periods of decline. It took more than
1600 years for the world population to dou-
ble to 600 million. Population increase picked
up in Europe in the 19th century following
health and hygiene improvements in the
course of the industrial revolution. The very
rapid growth of world population started
with a sharp reduction in mortality and high-
er birth rates in less developed regions.
With the decline in fertility in most parts of
the world, the rate of global population
growth has been decreasing since its peak of
2.0 per cent in the 1960s. Today, the world
population is growing at a rate of 1.3 per cent
per year, with an annual net addition of
76 million people. By 2050, the annual popu-
lation growth rate is expected to decrease
gradually to about 0.3 per cent.
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Energy — A Vital Component of Our Life

Coal

140 YE

Crude

BB 1980-2005 l
B 2005-2030

Hydro-  Biomass  Othar
renewable
resources

Nuclaar
anerngy power

Matural
ail gas

M1 Trends in global energy supply (million TOE)

Increasing demand

Energy is vital for life on Earth. Industrial

processes, farming and other economic ac-

tivities require an energy supply. Therefore,

access to energy is fundamental to economic

and social development.

The rapidly growing population of the Earth

and the economic growth lead to an increas-

ing demand for, and use of, energy resources.

The world's energy demand will double by the

year 2050, Solving this challenge will be com-

plicated due to some additional problems:

— There is an uneven distribution of energy
resources.

- The demand for energy resources diffe
greatly among the countries of the world.

— Transport and conversion of energy resour-
ces may create logistical and even environ-
mental problems.

— Energy resources are often mined in regions
of the world with untavourable natural con-
ditions or which are marked by political ten-

sions.

Energy resources and reserves

To solve the energy demand of the world it
is necessary to gain enough information
about the quantities and qualities of energy
resources such as coal, crude oil, and natural

148

W

“ Ton of oil equivalent (TOE)

*  The amount of energy which is released
by burning one tonne of crude oil. The
value of one TOE is defined by conven-
tion. A commonly used conversion fac-
toris: 1 TOE =42 Gl

gas. While estimating the size and quality of
the deposits, one should take into account
the differences between energy resources and
enerqgy reserves.

Due to improvements in recovery techniques
and mining technologies, the quantities of
accessible reserves have changed. Besides this,
the world market prices are influencing the
use of mineral resources. If demands increase,
the prices increase, too. Therefore, for coun-
tries like Germany it may be economically
worthwhile, to reopen closed coal and metal
mines, e.g. copper, instead of importing these
resources.

Huge gas field found off Brazil

lieves that the new field could match
Tupi oil field, which is one of the
largest fields discovered in the past
20 wuas

L=

22 January 2008, Sao Paulo

M2 News report

. Energy resources

In general, deposits that are estimated
ar recovered but may not be used yet.
~  Energy reserves
. That part of energy resources that is
_ economically useabie, i.e., which can
be mined with current technologies.
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The Ecological Footprint

Experts assume that at present rates of con-
sumption mankind would need 1.39 Earths
to ensure that future generations are at least
as well off as we are now.

Important questions ...
Thinking about the problem mentioned
above, leads to a number of questions.

— What is the size of your home?

~ What energy sources do you use in your
home?

- How many kilometres do you travel per
year for each mode of transportation,
automabiles, bus, rail, air travel (esti-
mated)?

— Which energy saving features and hab-
its do you have in your home?

—Where do you obtain most of your
food?

~ — Which water saving features and habits
do you have in your home?

— How often do you buy new things to
replace old ones?

— How many standard size garbage bins
does your household fill each week?

- How often do you select cleaning prod-
ucts that are biodegradable or non-
toxic?

(http-/www.myfootprint.org/en/)

M2 Footprint test (excerpt)

... and the significance of your
answers

If you answer these questions, you will get
information about your impact on the envi-
ronment, or your ecological footprint. Since
each person consumes resources from all over
the world, the ecological footprint measures
how much land and water area of the total
Earth's surface is required to produce the re-
sources you consume and to absorb the
wastes under prevailing technology and un-
derstanding.

149

M1 People leave their marks

Biocapacity

In order to ensure its existence, human socie-
ty has to use different natural resources, Eco-
nomic activities have an impact on various
ecosystems. The capacity of an ecosystem to
produce all the goods used by humans and
to absorb waste materials is named biological
capacity or, in short, biocapacity. It is calcu-
lated for all biologically productive land and
sea areas of the world. Non-productive areas,
for example, deserts, ice shields, and cpen
oceans, are excluded.

The ecological overshoot

As long as the use of natural resources does
not exceed what the Earth can supply or re-
generate, there is little need for concern.
However, when the demand surpasses the
Earth’s capacity we maove into what is named
ecological overshoot.

Examples are the growing demand and de-
pletion of non-renewable resources such as
crude oil, natural gas, and minerals and the
pollution of renewable ones. At present, it is
estimated that the global ecological footprint
exceeds the Earth’'s biocapacity by 25 per
cent.

Dreymiiller et.al. 2008:64




Biofuels supported
~ by the EU

One way to ensure

jobs in agriculture is to

concentrate on profit-

able crops, e.g. grow-

ing oil seeds.
BioMotion aims at increasing the use, know-
ledge, and acceptance of biofuels by informa-
tion, motivation, cluster building, and sup-
porting regional implementation strategies
for biofuels. -

M3 EU project affecting agriculture

In arder to help farmers to fulfil these de-
mands, an advisory service was installed. If
farmers do not meet these standards, EU pay-
ments will be reduced or not granted.

The CAP and globalisation

The European agricultural policy aims at im-
proving the conditions for farmers and con-
sumers in Europe. Howewver, ail measures have
to take into account that the European agri-
cultural market is part of the global market.
Thus European farmers will have to be pre-
pared to compete against farmers from all
over the world.

- Higher European Dairy Prices Sign
of More to Come
Swelling demand for dairy products,
especially from booming economies
such é; India and China, has coincided
with a drought in key exporters Aus-
tralia and New Zealand, which has
squeezed supplies and pushed farm-
gate prices higher. From Germany to
Spain and Britain, top food producers,

which are also facing higher prices for

everything from grains to fruit, have
lifted dairy prices.
: Source; Reuters, 12 Oct, 2007

M3 Internet news article (adapted)

EU fallow rule for farmers
could be scrapped
The European Commission proposed
today to scrap the rule requiring EU
farmers to leave 10per cent of their
land fallow, which would enable them
to grow more grain and offset recent
poor harvests and soaring food prices.
British and other EU producers and re-
tailers have recently announced jumps
_in the prices of staple foods because of
- rising commodity prices, grain short-
ages, and the heavily subsidised switch
to crops for biofuels such as maize.
s Fischer _Eggl urged the EU's 27 gov-
ernments and MEPs to fast-track her
proposals into law, allowing farmers to
release up to 2.9 million hectares of the
3.8 million hectares now under obliga-
tory set-aside and produce 10 - 17 mil-
lion tonnes more grain. : :
Environmental groups fear Ms Flscher
Boel’s plans could devastate the bird
and insect life, but the EU said, farmers
would remain free to leave land fallow
and adopt eco-friendly schemes.
Source: The Guardian, 13 Sept. 2007

M4 Newspaper article (adapted)

Tasks

g Explain the cartoon using the informa-
tion on the first phase of the CAP.

B Describe the CAP today and comment
on problems connected to it (M4, M5).

Key terms:
- Common Agri- - over-
cultural Policy production

{CAR} —set-aside

- competition system

- consumer — subsidy

- internal - (milk) quota
market
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cultural Policy (CAP). If they are able to adapt
to the new situation, Romanian agricultural
products may soon become competitive on
the European market. The main crops are ce-
reals, sugar beets and potatoes. At present,
the yields are comparatively low, because tra-
ditional ways of farming are still practised.
Large parts of Romania are covered with for-
ests, and thus timber production is a fast de-
veloping industry. Agricultural products and
wood, however, do not play an important role
in exports.

Modern development

Ever since Romania became a full EU member
state, significant new developments are visible
in agriculture. One example is a Dutch advi-
sory company, which is helping to improve the
milk production with regard to supply, qual-
ity and quantity. This company plans to in-
crease the number of milk collection centres
and train advisors and dairy farmers.
Traditional ways of farming are partly being
replaced by modern ways of ecological farm-

Traditiomal ways of farming
“Small-scale agriculture is the lifeblood
of Romanian farmers, whether for pock-
et money, home consumption or survival.
in the countryside women patiently sit in
their front garden selling piles of shiny
aubergines and pyramids of melons as
well as jars and bottles of varying shapes
and sizes filled with garden products.
When Romania joined the European Un-
ion at the beginning of 2007, the ques-
tion came up, whether this way of life
will survive. A farmer pouring fresh milk
into a churn may not be seen much long-
er, because milking by hand is not al-
lowed under EU law. Thus, traditional

“agriculture will inewitably clash with EU
values like the standards of farm hygiene
and safety.” i ;

: ~ (adapted)

M6 A travel report

M5 Dutch advisers giving assistance

ing. Thus, Romanian farmers may be able to
escape poverty, because the demand for or-
ganically-grown products is rapidly increasing
in the western European markets.

Tasks

n Describe the natural conditions for
agriculture in Romania and draw a
sketch map showing the main location
of the farmland.

ﬂ Peoint out the economic development
in Romania since the end of the 1990s.

B Write down a possible intervievw with
the Romanian farmers in M1 focussing

on their work.

Key terms:

— advisory
service

- ecological
farming

- employment
structure
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— European
market

— period
of transition

— traditional/
modern
agriculture
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Working with Films

Once in a while, you will come across films
dealing with gecgraphical topics. They are
mainly documentaries. The following tech-
nique will help you make the most out of
watching a TV decumentary or a film zbout
geographical or even political issues.
Watching a film you should have a pen and
a sheet of paper ready.

Pre-watching
Belure you actually walch the [ilm, Lrain-

e i o o - O N N T
A@UUUL LT LILIE, ¥vWial LOImes L Yol

What do you expect to see in the film? Try to
sum up your expectation in one sentence. You
might start with: "In this tilm, | expect to see
Alternatively, watch the film without any
preparation. Take notes when vou are watch-
ing the film a second time.

While-watching

Mow it is time to watch the film. While you
are watching, take notes. Focus on the fol-
lowing aspects like key terms, namss, places,
figures, as well as questions. Wrile down eve-
rything you find interesting or surprising.
To make it easier to take notes, turn your
sheet of paper, and fold it down the middle.
On the left side. write down your key terme,
names, etc. Cn the right side, write down the
observations that you find interesting cr sur-
prising. Dften just a keyword will do. I you
have any guestions on something specific,
write down vour keywords and add a gues-
tion mark to trigger your mind later on,

Post-watching

Watching a film with someone else is much
more fun. It can zlso help you to understand
the film better. After you have watched the
lilrm wilh sumeone else or in a group, encou-
rage them to exchanae their thoughts with
you about the film.
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How to get the maost out of films on
dealing with geographical topics.

1. Brainstorm on the topic of the film.
2. Write down your expectations.

3. Take notes: key terms, names,
figures.

Look at your notes and check aut the plares
mentioned in the film by looking tham up in
an allas. You can also use the Internet or books
to get more information.

Check out the facts on your sheet of paper.
Are there any key terms that are new to you

4 Discuss your first impressions.

5. Look up the places that are
mentioned in the film in an atlas.

B. Chack out unknown key terms in a

or you are not sure how to use? Look them up

e m w P -
= R 1

dictionary or a reliable source o

Internet.

e

in a dictionary of geographical terms, an en-

cyclopaedia, or use the Internet.

7. Compare your expectations with

Now review the results of vour brainstorming your impressions of the film.

and your expectations. Here are some helpful

questions:

- Has the film satisfied your expectations?

- What is missing?

—-What was new and interesting for you?

- Has the fiim had an impact on you? In
what way?

- Have you learned anything naw?

—Have you changed your opinion?

—Do you intend to change your behaviour?

8. What have you learned?

9. Create a mindmap. Include your
thoughts about the film,

10. Present your mind map to your
fellow students.

Create a mindmap after naving completed
the research and talked about the film topic.
This technique will help you to remember the

topic and facts. Don't forget to write down
what you think about the film. Finally, you
may present your conclusions.

a__

Useful phrases

The film is about ...

The film shows ..

The film is setin ...

In one shotfscene, we could sse ..
The scientist(s)/expert(s) said that ...
The filmmaker stresses the fact that ...
| agree with ..

| disagree with ...

I would argue that ...

itis true ... but ...

This argument/fact is convincing/

not convincing because ...

We need to know maore about ..

The topic is controversial because ...

The film concludes that ...

| expected that the film would

deal with ...

The film leaves the following questions ...
We have learned that ..
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Role-play

M1 Appalachia - mountaintop removal

Dealing with problems

Topics in geography lessons often focus on
prohlems in sperific regions. Let us take a
closer look at the problems caused by the
mountaintop removal due to coal mining in
Appalachia, USA (c.f. pages 72/73).

Fow charts can bz used to make the problems
of coal mining in Appalachia mere compre-
hensible, These show the rause and effect
chains related to mining. Computer simula-
tions are sometimes used o help illustrate
the processes involved.

If you want to present cause and effect chains
only based on facts, using flow charts is an
appropriate method. If, however, various view-
points have to be taken into consideration, as
is the case in Apgalachia, it is difficult to inte-
grate them into flow charts or simulations.

The situation in class

After you have telked about human activities
which lead to severe problems in a region,
such as thosz caused by mining in Appalachia,
your teacher may propose a round table talk.
The participating pupils must each slip into
the role of a person who represents a real
person in the region and must try to adopt
his or ner viewpoint.

154

As you may know, coal companies in
West Virginia mine coal from mountains
through a process called mountaintop
removal mining (MTR). Do you favor or
oppose mountaintop removal mining or
ara you undeacided?

Source: www. appalachian-center.org

ccsessE,

M2 Results from an internet opinion poll

Taking part in a round table talk
For this round table talk you will need;
- a chairman, wha is responsible for the ardar
of events,
- representatives from
- the mining companies,
- environmenial groups,
- the local government,

= tha wnrlare nf the minin
v westDR2TS O LR TTAEE G

)
™
o

o
]
o
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- the trade unions,
- parents having young children from the
area,
- a family coctor,
- people representing the audience, and
- representatives from the media.
If you deal with different problems in other
regions, the list of pcople invelved in the
round table talk will vary.

First step: Finding your role

Each pupil in your class has to decide which
of the persons mentioned ahove she or he
wants to be. The number of pupils who da-
cide for each group may vary, but thereshould
be at least two to avoid problems in case
somehody is absent.

Your teacher may have already prepared the
roie-piay cards. Aii pupiis have to draw a card
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Do keep in mind

Deciding for a role does not mean that you
have to he corvinced of the view of the
person you represent. If so, it will be easier
for you. If not, do have In mind that you
have just slippad into this role and only
pretend that you are convinced. So, there
is no reason to feel e.g. embarrassed.

which tells them what part they will play. You
will also find information about the view-
point of this specific person. All pupils repre

senting the same group of people taking part
in the round takle talk form a group. Since
they represent the same viewpaint, they can
co-operate amongst each other,

Second step: Finding information
Each group should start with a brainstorming
session, basad on the followina questions:
- Who are we actually?
- In what way are we affected?

- Directly?

- Positively?

- Negatively?
- What do we want to achieve?
Doing so you will see that you need much
more information than you have at this point.
A very impertant phase is to collect as much
information as possible befare the talk ran
begin. Split up into subgroups and share your
work. Use any availabile source of information
to get texts, photos, tables, or graphs.
The Internet is very helpful. Using a search
engine, the entry “Appalachia MTR” will list
many sites you can visit, e.g. http//'www.zp-
palachian-center.orgfpoll_results/vwv_mtr
poll_files/frame.htm. Look for sites showing
different aspects. Select your information
from the hamepages of interest groups care-
fully, because each group presents their in-
formation subjectively. Discuss the findings
inyour group to ensure that everybody is well
informed and can use the information. Do
naot forgat ta list your sources.

Third step: The round table talk

This phase is rather similar to discussions in

class. Check whether you can answer the fol-

lowing questions with a "yes":

- Do | know who | am?

— Do | know what | am aiming at?

- Am | well informed akout the facts?

- Can | make a short, clear speech about my
issue?

- Do | know the other persons’ arguments?

— Do | know how to react on them?

— Dol have figures ate. at hard in case | need
them?

During the talk listen carefully so that you

can react to other arguments. Do not start a

new idea as long as another one is discussed.

Be strict but stay fair and polite. Follow the

rules of the chairperson.

Fourth step: Documenting the results
There are difterent ways to documert the
results of a round table talk:

The representatives of the media will have to
write an article abuut it, summarising zll the
different viewpoints. You may discuss in class
whether these artides cover all ideas, wheth-
er they are ohjectively presented, atc. ..
Each group may prepare a report for the peo-
pie they represent, 1o inform them about the
different viewpoints thay were confronted
with. People sitting in the audience may write
letters of protest or approval to the people
participating in the rourd table talk.

Useful phrases

In my opinion ...A'm convinced that ...

| expect there are /It seems to me that ...
What | actually meantis .

The way | see it .../Above all we must ...
| beg your pardon .../l didn't quite get it.
Are you seriously suggesting that ...
That's not quite right./Oh no, that ...

I think you got that wrong ...

I'm against the idea of ...

This doesn't convince me at all.

Perhaps you're right, but ...
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Appendix Il (Scans of the Do it in English-Geography books)

Content

Chapter i: ONE WURLU DIF
1.1 The structure of our earth ..
1.2 The plates of our earth...
1.3 The topography (landforms) n[' our earth

1.4 The climatic and vegetation zones of our earth

1.5 The vegetation zones of our earth .

1.6 The cultural make-up of our earth

1.7 The socio-economic and political make- up of our earth ..

Chapter 2: WEATHER AND CLIMATE

2.1 How to draw a climatic graph
2.2 World climates ..

53 'Phie tropical (}wt) zone

FERENT PERSPECTIV 'ES

i =L

2.4 The warm temperate (subtropmal) Zone.. FENOT Iy
2.5 The cool temperate zone . T — o !
2.6 The cold (polar and subpclar) ZOLL .14
2.7 The n‘lnhn] wind and pressure svstems (at.mogpb"ﬂc cir‘cnlat_uﬂ} 15
2.8 Case. study: El Nino... - .16
ChaptEr 3: BIOMES AND ECOSYSTEMS

1 Tropical rainforests.. .. 19
3 2 Tropical grasslands ( savamahs) 20
3.3 Hot deserts.. s e e vens 20
3.4 Medlterranean (warm temperate regmn} dessreiene i e 21
3.5 Temperate grasslands (steppes)... sni i B
3.6 Temperate deciduous foresLs....‘.....,.._,..“,_,.4_.‘ e 22
3.7 Coniferous forests... w23
3.8 Tundra ...... e b R R 24
3.9 The biomes o OUE WOLL. veevrreves cereesseseserrssssssesssesssessssors o B
Chapter 4: POPULATION
4.1 Population growth .. s 26
4.2 Population distribution and denslty ..20
4.3 Population structure ................... ==l
4.4 Population mlgratlon .30
4.5 Migrant workers_32
Chapter 5: BASIC ECONOMICS
5.1 Secarce resources —unlimited wants.........occooiieiiiieeiiiniei . 33
5.2 Production factors .. e 33
5.3 Basic economic demswns BO——,-. |
5.4 Market and prices: Supply and demand D
5.5 Economic growth — economie cycle... il B8
5.6 Division of labour ......... .89
5.7 Globalisation and economic d:Lsparmes -
Chapter 6: THE USE OF RESOURCES AND LAND
6.1 The carrying capacity of our earth .. ; P— |
6.2 The ecological footprint... 44
6.3 The classification of resources. A8
6.4 The exploitation of natural resources w47
6.5 Case study 1: Deforestation in the Brazilian ramfnrest .. 48
6.6 Case study 2: Desertification in the Sahel region .. ..Bl
6.7 Case study 3: Water — a scarce resource......... 55
6.8 Case study 4: Odlin Alaska .......oooovveomomieii e, .. 57
Chapter 7: NATURAL HAZARDS - CASE STUDIES
7.1 Flooding in the USA — The destruction of New Orleans....................... 59
7.2 Flooding in Bangladesh ... s snsssesssssssmssssss s 1
O LA B o S B S B i e e e B
GLOBRATY ocimmnmmi i s R s e s e e e
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1. ONE WORLD - DIFFERENT PERSPECTIVES

The diagram below shows the structure of the earth. In
geography, to slice through a structure to see inside is called a 1.1
rroas section.

There are two different types of crust: continental erust (sial), THE STRUCT UKE
generally known as the lithnsphere, and neceanic crust (sima), OF OUR EARTH

consisting mainly of basalt.

The crust i= made up of tectonic plates which are in constant
moticn. So earthquakes and volcances are most likely to occur
where these different plates meet.

Figure 3.1 Structure of the earth

Thon mmielle o e B i o
1N Saru i maone up

4 concentric layers:

1.The inner core is the centre of the earth and its hotest part (6 371
km below the surface of the earth). The inner core is solid. It is made
up of iron and nickel with temperatures of Lp tc 5 £00 *C.

Crust

Mantle 2. The outer cote is the laysr surrounding the inner cors. It ie a semi-
molten layer also made up of iron and nickel. It is also extremely hot

Ouler core|  with lzmperatures sinilar to those of tha inner core.

Innercora | 3. The mantle is the widest section of the earth. It extends to approximately
2,900 km.Thas mantle is composed of semi-molten rock called magma. In
the upper paris cf the mantie the rock is hard, but deeper down, nearer
tc the inner core, the rock is soft and begins to met.

4.The crust s tha outer layer of the earth. Itis a thin layer, between 0—60
km thick. Thiz maans that the arust - compoared te the whole ea‘th —
is as thin as the skin of an zpple in companson to the whole fruit! The

i ik I bham malld cmals oy ae oo

CIUSLIS thne 551 roce Icl!';.'l upl.ﬂl w[l“ﬂl w ||W

The earth'’s crust is dividec into pieces. These pieces are called
plates. The rising and falling of heat inside the mantle creates 1.2

convection currents. Theconvertoncurrents move the Plﬁtf& !
The movemant of the plates and the activity ingide the earth are T“E PI.ATES

referred to as plate tectonics. OF oun EARTH

The movement of tectonic plates causes earthquakes and the
eruption of volcanoes. The paint at which two plates meet is

called a plate boundary. Figure 3.2: Plate boundaries and plate
movemerts
2 - SR
% i Plates
i;vﬁ’ﬁ@ %2 ok “W‘;}'}m "% | A Juande Fuca
: rE‘r%;«“‘r A, f A R B Cocos
Ty WGn." ke : : C Caribbean
North Aiericah : L i D Adriatic
: = A i : | E Aegean
F Turkish
G Arahian
H Iranian
#2+ parthquake foci ~/ constructive marins - spreading — uncertain plate boundary
ridge offset by transform faults
~ collision zones destructive margins - subduction zane
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Kind of plate boundary

Activities

Examples

1. Constructive or

divergent plate boundary

Two plates move away from each
other and as a result, new magma
appears and forms mid-ocean ridges
(islands) with wolcances

Mid-Atlantic Ridge

enal o = i LY
WSUULITEHASL FHCIIIC NI

. Destructive or
convergent plate boundary

Two plates mowve towards each other,

a) If one plate sinks, deep sea
trenches and island arcs are
formed.

b} If both plates collide and neither
can sink, fold mountains are the

result,

a) Nazeca sinks under the South
American Plate (Andes)

b) The African Plate collides with the
European Plate, forming the Alps

. Conservative or
transform plate boundary

Two plates movelslide past each

other.

San Andreas Fault in California

Figure 4.1: The major landforms of our earth
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L
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b

B lowlands and basins below 500 m
plateaus and plains below 1,000 m

il homien fEFn m e

b
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D Ed Ml

I:] moraines and lakes (glacial landforms)

[T hilly and mountainous regions

rift valley

|:| escarpments and highlands about 1,000 m and higher

= highiands above 2,000 m and high mountain ranges

Lowlands and basins

Hilly and

Plateaus

mountainous regions

High mountain ranges

Ao omnm oo Mheedaslie Dol .1 . [ 5 | o] aa - By T H]
AIMEZON DASIN rrairie, oanel, Danara .., DLDeria, Mongolia ... Himalaya ...
Amazon Basin Prairie in the USA Brazilian Plateau Himalaya

&

COriHE, YeeTVLAYE & FEnTEdy

Cortis, Wien'iosi Greed Eocacans
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1.4 :
THE CLIMATIC ZONES OF OUR EARTH

Figire 5,10 The world's climatic zones

-I v i ." i
[ Thot (tropical) zane ] w = o
[ lwarm temperate zone| , 7~ g b e e A
o kT > &
B cool temperate zone |- S

[ cold temperate zone

B cold (polar and aniarctic
subpolar) zone : cirzle

1.5
THE VEGETATION ZONES OF OUR EARTH

Figure 5.2: The world'’s vegetation zones

e

[ ice desen [ meditarranean hardwood 5
|| 77 (arctic) tundra 1'0'5# (magquis) 57 tropical rain forest
- nartharn conifarous [ semi-desert and desert [ vegetation of tha
forast (taiga) I;- ] thorntush (scrub)

high mountain
[ cultivated lang
== mangrave forest |

A ternperate) deciduous and dry savannah
and conifercus forest 1 dry woodland

[ | steppe wet (Iropical) savarnan
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1.6

.m: euuum MAKEUP OF ouit mm

-u;"-‘,;;‘

+| I English (E) B Portuguese [__IChinese (CH)
2 French (F) [ Arabic (A) [_Imostly native languages Other important languages
E| [ Spanish (S) = Russian (R) are printed in bold.

Languages spo.kan:

Figure 6.1: The world’s languages

Figure 6.2: The world’s cultural regions

b ‘| 2] Anglo-America 2] The Orient [] East Asia === gontinental
il [ Latin America [ Black Africa [ South East Asia border
f ! - Eun;;pe (Sub-Saharan Africa) [ Australia — cultural
3 [ Russia B south Asia (with Oceania) border
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Economic and social development indicators:

Gross Domestic Product (GDP) measures the wealth or
income of a country. GDP is the total wvalue of goods and services
produced by a nation’s economy within a year.

Gross National Product (GNP) is another measure of a
country’s wealth or income. GNP measures the total economic
output of a country, including earnings from foreign investments
which are not included in GDP.

GNP per capita is a country’'s GNP divided by its population.
(Per capita means per person.)

Economicgrowth measurestheannualincreasein GDP, GNP,
GDP per capita or GNP per capita.

The United Nations Human Development Index (HDI) is
a weighted mix of of the following indicators: longevity (life
expectancy), literacy. education and standard of living (GDP
per capita).

Figure 7.1; The Human Develapment
Index (HDI)

Papulation 2001 (in million)

Europe 726.8 —————__
Africa B12.6

Marth America 317.1

Middla- wnd
South America 526.5

Oceania m,s;:r/7<__/
fsla 3,720.7 B nigh human development (HDI 0.8 and mare)
[ midelle human development (HDI 0.5 1o <0.8)

world: 6,134.1

161

8 10w human develapment (HDI <0.5
o data awailable
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[ high income {more than [ below average income
8,205 US-%) (fram 746 to 2,975 LIS-$)

[ ] above average income [ low income (under 746 US-$)
( from 2,976 to 8,205 US-8) [ no data available

Figure 8.1 Rich and Poor (World GNP)

Measuring development

Studying development is essentially about measuring how
developed one country is compared to another country, or to
the same country in the past. There is no simple (and no single)
way to calculate the level of development of a country, region, or
people because countries and economies, cultures and peoples
differ so much. Instead, geographers use a series of development
indicators to help them judge a country’s level of development.

The two most important groups of indicators are economic
development indicators and human development indicators (see

Figure 8.2: The division of our earth by Chapter 5.6).

the UN

B industrialized countries [ less developed countries
countries in transition Bl least developed countries |
[ newly industrializing countries
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2. WEATHER

Weather is the condition of the almusphere al a specific
point of the earth at a certain time. When you look out of the
wirdow, you will see what the weather is like today. It might

ND CLIMA

Climate iz the sum of all weather condItions across a larger
area ol the earth (e.g. Austria) and aver a Innger pariod of
tims (over 30 years or mcre)

be sunny, hot, windy or cloudy, raining or snowling.

The weather refers to the condition caused Ly whal s called
meteorological elements:
temperature. precipitation [rainfall). humidity and

atmospheric pressure of the part of atmosphere (air] =
closesl to the surface of the earth at a specific point in lime

(e.g. today).

* Therafore, climate describes the average condition of the
meleorological elements |ke tlemperature, precisitation
humidity and atnospheric pressure over a langer peariod
cf time.

Climatic zonditions in anarea can be affected by landscape
lwpoyraphy and both human and natural activities. Climate
can change over time (8. g global warming)

» Within a climatic region. the climate may vary from place
to place, e.g. mcuntain fop/valley of inner city/countryside
Areas like this, with small variations, have so-czlled
microclimates.

One of the best ways to characterize climatic zones is to lock at
the climatic graph —a graph showing the average rainfalland
average temperature (usually shown in line graphs) for each
month in an average year.

21
How to ﬁraw a .
'CLIMATIC GRAPH ._3 .

Thecombination of theaverage amount of rainfall and the average

conditinon nf the temneratiire within g vaar far g partain lneation

LTI LR U waa @ DTN PO a e U Winnllll 8 YOour tul O COrsalll OO uion

defines the chimatic condition for this specific point of our earth.
When we compare different cimategraphs from differentregions
of our earth, we get a good explanation for the different climatic

zones of our earth (see figure 5.1). ienna, Austria
203 mialtitude, 48°13' N, 16°20 €
8.5 BBE mm
I | 300
# = 200
A average rainfall in mm (in each month) — i
curve (iine graph} alweys in biue (1 cm £ 40 mm! o L
B average terperature in °C {in each month) — [ o 11 7 Al
curve (line graph) always in red (1 cm £ 20 °C) | 30-H—=—4s Pl 50
® =
C wet months 20+ = St 40
D maximum of ranfall/ temperatire WP TN
"o —
10 L
JEMAMJ JA SOND

Figure 9.1: The cliimatic graph
" : : : y for Vienna
Different arsas of the world experience different climatic

conditions. The main factors influencing the world climates

Are: 2
L] =
* proximity to the equator or the poles (geogrsphiecal e e S
lntltudc) URLD CLIMAIES

* atmozpheric pressure zoncs (lc-w or high presaure)

* prevailing winds (c.g. the west wind zone in Europe)
' distance from the sea (oeeanic or continental influsnce)
* ocean currents (e.g. the Gulf Stream in Europe)

Classification of climates
a:

recks divided the wo
zones based upon temperature only: tr*:-pmal temperate and
polar. As they were unaware of the importance of precipitation
for such a classification, this division was far too simple. Today
we use Lbe dassification by C. Troll and K.H. Paffen, which
takes temperature, precipitation and vegetation as the basis for
divizsion into different world climates.

e e

e
Uﬂ.blL CILITATLIC
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The characteristic features of these hot deserts are:

* extreme changes in temperature (extreme hot day time
temperatures, extremely cold nights, sometimes even below
0°C)

* hardly any rain, although there may be unexpected
thunderstorms

* deserts have the lowest organic productivity of any biome

* many plants, like cactus and thornbush, can store water in
their tissues (succulents)

+ soils cannot absorb organic material, therefore they are
alkaline, with a high concentration of magnesium, sodium
and calcium; the grey colour results from the lack of moisture
(figure 21.1)

This biome is found along the western coasts, mainly between
30° and 40° north and south of the Equator. Examples are
Mediterranean Europe, California, central Chile, the coasts of
South Africa and parts of South Australia.

Figure 21.2: Scrub

The characteristic features are:

* hot, dry summers and warm, wet winters

* thenatural vegetationis dominated by broad-leaved, evergreen
trees (corkoalk, conifers, oil trees) and scrub (Maquis, Garigue,
Chaparral); in California giant redwoods (sequoia) are
frequent

* plants must endure the summer drought and have therefore
developed small, waxy leaves, thorns and protective barks

* deforestation is a large problem (in ancient times for ships
and buildings, today for farming or settlement/tourism) as it
causes the soil to be washed away by winter rains; forest fires
Are A COMINON OCCUrTEnce

Figure 21.4: Maguis

Sabaslinn Kufuerst, Dreaden

E
E
&
|
=
£
|-
il
-
E
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Figure 21.5: Redwoods in California

T

Figure 21.1: Soil profile of deserts

3.4
MEDITERRANEAN
(warm temperate region)

broad-leaved and coniferous traes
removed and replaced by
sacondary succession

shaliow litter layer

plentiful roots causing
a dark brown humus

layer

i

Figure 21.3: Soil profile of
Mediterranean Soil
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The division of labour is a system whereby workers concentrate

on performing a small number of tasks and then exchange their
production for other goods and services.

National: On a small scale, take the production of a glass of jam
as an example: the jam is produced by a company that specialises
in the manufacturing of fruit products. The glass, the label and
the shipping are provided by other companies that specialise in
these fields. They all work together to sell ONE product.

International: Certain countries benefit from producing certain
goods. They may have different natural resources, better trained
or skilled workers, or they may be able to produce goods more
cheaply.

Figure 39.1: Airbug produetion in Europe

Spain

United Kingdom

Germany

France

[ Airbus Integrated Company
[ risk-sharing partners
[ sub-assemblies

engines from the USA

Advantages of division of Disadvantages of division of
labour labour

for companies

for companies

* specialized workers become
quicker at producing goods.

* production becomes cheaper for
certain goods because of this.

* production levels increase.

*each worker can concentrate on

* greater cost of training workers.

*quality may suffer if workers
become bored by the lack of
variety in their jobs.

*ilmproved skills at a certain job

what he is good at and build up
his expertise.
for workers for workers
* higher pay for specialised work *boredom when doing the same

job all the time
*quality and gkills may suffer.
*workers may eventually be
replaced by machinery,

What is globalisation?

Globalisation is the process by which the world is becoming
increasingly interconnected as a result of massively increased
trade and cultural exchange. It is the result of:

1. technological changes that enable people, goods, money
and, above all, information and ideas to travel the world much
faster — and cheaper — than ever before, and

2. theliberalisation of world markets, greatly increasing levels
of trade between different parts of the world

165
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Economic disparities - rich and poor in our world

Table 1: The ten richest and the ten poorest countries in the world
(GDP per inhabitant in US %)

The ten richest couniries The ten poorest countries
Taxemhourg 75 960 N-gor 245
Norway 61 480 REwanda 240
Iceland 50 930 Erntrea 225
Switzerland 49 180 Sierra Lenne 215
Treland 47 320 Guinea-Bissau 190
Denmerk 46 950 Liberia 170
TISA 48 000 Malawi 160
Sweden 39 240 Ethiopia 155
Austria 37 090 (Df;fm Sﬁ%ﬁm 120
Finland 36830 | Burundi | 105

Source: World Bank and The World Factbook 2006

Measuring development

Studying development is essentially about measuring how
developed one country is compared to others, or to the same
countryin the past. Thereare many different ways of considering
development, but the two most important are economic
development and human development.

/= Economic development is a measurz of how wealthy a country Is and
of how this wealth is generated by the main production factors in the
country’s different economic sectors [e.g. land use: agriculture, natural
resources such as oil, water; labour: cheap or expensive lzbour force;
capital: more or less investment, much or little banking; know-how:
number of skilled and unskilled workers).

* Human development measures the extent fo which people have access
to wealth, jobs, education, nutrition, health. leisure and safety, as well
as political and cultural freedom. The morz material elements in this
list, such as wealth and nutrition, are often grouped together under the
heading standard of living. The less materal elements, such as health
and leisure, are often referred to as quality of life.

a) Economic development indicators

In order tc assess the economic development of a country,
geographers use economic indicators. The most important of
these indicators are listed below:

* Gross Domestic Product (GDP) measures the wealth or
income of a country. GDP is the total value of goods and services
produced by a courtry in a vear.

* Gross National Product (GNP) is another measure of a
country’s wealth or income. GNP measures the total economie
outputofacountry, neluding earnings from foreign investments
that are not includad in GNP,

* GNP per capita iz a country’s GNP divided by its population.
(Per capita means per person.)

* Economic growth measures the annual increass in GDPF,
GNP, GDP per capita, cr GNP per capita.

* Inequality of wealth iz an indiecation of the gap in wealth and
income between a country’s richest and poorest people. It can
be measured in many ways (e.g. the proportion of a country’s

wealth owned by the richest 10 % of the population, compared
with the proportion owned by the remaining 90 %),
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Figure 41.1: The richest 20 % ¢f
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Success came sooner than expected! Already one year after the
erection of the stone walls, they were covered with grass and
amall busheg. The soil was no longer washed away and the water
remained in the basins for quite a long time. Just two years
later, a dried-up well, known only to the oldest villagers, could
be used again as it began to produce clean water.

Due to this, agricultural production could be taken up again.
Hilfswerk Austria provided the necessary seeds and soon
groundnuts (peanuts), corn, millet, manioc, sorghum and water
melons could be grown again. Educational programmes in
agriculture were organised and emphasis was put on training
women to enable them to earn their own money through the
production and selling of vegetables and chicken farming.

Figures 54.1 and 54.2: agricultural production

ik
45

Today, the Hilfswerk Austria project has reached its aims (which
are part of the MDGs of the UN, see the yellow box below)

g o B SRR, (R T U i 1
= The families of Kissane can pmduce their own food again and

n food agai
no longer need outside help to survive any more (MDG 1).

in all project activities (MDG 3).

+ The protection of the environment is guaranteed, the fight
against desertification has been successful and future
development follows the principles of sustainability (MDG
T

» Women are able to earn their own money and equally participate J

The UN Millenium Development Goals (MDGs)

1. Reduce hunger and poverly by half by 2015,

2 Achieve universal primary education by 2015.
For further information contact: 3.Premote gender equality.
www.hilfswerk-austria.at 4.Reduce child mortality by 2015.
5, Reduce maternal mortality by 2015.
6. Eradicate HIV/AIDS and other diseases.
7.Ensure environmental sustainability.
8. Develop a global partnership for development.

Sonnenberg 2007:54
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MASA-GEFG, data from MOAS GOES

Figure 60.1; Hurrar I{rina on
August 28, 005

The causes of the natural
disaster in New Qrleans

¢ the city lies below sea level, like in a
bathtub

* the leveeing of the Mississippi River

= the pumping of i
the city

s the drainage of the Mississippi delta that
causedthecityto sinkabout halfan inch
per year

* environmental damage caused by oil
and gas production

* the failure to upgrade the levee and flood
wall system despite the fact that many
studies had warned of a disaster

= global warming causing more and

stronger tropical storms (hurricanes)
and the rising of the sea level

Free s el
i giraunia

Figure 60.3: New Orleans in the aftermath of Hurricane

Katrina

The causes of flooding — a changing environment

Flood control engineering, inspired by the need for a major city
and portintheoil- and gas-rich Mississippideita, haschangedthe
naturallandscapeof the region enormously. A very sophisticated
system oflevees and canalshas dried up the once swampy delta
of the Mississippi. The regular river floods used to feed this delta
landscape with sili and nutrients, and as a result, the coastal
wetland vegetation could eope with the powers of a hurricane
much better than the new concrete buildings. Many scientists
therefore call the wetlands a “natural buffer” in a high-risk area
like the Mississippi delta. This buffer has been lost.

Figure 60, 2: New Orileans canals

French quarter
Floodwall fiis 4
| fmmm— T N

7 17th Street

B floodwall damage

M ississippi
River

London Avenue
Canai

The heavy rains of hurricane Katrina did not hit the wetlands
of the delta, but the concrete streets of New Orleans. They Fill:ed
the levees and canals, swelled the Mississippl and filled up Lake
Pontchartrain. Soon the pressure of the water was too much to
take; two of the levees broke and the water of the Lake and the
Mississippi started pouring into the city.

The city's extensive levee system was built to withstand a strong
category 3 storm, When Katrina appeared on the weather maps,
it was a category 5 storm — the strongest Atlantic hurricane
ever.

Thebroken levees allowed the water in, but the dozens of barriers
that had remained intact prevented the floods from moving out
again. Two days after the hurricane, the water levels in the

lalra and in tha wivor had fallan ot tha pitv itaalf
aant Al 10 W00 FIVED A 1aaell, DUL Lo ALY 1Ls8il W

with water.

aa atill fAillad
a5 Svli Dlaed

Much of New Orleans lies below sea level. The city has a system
of canals and levees topped with concrete flondwalls to keep water
out. These are designed to withstand a eategory 3 hurrieane, but
when Katrina, a eategory 4 storm, hit, the canals were quickly
overwhelmed. Within 24 hours, 80 % of the city was flooded.

(from: BBC News, www.news.bbe.co.ak)

Figure 680.4: The aperation te drain the eity began necrly
a week Later.

Il

5. Coast

B

|
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WORKSHEET 1

THE STRUCTURE OF OUR EARTH [1.1]

1
2
3
4
]
3
8
% Name and describe the four layers of the earth's structure
1
2
3
4
© Ed. Hlzel, 2006 Do it in English 1
Sonnenberg 2007:64
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WORKSHEET 4 HOW TO DRAW A CLIMATIC GRAPH [2.1]

temperature
in°C

1. A climatic graph consists of a bar graph of a year.
(S&ulendiagramm) to show rainfall and
a lne graph (Kurvendiagramm) to show
temperature.

3. Blue bars show the average amount of rainfall
andaredcurve showsthe average temperature
of a month.

2. 0n the left side of this graph you will find the
temperature (1 cm = 10 °C), on the right side
there is the rainfall {1 cm = 20 mm rainfall). At

B e e T e
11

Bl g el s FTag
U UL e yrapinl yuu riave uie immuniis

4. If the red line lies above the blue bars, the graph
shows an arid period (Trockenperiode). If the
bars are above the red line, it shows a humid
period (Feuchtperiode),

B
e g

% MNow use the box below and draw a bar in blue for the amount of
rainfall in every month of the year in the scheme above.

Then mark the temperature for every month of the year with a dot in
the middle of the month-scale and connect these dots with a red line
to get a climate graph for Graz.

Graz J F M A M J JE A S (0] N D | year
Temp. (° C) -4 | -2 3 9 | 14|17 |19 [ 18| 14| 9 3| -11| 95
Rainfall (mm) | 30 | 40 | 30 | 50 | 80 | 130 (110 | 90 | 80 | 80 | 60 | 50 | 840

& Now do some further work.  [yuma JIFEImM|AlImMl|Jlolals|olnN]oD
;Ergnzoa:ﬂméh;?&mla::tﬁfﬁgﬁ Temp.(°C) | 13|15 [ 182125303 [aaa0|2s]17] 13
gr_aphs S R e e . Rainfall {mm) 10 | 10 8 2 0 0 ] 15 10 8 5 13
1.Yuma, Arizona —a desert climate.
: Penang g il e E e
What is a desert?
Temp.0) |27 |27l o7l oalorlorlor 27127 [ 27| 26| 28
E.Pm‘g’gf;?‘l,:ﬁlaﬁ;geﬁ\u:m:?; Rainfall (mm) | 100 [ 75 [125 | 180 | 280 [ 180 | 225 | 330 | 480 | 410 | 280 | 125
rainforest ; v
small temperature range.
. ~ |eeliing JIrm[alm[yfa]als]o]n]e
3. Beijiing, China—a city of dramatic
it cen summer and  E™-CO |-51[-17] 50 [130]200]24.4]26.1]24.4 202 122] 33 |28
iy Rainfall (mm) | 3 | 5 | 5 | 15| 36 | 76 |239 [160| 66 | 15 | & | 2
4. Buenos Aires, Argentina — there — e Olemes Pl = Ll o T =1 o1 =
i EOmGTRUE B O | thye - ' CTp e S s e e R i L e L L
temperature line. Why is it so low | Temp.("C) [235]227|206]167[133|104] 100[11.1]182]16.0] 193] 220
in June, July and August? Rainfall (mm) |93.0{81.3(116.989.9]76.6|63.7|59.1 650|783 | 06.6 888|956
© Ed. Holze, 2006 Do itin English 1
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WORKSHEET 7 LANDFORMS AND LANDSGIPES [3]

[0S
A Which categories do the following terms belong to?

drainage basin — steep slopes — gentle slopes — river banks — V-shaped valley —
meander oxbow lake - deltas — beach — cliffs — headlands - bays — shore — spit —
moraine — glacier peak — corrie — waterfall — plateau — range — ridge - rift valley —
fold mountains — plains — dunes — marshland — dike — creek — tide — barrier — riff —
cove - landslide — avalanche — mudflow — rock formation — hilly — vast land — tide

mountains lowlands rivers coasts
II
© Ed. Holzel, 2006 Do itin English 1
Sonnenberg 2007:70
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The EU countries account for an ever smaller percentage of
the world’s population. They must therefore continue working
together if they are to ensure economic growth and be able to
compete on the world stage with other major economies,

Enlargement of the Union to 27 member states has gone ahead,
keeping tothetimetable set by the EUinstitutions. Asa politician
from one of the new member states put it: “Europe has finally
managed to reconcile its history with its geography”. The period
2007 to 2015 should see further enlargements of the European
Union. In the meantime, ite leaders — listening carefully to
public opinion — will have to decide where, ultimately, to draw
the Union's geographical, political and cultural frontiers.

The enlarged EU of 27 countries and 495 million people will
expand even further in the future, ifall goes according to the plans
agreed at Uopenhagen. The European Council decided already
in 2004 to move ahead with the procedures related to possible
membership of Croatia, Turkey and Macedonia (2005).

How many more members for the EU?

Already in 1999 the Helsinki European Council had decided
that “Turkey 1s a candidate State destined to join the Unmon on
the basis of the same criteria as applied to the other candidate
States.” Turkey is a member of NATO and the Council of Europe.
It hashad an association agreement with the EU since 1964 and
has been an applicant for EU membership since 1987.

But Turkey lies on the very edge of the Eu.mpean continent,

fanu" the nroanact of 1te I0inine i‘]nn REIT raisna qllb:fln“u sh]'lnllt

e prospecl o 1Ls Joining Ly TAISES 25110015 3Dou

where to draw the ultimate boundaries of the European Union.
Can any country anvwhere apply for EU membership and start
negotiations provided it meets the political and economic eriteria
laid down in Copenhagen? No, because Moroeco, for example,
was denied membership to the then European Community when
it applied for it in 1987, The reason was that it was clearly not
a country of Europe. Certainly, the countries of the western
Balkans such as Albania, Bosnia and Herzegowina, the Former
Yugoslav Republic of Macedonia, Montenegro and Serbia could
apply, they are definitely part of Europe. They only have to
achieve political stability and meet the Copenhagen criteria
(see the vellow box “The Copenhagen Criteria™).

Indeed, it is in the EU’s interests to promote stability in the
regions that lie on its doorstep. Enlargement pushes back and
lengthens the Union's borders. It now has Belarus, Russia and
Ukraine as its next-door neighbours and its border with Russia
15 longer. It will have to step up cross-border co-operation with
them on transport and environmental policy as well as on issues
such as internal security and the fight against people smuggling
and other forms of international erime.

If it is a success, could this same strategy be applied to the
EU’s relations with countries on the southern shore of the
Mediterranean? Questions like these open up the whole debate
aboutwhatit means tobe European, whatis the ultimate purpose
of European integration and what are the EU’s interests in the
world at large. Many believe it 13 time to redefine and reinforce
the EU's relations with its near neighbours, and to do so in the
most wide-ranging terms possible.
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Figure 23.1: The three big trade biocs

LA day will come when all the nations of
this continent, without losing their distinct
qualities or their glorious individuality,
will fuse together in a higher unity and
form the European brotherhood. A day
will come when there will be na other
battlefislds than those of the mind —open
marketplaces for ideas. A day will come
whan bullets and bambs will be mnl:arn-rl_

by votes.”
(Mictor Hugo, 1849)

The Copenhagen Cr ier

Who can become am
of the EU?-

In Copenhagenon 22 Juna 1993, the European
Council statad for the first tima that "the
associated countries in central and eastern
Europe that so desire shall become members
of the European Union™.

o
mber

The Eurcpean Council laid dowm three major
criteria that candidate countrias must meat

before they can join the EU:

* First, apalitical criterion; candidate countries
must have stable institutions guaranteeing
democracy, the rule oflaw, human rights and

rasmact for aod meedaction of painodiEia
TE5ReCl 1OF anG DroTechion OF MiNoneies.

+ Second, an economic eriterion: candidate
countries must have a functioning market
economy and be able to cope with
competitive pressure and market forces

o e P

within thie Unioi.

« Third, acriterionof legal obligation: candidate
countries must adopt the entire body of
EU law and apply it in practice in their
countries,

Sonnenberg 2008:23
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EU, Africa seek ways to cut illegal migration

e e

22 Now 2006 17:44:57 GMT
Source; Reuters

by Salah Sarrar

Eurcpean and African countries sought on Wednesday to strengthen
cooperation to stop a flood of illegal migration and narrow a wealth divide
that has turned Europe into a promised land in the eyes of poor Africans.

llegal migration is a thorny issue in Europe, where politicians have made
election capital with pledges to stamp it out, while economists say more

e Carit) AT e U

immigration is needed to make up for falling birth rates.

.Mo single state is able to tackle the migration question alone. We need
cooperation,” Libyan Foreign Minister Mohammed Abdel-Rahman Shalgam
told Reuters at the start of an international conference on migration in
Tripoli.

He sajd Libya was paying a heavy pric

for migrants.

We have an estimated 2,0 million illegal migrants living in the midst of about
five million people. That illegal migrant presence (s a threat 1o our social
fabric and a cause of rising crime and diseases,” he added.

Shalgam said Libya needs European help to secure its land borders and

coast against illagal immigrants,

LOur joint approach must be based on tangible and active solidarity. This
solidarity should be deep enough for it to reach out to migrants and their
families,” EU Migration Commissioner Franco Frattini told the meeting.

He said the bloc intended to provide African countries with information on job
opportunities in Europe and support initiatives on so-called labour matching,

which provides workers in places whare employers need staff,

LRSS WY 1 pmLSs WD S s neos

The EU would also try to ensure migrants learned host couniry
languages.

But return of migrants to Africa ,should remain a part of the efforts of all
slates to manage migration,” he said, adding voluntary returns should be
encouraged as far as possible.

Governments in Europe and North Africa have in the past two years stepped
up security measures but thousands of Africans are still moving north to
flee poverty,

Many fall prey to conmen who pose as people-smugglers, and hundreds
have perished after setting sail in fragile boats.

The United Nations says 10 000 foreign migrants may be trapped in Morocco
afterthe kingdom made illegal migration across the Strait of Gibraltar almaost
impossible by beefing up radar detection and coastguard patrols.

The focus has now shifted to the southwest — where more than 26 000 West
Africans have crossed dangerous Atlantic waters to the Spanish-owned
Canary Islands — and to the east.

Moroccans are increasingly heading for Libya with the aim of reaching Italy,
said Mohammed Khachani of the Moroccan Migration Study and Research
Assocation.

.The situation is now dramatic as the Libyan authorites were not ready for
this. Now they are taking measures to deal with it," he said.

The first European Union-African Union cenference on migrationisintended
to send a signal that the two regions can improve security cooperation
on land and sea borders and address the poverty that is forcing Africans
northwards.

Shalgam said the conference would make clear that Africa and the EU would
join forces to crack down on people-smugglers and create development
opportunities for Africans to stay and work at home.

.The solution is o launch development in the countries of migrant origins,”
he said.
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Today agriculture is privatized again, most of the arable has
been returned to their former owners and slowly productivity is

on tha riea asain But ald machinery and laerlk af momar gro ofill
Vi ol LUB0 agaill, o el MalnilneTy ol 1afn UL MTNEeY al'e 5uin

a big problem. Dairy farming, sheep and cattle farming and the
export of timber for furniture and chipboard are most important
for Romania's agriculture. The modernization and restructuring
Qfﬂomaninjn acrmeulture wﬂ] vemain one nfthe hicoest challeneog

S S @Agrciiturewlliremainonenlitnenigrestona llen Bses

for Romania within the European Union.

Although Romania is well supplied with mineral fuels such as
petrol. natural gas and coal, they are slowly decreazing and
today petrol has to be imported to meet the needs of a rising
economy. The majority of raw materials for industry have to be

imported, too.

The biggest changes have taken place in industry: In the 1960s
and 1970s much emphasis was placed on the manufacturing
sector, dominated by heavy industry (machine building and
metal processing). These big, state controlled industries were
privatized in the second half of the 90s. Today much gmaller
industrial units hawve specialized in producing consumer goods
like clothes, shoes and electronic equipment, designed for the
export into the EU. Low wages, highly qualified workers and a
big, steadily growing market have drawn the attention of many
foreign investors to Romania,

The new investments of Renault, building a small-budget car
(Dacia) for the new markets in eastern Europe, Asia and Latin
Ameriea in Mioveni and Pitesti, and the take-overof PETROM, the
formerstate-owned oil company of Romania, by the Austrian OMV
are only the latest examples of the restructuring of Romania's
industry. In 2008 Nokia, the world’s largest handset maker will
open a cell phone plant and a research center in Jucu near the
city of Cluj-Napocea, that will employ 15 000 people. The German
industry has also started to invest in Romania and many small
companies have become suppliers for weil-known firms like
Siemens, VW and many more.

The main problems of the industrialization of Romania are
corruption and legal insecurity. Both problems should be
exterminated through the accession to the KU and with the
help of the EU.

Economic growth 7.8%, second quarter of 2006

Inflation rate (2004) 8,6% in 2005

Unemployment rate 5.1% in July 2006

Currency Lei (plural form for Leu) 1 leu = 100 bani.

Romania switched to "new leu’ as from
1/7/05. Symbel of new currency: ROM
Average exchange rate in October 2005:
1 EUR = 3.6503 RON

General Government balance 1,5% of GDP , second quarter of 2006

Current account balance Second quarter 2006: -9,8% of GDP
Debt 15,8% of GDP in 2005
Trade with EU25 (2003) Exports to the EU: 74% of the totalimports

from the EU: 68% of the total (Source: EU
bilateral trade and trade with the world. DG
TRADE, 29. 04, 2005.)

Source: European Commission, Candidate Countries® Economies
Quarterly(GGEQ). 3rdt quarter 2006
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Figure 58.2: New Renault Logistic center
in Romania

Cheistin Scrnentang, Frauendang

Figure 59.3 : Rural life in Romania
(near Sibiu)
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Austria belongs to the central European transitional climate
zone of the cool-temperate climate. The relief of the Eastern

Alps and the variety of Austria's landscapes create a lot of
micro-climatic zones:

= Alpine climate in the central Alpine regions,
* Central European transitional elimate in the northern Alpine

foothills,
= Highland climate in the Granite- and Gneiss Highlands,

* Pannonian, continental climate in the eastern lowlands
and

= Illyrian climate in the south-eastern Alpine foothills.

[ Alpine climate

[ ] Central European transitional climate

[ Highland climate

I =

- Pannonian climate
| lllyrian climate

f0e

Figure 12.1: Austria’s climaie regions

Figure 12.2: Climatic cross-section through the Easfern Alps
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24
NATIONAL PARKS IN AUSTRIA: NATURAL RESOURCES
AND ENVIRONMENTAL PROTECTION

The conservation of natural resources is highly esteemed in
Austria as everyone wants to enjoy clean drinking water, clean
air and untouched nature today. It is seen as a social obligation
to maintain natural resources and to protect them against the
needs of farming, industry and tourism. Therefore six national
parks have been established in Austria. According to the IUCN
(= International Union for Conservation of Nature and Natural
Resources) the following criteria must be met to establish a
national park:

« g certain area (at least 100 km2),
+ untouched ecosystems,
+ only light and controlled tourism,

- nuexploitation of natural resources like water (no hydroelectrie
power stations), wood (no felling ) or minerals (no mining
activities),

+ legal and financial protection/aid by the government

1. Lake Neusiedl - Seewinkel National Park

Central Europe’s anly National Park set within the landscape
Figure 14.2: Hohe Tauern of the steppes is strongly reminiscent of the unique charm of

the puszta with its salt ponds, its meadows and pastures.This
National Park is best-known as a sanctuary for thousands of
migrating birds in spring and autumn. (www.nationalpark-
neusiedlersee.org)

2. Danube Meadows National Park

Central Europe's largest continuous landscape of riverside
meadows serves as the ideal habitat for some 5,000 animal
gpecies. The National Park authorities offer various excursions,
on foot and by boat.(www.donauauen.at)

3. Thaya Valley National Park

; The River Thaya has dug its course up to 150 metres deep in

Figure 14.3: Gesduse National Park the hard rock of the Waldviertel, creating a valley landscape of
great beauty. It was declared a National Park at the beginning
of 2000. The meadows, wooded hillsides, cliffs and stretches of grassland provide a habitat for numerous

rare animal and plant species like the eagle owl, the black stork, the green lizard, fraxinella and the
coloured iris. (www.np-thayatal.at)

4. Hohe Tauern National Park

Central Europe’s largest area of protected landscape extends over three Austrian provinces: Tyrol,
Carinthia and Salzburg. It is a region of ancient forests, lush green alpine pastures, rugged mountainsides
and spectacular waterfalls. The park contains more than a hundred peaks over 3,000 metres high and
a great diversity of alpine flora and fauna. www.hohetauern.at

5. Limestone Alps National Park

The Limestone Alps National Park in southern Upper Austria covers the region of the Sengsengebirge
and Reichraminger Hintergebirge mountains and encompasses the largest unpopulated streteh of wooded
mountaing and the longest untouched system of mountain torrents in the Eastern Alps. Forests and
streams, cliff faces and alpine pastures are the predominant natural features of this beautiful landscape.
(www . kalkalpen.at)

6. Geséuse National Park

The latest addition to the national park family is located in northern Styria in the Ennstal Alps. On
approximately 12,500 hectares rare fauna (such as the wood grouse and the groundhog) and flora (e.g.
orchidg) are still found there. (www.nationalpark.co.at) . wwsisrans :

1
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3. POPULATION AND SOCIETY IN AUSTRIA

3

POPULATION DEVELOPMENT

INAUSTRIA

in Chiange again st lous Change against
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Figure 15.1: Population since 1600
Figure 15.2: Birth and death rates 1830-2008
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Austria's population in 1,000 s
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Figure 15.3: Development of population
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Figure 15.4: Life Expectancy in Austria
(at birth in years)
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Figure 17.1: Austria’s age pyramid 2008
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The age pyramid of Austria shows
the number of Austrians, males and

females, in different age groups for
the year 2008,

This reflects not only the historical
developmentof Austria’s population
(see a,band cin Fig.1), but also the
main problems for Austria's society

in future:

* fewer (young) peoplein the lower
age groups,

* more (older) people in the higher
age groups,

* a growing number of old-age
pensioners and

* a declining number of worlang
persons to pay for old-age
pensioners over even longer time
spans.

Thechangingshape ofthispopulation
“pyramid”, from the former classic
pyramid form to the urn/ pillar form
of today and the inverted pyramid
shape of the future, indicates a clear

message:

Austria’s age structure has
changed rapidly over the last

few years.

Task:

Mafch a, b and c in Figure 17.1 with
their correct definitions given below the
population pyramid.
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By 1 January 2005, 9.6% of the residing population were non-
nationals. About three quarters of these were third country
nationals compared to 26% EU nationals. The largest group
among EU nationals is German nationals (45.8%), followed
by Polish nationals (13.1%). The most important countries of
origin among third countries are the successor states of Former
Yugoslavia and Turkey. At first glance, the countries of origin
of foreign nationals have not changed ¢onsiderably during the
last years. Nevertheless, the foreign population has become more
diversified; this is also due to inflows of asylum seekers from
other parts of the world.

Guest workers

Jince Austria’s economic recovery after World War II started
later than Germany's, the number of guest workers in Austria
did not reach its peak until the 1970s. Citizens from the former

YWuornolarma nradominantleSarho arsanntoad for anneavi matale 50
- TUR0SaVIa, preGominaniny SerDs, atCOunieq ol approximalaay ou

percent of the foreign workers in Austria. Turks were the second
largest group, making up approximately 20 pereent of the foreign
work force, followed by Germans at 5 percent. Poles, Czechs,
Slovaks, Hungarians, and Romanians made up between 3.5 and
4.0 percent each. With the opening of the Iron Curtain and the
eastward enlargement of the EU, the structure of immigration
has changed again, as new forms of a female servant migration®”
(e.g. in social health care) from former Eastern Bloe countries
and more ,commuter-migrants” and seasonal workers, who are
employed primarily in construetion, agriculture and tourism,
come to Austria today.

Rer'"o’s\nq and nuvlnm soplrors

Austria has had a long tradition of immigration during its
Second Republic, which is manifested in the rising number
of naturalisations, particularly in recent years. Due to its
geographical location at the eastern border of Western Europe,
Austria has always been a country for immigrants, especially
for refugees from the former COMECON countries in Eastern
Europe and Russia,

Since 1972, Austria has participated in an international quota
agreement toaccept international refugees from around the globe,
The Austrian legal system concerning migration and asylum
was significantly restructured with the Aliens’ Act Package
in 2005, introducing stricter rules and regulations for asylum
seekers and refugees.

In 2005, the largest group among asylum seckers were citizens
of Serbia and Montenegro. followed by citizens of the Russian
Federation (mainly Chechens). Other major groups were citizens
of India, Moldova, Turkey, CGeorgia, Afghanistan and Nigeria.
These countries were among the top-10 countries of origin in
2005 (see Fig. 19.3).

Problems

3.

4

IHMIGEATIGH 'I'D AUSTRIA

8,355,260 inhabitants
6,043,056

Austrians without ———"
migra tion background
1,441 500
Austrians with
migration background

870,704 Foreigners
134,865 from Sarhlaan:l

36,879

Poles
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Figrure 19.1: Who ltves in Austria?
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Figure 19.2: Development of asylum
applications and naturalizations in
Austria
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Figure 18 3: Asylum Applications and
decisions 2005

Despite their essential contribution to the economy, foreign workers are generally not held in high
esteem. This prejudice is caused by the generally low pay and social status of their jobs, their lower level

of education, and an often limited ab111t5 to speak German. Tensions also arise because of their foreign
appearance and customs. So there is the danger of creating a new ethnic lower class. Some resentment
also stems from the social costs the asylum seekers cause in the edueational, social and health sectors.
The degree or quality of assimilation and integratiom into the larger society is the most serious
problem presented by long-term foreign workers and asylum seekers. The Council of Europe and the
EU-Commission have declared support, in principle, for closer integration and equality for immigrants
and members of ,third states” in the EU member states. Austria has to encourage this integration to
H\’Uid S()Ciﬂ] tBTlSiO‘ﬂS S.I'ld seg‘l’egation. (sl IMMIGRATION #ND INTEGRAT 10N 1N AUSTALA, FOLICY REFCIRT, MG K00 Ausiria)
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Payments

Today goods, services, and assets are exchanged betwoon
countries not only within the EU but also in the international
economy. Consider some of the following examples: Austrian
consumers import automobiles manufactured in Japan and
Germany, and clothing menufactured in China. Austrian firms
oXport spars parts and equipment to the automobile industry
in (zermany and the European Union, and lumber and wood
pulp to e.g. Italy. A German tourist pays for & hotel rcom and
for restaurant meals while visiting Salzburg. The Austrian Red
Cross sends millions of Kuros in disaster aid to earthquake
viclims in Turkey. All of these transactions add to or subtract
from the Austrian balance of payments, which can be called
a “hookkeeping acecunt”™ of all the international transactions
between Austria and the rest of the world.

The current account balance is a part of the balance of
payments and includes the balance of trade. the balance of

:-.ﬂ'l"vll"'hﬂ ﬂ\ﬁl-lnlﬂﬂﬂnnl?-nnnmhnnrl+h O P
AR LFARAYL CANALL Ll.]\.r AFEALEL AL WL lFl. TARLIOLV AL O,

Ifthe balance of capltal isadded tothe currentaccount balance,
we get the total amount of all inzernatiornal transactions to and
from Austrin, called balance of payments (see Fig. 25,1

Figure 25.1: The different parts of the Austrion balznee of payments

TTe=T:
e l.

parb s i
elements:

The balance of trade: the net difference
between merchandise exporte and
merchandise imports, The balance of
frade is the largest and most widely
reported element of the current account
balance.

The balance of sarvices (exports and
imperts): the difference between the
expendifures of foreigners in Ausiria and
the expend turee of Austians in foreign
courntries.

The balance of income: the difference
in income from AuJstdan compenies in
foreign countries flowing 1o Austria, and
income from foreign-owned companies
in Austria going out of Austria.

The balance of transfers: the net
difference betwean inflows and outflows
of urilatsral transfers such as foreign aid
and charitable gifts.

oot |nl- I no

1. Balance of trade
Import of Export of e.g. food, In 20G6: IH e Task 1:
goods goods meachinee.. + 506 mill € 3 :
= Complete figure 1 with the most topical
2. Balance of services statistical data available
Services | Services [rom | e.p. tourists, | In 2006 21y EAIRE
Austria Austria transport, +10,313
insurances.. | mill.€
3. Balance of income
Income of Income of e.g. income of | [n 2006 | Y et
Austrians foreigners ia | guestworkers | - 1,476 mill.€
from sbread | Austria
4.Balance of transfers
Assets Assets e.g. gifts, In 2006: T Figure 25.2: Development of the
eoming to leaving aics, credits. |- 1,110 mill.€ Austrian balance of trode and services
Austria Austria
1-4 = CURRENT ACCOUINT BAT ANCE Tn 9004 LETE
- 8,233 I |
| |
5. Balunce of capital ' | i |
Import of Expart of g direet In 20086: i 6. T
eapital eapital inveatments |- 8,170 mill € = ! !
abroad - or in =
Austria 5
w
6. Balance of foreign exchange
Decrease Increase of | e.g buying In 2006: 1§
of the the monstary | or zelling =507 millg = i
monetary TESEIVES ul Bugus by o T
reserves the National o .
Bank of [
Austria TTT )
5+6 = Balance of capital - 7,686 mill€ i ! i i |
i
i iNRRIRRERRRIRL i
1-6 = Balance of payments + 5,670 mill.€ 3 §888¢8 §§§§§$§
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Sodial Quotae 2008 in EU Compargion
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Figure 34.2: Social Quotas in the EU
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4.3.4 The Austrian Social System

Quality of life in Austria is based on a highly developed system
of social security. This system provides comprehensive protecticn
against the visks of sickness, ald age and accodents at wors,
Preventing diseases and making people aware of the importance
of a healthy life-style round out the range of services tha social
insurance system has to offer,

Sacial protection systems in Austria can be divided intc the
following sectors:

Social insurance: in particular health, work-aceident and
pension insurance, and, in the broader sense, unemployment
Insurance;

Public assistance: family allowance, tax eredif. for children,
child rare allowance, long-term cere allowanece and (owing to its
de facto effects) heelth cere; victims' compensation: e.g. for war
and political victims, army victims and crime victims;

Social welfare: disability benefits, retirement and care homes
built by the state, state support; only evailable if the income is
below a certain [imit: e.g. minimum income under the pensior
insurance scheme, unemployment assistance under the
unemployment insurance scheme and social assistance.

The most important part of the Austrian social safety net is the
social insurance system.

Figure 34.1: The aceinl sofety net in Austria
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5. AUSTRIA AS A BUSIN
5.

nmy

Whenever a company (or business in general) has to consider
where tolocate anew industrial site, some of the following facters,
called location factors, have to be considered:

* A suitable site: do they reed a greenfield site or a
brownfleld site? How much does the construction of new
buildings and facilities cosl?

* The presence of a suitable workforce (= labour supply):
how many people have to be recruited, and what skills do
they need?

*  Communications: what about the transport facilities for both
goods and workers; ease of access to supphers, to distribution
networks and to markets; proxiumily Lo cnerey supplies; ease
of lirke with other companics?

* Government incentives: are there any grants or financial
aid from the governmenl?

* Raw materials: do they need special raw materials and how
far away are they?

* Power supply: do they need a lot of power and how much
does it cost there?

+ Political and social stability: are there often politieal
unrests and strikes that might cause losses in production
and monev?

Not all of these location factors are of 2qual impartancs for the
different kinds of industries. Unlike manufscturing industries,
tertiary or services companies do not have o0 be near a source
of raw materials, but - given good transport, energy and
vcommunications - can locate themselves virtually anywhere in
thz world. These industries are called foutloose, and examples
ara computer eoftware development companies, telephone sales
firme and call-centres.

Another “special case” of indusirial location is agglomeration.
Tkie ie a concontration of ceoromic activities in related scctors
in a certain geographical area, hrought about by a pool of skilled
labour, increasing returns on sale, plarning by local authorities
or other economie or pnlitiﬂa' advantacas Fvamnlac ava tha

LN Lk LAl auvalllapos, Laaillfaes are wne

Silicon Valley in Calitorria or the Austrian Automobile Cluster
in Styria.
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Graenfield site:

Business site outside a town, @ g. on a
city edge, where there has nof bean any
industrial activity before.

Brownfield site:

An old industrizl site that is used for
redevelopment, e.g.an old texfile factory
is redesigned for IT-companies.

Governmenl incentives:

Benefits offered by the government to
encouiage Comparnies lumove o acarlain
area, e.g. financial rewzrds, less tax, low
rent, cneap building sites...

Footloose industries:

Industrieswhich are nottied to any specific
geographical location, but can locate
virtually anywhare in tha waorld.

Agglomeration:
Haro: a concentration af anonomio

activities in ralated sectors in a certain
geographical area.

| Figure 37.1: The MAN factory in Vienna/
Liesing
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REGIONAL DISPARITIES IN AUSTRIA

The second one is an indirect The regional structure of Austria is largely predetermined b
indicator, thereal estate market and the following factors:
its property prices, which shows the

scologicalvalua of avesion through * the Alps, which cover two thirds of the country,

assumed residential guality (E. * the historical development of Austria’s federal provinces anc
Lichtenberger, p.415). the recent eastward enlargement of the EU,
However, there arc some more * the development of the population,

indicators to define regional
disparities in the different political
districts:

» the regional aid of the KU with capital. technalogica
infrastructure, traffic infrastructure and social
infrastructure,

* The unemployment rate, Thepresent day economie and ecological value of Austria’s regions

* The migration patterns, can be measured best by two indices:

* The quality of life (meazured by The firgt one ig the gross regional product (GRP), which indicate:
geveral socio-economicindicators), the productivity and development of a region.
and

+ The average income (see [igures
3 to 6)

Gross regional product per inhabitant at

NUTS 3 reglons

Gross regional product per

irhabitant at current orices

EH up lo uncer 18,500
|_| 16,500 up to under 22 500
22,500 up ta undar 26.500
28,500 up lo under 30,500
B 30.500 and more

e [TONVINGE DOYTIERT
barder lines of Ihe NUTS 3 regions

[ | forests, alpine pasturss and unculdvatad land ? 3|0 ﬁIU km Saurce: Slatistics Austria

Statstik Austra

Figure 42.1: Gross reginnol product in Austria

Figure 42.2: Price lundscape of real estate prices in Austria

real estate prices,
building class (category) | N
Euro per m*
B urder 25
25-50
EEco-00
B oo - 150
B 150 - 300
B cer 300
£
£|  Soume: Cruncstickmpeelagpeesich sus GEWINN sios
g GEWINM - s Wirtscheframe 3azin fi- den parsénl cien Vel
42
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Figure 43.1: Unemployment rates in Ausirie

Internal migration in the political districts of
Austria in 2008

balance of internal migration (immigration minus migration within Austria)
per 1,000 of inhabitants

g oo 60

——— province border
- district border
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Frgure 43.2: Internal migration in Ausiria
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AUSTRIA: LANDFORMS AND GEOLOGICAL ZONES

WORKSHEET 2

TASKS:
1. Colour the geological zones of the Alps
with the help of your book (page....) or your
atlas.
2. Put the names of the following Austrian
landforms into their carrect position on the
map:
Alps
Northern alpine foothills f T.f,...(.f.
South-eastern alpine foothills 5 o< \.rc e
Carpathian foothills .v. - )r._\. J
. 2 Jlk . LY
Vienna basin 13 “.
Hungarian lowland o e —~— .ﬂ.
Bohemian massif (Granite and Gneiss ..\..1\ Jc)/fl}f u\\l/\ 84 E
highlands) ; ks \51..\11 & ;
" i o W
e T e
\ . . B
b I|\|‘|\\ p—— e T *
,v m\\m)frr\u o L e A.
J\r\!\co :‘.\lw nyn/_. \\\.HHI\M e = -
-  — f \\u\\ |
A..‘_).J. .4..\)...\? J e /./..N s s M
" - O o )
‘_w v cdl -2 $ . — — -— 3 T 1\\/, _..nnl\._ g
i S e ol SN
Aot i P
bt —"" - i v
(Jl e ......\.,.:-t...\\.w..v J .._(.M..
..fl\.. .ﬁul\!.ﬁl .—k. ™ __ ﬂ.\;
L -
- B e et g .
.ﬁ = e i . \ ) I\l....l[l.l ﬂ\-l' )l..l.
lJ....I-l. . ..._N\.\u
—~ L M
ce TN
é
0 50

Do it in English 3

Sonnenberg 2009:72

187

@ Ed. Hilzel. 2009




WORKSHEET 11

ECONOMY: THE AUSTRIAN SOCIAL INSURANCE SYSTEM

| TASK: Complete the graph with the correct terms/information given in your book (p.34) —|

LU=t ity L)

-/
(0

D Ed. Holzel, 2009
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Do it in English 3

Sonnenberg 2009:81




AUSTRIA: INDUSTRIAL REGIONS

WORKSHEET 16

TASKS:

1. Name the different industrial regions with the help of your atlas.
2. Find the most important kinds of industries within these regions with the help of your atlas. Creaie

a table.

Do itin English 3

Sonnenberg 2009:88
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1.3.
THE IMPACTS OF GLOBALIZATION

Whether or not the establishment of the global
marketplace will be beneficial is disputed.
Proponents believe that globalization has the
potential to create greater opportunities for
grawth throughout the world, whereas opponents
of globalization state that it will merely inerease
the opportunities for wealthier nations to take
advantage of poorer ones and, furthermore, could
destroy regional diversity andlead toa standardized
world culture.

Good or bad, though, there isn't much argument
as to whether or not it is happening. If vou look at
the positive and negative aspects of globalization,
you can decide for yvourself whether or not it is a b | =
good thing for our world. Figure 5.1: Qutsourcing of cheap lubour

Bildecberp HamburgRainer Draslor

Positive aspects of globalization

* As more money ig poured into developing countries, there is
a greater chance for the people in those countries to succeed
economically and increase their standard of living,

* Global competition encourages ereativity and innovation and
keeps prices for commodities/services in check,

* Developing countries are able to get the benefits of current
technology without the troubles of developing these
technologies.

* Governments are better able to work together towards
common goals now that there is an advantage in cooperation,
an improved ability to interact and coordinate, and a global
awareness of issues.

| M o~
picluredesk. com, WianContact Press

Figure 5.2: Coca Cola in a Philippine

* Thereisgreater access toforeign culture in the form of movies, village

musie, food, clothing, and more. In other words, the world has
ot more choice.

Negative aspects of globalization

Outsourcing, while providing jobs to a population in one
country, takes away those jobs from another country, leaving
many without opportunities.

* Although different cultures from around the world are able
to interact, TV and media encourage a loss of individuality
by spreading European or American values and attitudes.

There is a greater chance of spreading diseases worldwide
through travelling and tourism.

* Thereislittle international regulation, so large transnational
companies (TNC's) can gain power over national governments,
which then even lose their ability to contrel economic
developments in their own countries.

* Large international organizations such as the International
Monetary Fund and the World Bank make it easy for a

developing country to obtain a loan. However, a Western- . §
focus is often applied to a non-Western situation, resulting ! 3
in failed progress, S : e
(Abridged from: htﬁ_p:l'r-'f geography.about.com/od/ Figure 5.3 Headquarters of GM in
globalproblemsandissues/a/globalization.htm) Detroit
Sonnenberg 2010:5
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[ industrialized countries less developed countries |
] countries in transition [EH] |east developed countries
7] newly industrializing countries

Figure 7.1: The division of our earth by the UN
The divided world today

'T‘mlﬂv elobal core aress inelude Novth Amearica Furone Janan
grobal core areas include North America, Lurope, Japan

and Aust:raha The global periphery of poorer countries comprises
most of the countries in South America, Africa, South and
Southwest Asia.

- high human development (HDI 0.8 and more)
[] middle human development (HDI 0.5 to <0.8)

] tow human development (HDI <0.5) Figu
Eﬁ@;,\_ no data available

I =
o bo

> The Human Development

3
%
i

o £ T

E

w

j

Paopl@ living on less than ene doliar a day, in percent of the whole population of a region.

PRRTREEEE RERRERTEY BRI 00 O i
South A idibiiied BhEEHIIIIE 8 soo '
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EastAsa dhpitaten zve min 183
Africa south of the Sahara !!!!!!!!!E "m mik. (‘ a0.1%
TITETHIITT e .l
South America and the Carlbbean §IEFEEE 72 i, @ 15.6%
Europs and Central Asla B 24 =il @ Ean
H
; The Middie East and Northern Africa ' & mill. @ 1.84%
o Figure 7.3: Less than one dollar a day
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People who have worked on these

izsiiae far marnw veare hawve fraonenths
1S5UES D Y Years nawve equenuy

arrived at the conclusion that debt is not
a financial or an economic problem at all
but in every way a political one. It is the
best inatrument of power and control of

N i = a7

Morth over South [and now East] ever
invented; far superiorto colonialism which
requires am army, & public administration
and attracts a bad press. Gontrol through
debt not only requires no infrastructure
bui aciuvally makes people pay for their
own oppression.

Susan George, The Global Citizens
Mwemen.f ANew Actor Fora New Politics,

At 2007
30 Au gust 2007

P e L

Stage 1: OPEC raised the price of
petroleum twice in the 1970

Stage2:0PEC countriesput theirearnings
into the banks of the industrialized world

Stage 3: These banks lent this money to
developing countries to encourage huge
infrastructure projects, e.g. for building
dams, power stations, roads....

Stage 4: By the 1980s, global interest
rates had more than doubled —increasing
the repayments on the loans of the 1970s

Stage 5: Many of the developing countries
could not meettheirrepayments any more

Stage 6: To prevent a collapse of
the world's banking system, the IMF
{Inter national Monetary Fund) set up the
Structural Adjustment Package (SAP)=a
leanreduction. Inreturn, the governments
of the developing countries had to cut
spending on social programs like health
and education.

Step 7: Without accepting SAP no
developing country in trouble would get
further credit.

Step 8: Compulsory IMF cutbacks on
government spending affectedthe poorest
people in these countries most, and led
1o the: production of cash crops for export
instead of food crops for the local peaple.
The developing countries got even poorer
and more dependent on international aid.

Figure 8.2' The development of debt and
poverty

2 Edl Mokl

The development gap: debt and the cycle of poverty

s

1 ouay more than a trillion dollars is traded on glOD&l currency
markets every single day, but the developing countries remain
disconnected from this “flow of money” for a single reason: debt.

Africais a good example to show how the world's poorest countries
got into a debt crisis and became unable to repay their loans.
The World Bank names 41 countries of the world as heavily
in debt and 33 of these countries are to be found in Africa. In
her book “A fate worse than debt?"Susan George, a former chief
officer of the World Bank, explains this vicious cycle of debt in
eight stages (see figure 8.1).

The Heavily In-debt Poor Countries (HIPC) initiative set
up in 1996 by the rich nations through the IMF(International
Monetary Fund) and the World Bank calls for the reduction of
external debt through write-offs by official donors. It was set up
for the poorest nations, for whom, according to the World Bank,
the debt of the HIP'C countries was, on average, more than four
times their annual export earnings, and 120 percent of GNP.
But the HIPC initiative has been met with a ot of criticism for
not actually helping the countries it is supposed to be helping
(the indebted nations) while helping those it wasn’t necessarily

AR, piypress by Sl SN

IMEANT T l\llltﬂ Ticn IidLlUﬂSj

DEMOCRATIC
REFUBLIC
OF THE CONGO

AURA, BURL NI
GA. GAMIBIA
1}13_ GUIMES BISSAL

(g /
==
Qtiver HIFG ¢ ountrigs, no data
[ Nom HICP countries \ {3}55’"?'
B v \jsou-rﬂ AFRICA
Source: Worid BaniiliF, 2003

Figure 8.1 Africa’s debt burden; the percentage of government income to
repay loans (200a).
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THE ENVIRONMENTAL IMPACTS OF GLOBALIZATION

i.6

VER

Wasteful use of
resources and energy by

kindustrialized countries _/'

In an interdependent world, acticns and decizions taken in
one area often have impacts on other areas. Economic growth
in industrialized countries, internationzl trade, international
debt, deforestation, desertification and global warming — they
are all linked. One cannot expect & developing country, which
ie etruggling for economic survival, te protect ite own natural
resources first. As a result, natural resources suck as wood from
rain forests, fossil fuels, land and water are recklessly exploited
to meet economic demands. This, in return, contributes a lot
to global climate change and global warming (see figure 10.1).

But the economic growth in highly industrialized countries is
destroyving entire ecosystems, ton. At current rates of economic
growth we will need two planet’s worth of natural resources by
2050 (see chepter about the ecological footprint).

—p-

(’ Developing countries ‘\

in need of foreign money
to repay debts

. ™
mote CO,, increaszad ‘
greaenhouse effect

o

A

i

( CLIMATE CHANGE )

[N

p

!( less intercentinon \l ( lags ahaarption ﬂ\\
AN 7

*——

| y

(soil erasian, barren Iand> —b ( DESERT FICATION j,

Figure 10.1: The connection of globalization, deforesiation, desertification and global werming
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Terms of trade

The relationship betwzen the pricas cf
imports and exports. The trend in this
century has been for cheap primary
products and expensve manJtactured
agoods, and — with the excepticn of oil —
most raw material prices fell very sharply
from fhe mid-1980s. This kas tappened
because large companies from the rich,
indusialized nations ¢an dominate and
siructure internal markets in a way that is
denied ta small, unorganized Third World
commaodity producers

(Source: www answers.com)

2001 | 2002 | 2003
oil exporting ag | es| 107
countries -
indus:rialized s
pomi 102 103 105
take-off
countries AR s il
developing o
countries % 4 B

100: exporis = imports

Over 100: cxpart returns have growu mor:
than import costs

Under 100: im>ort costs have grown more
then export returns

Sources; UNCTAD Handbook of Statistic
2005; Bundeszentrale fiir politische
Bildung 2006

Figure 30.2: Terms of trade in developing

and developed courtries

Cash crops: in agriculture, a cash crop
is a crop which is grown primarly far the
market and for money and not as food for
the producer cr for private consumption.
The most Important cash crops in
developing countries are coffee, cocoa,
banaras, cotton, jute and suga-’ cane.

The term global governance was introduced by a UN-
commission in their report “Our Global Neighbourhood® in
1995. There it was suggested that the political interaction of
ransnational players and independent organizations should
be aimed at sclving problems that affect more than one state or
region. Global governance should thus be a counterbalance to
the globalization of the markets.

(Global governance does not mean one global government, but
may be defined as the cooperalivn of all formal and informal
institutions (governments and non-governmental institutions)
on our planet to solve the current problems of globalization by
mediating differences and establishing rules and regulations to
he ohserved hy all global players.

Thiz concept. 1s a very idealistic one, but neverthelees a possible
way of managing change for a better world.

The New International Economie Order (NIEO) was a
set of proposzls put forward during the 1970s by developing
eountries through the United Nations Conference on Trade and
Development (UNCTAD to promote their interests by improving
their terms of trade, increasing development assistance,
devaloped-country Lariff reductions, and other means. It was
meant to be a revision of the international economie system in
favour of Third World countries.

The main goals of NIEQ were (Source: www.wikipedia.org):

* Developing countries must be entitled to regulate and control
the activities of multinational corperations operating within
their territory.

* Theymustbefree to nationalize or expropriate foreign property
cn conditiona favourable to them.

*  Theymustbe free to ser upassociations of primary commodities
producers similar to the OPEC; all other States must recognize
this right and rerain from taking economic, military, or
polilical measures caleulated to restrict it.

* Internatioral trade should be based on the need to ensure
stable, equitahle, and remunerative prices for raw materials,
and should provide eeccnomic and technical assistance without
any strings attached.

Figure 30.1: Terms of trade for cash crops 1985 and 2005
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The Global Marshall Plan is a plan promoted by former
American Vice-President Al Gore in his bestselling book Earth
in the Balance which gives specific ideas on how to save the
global environment.

“The model of the Marshall Plan ean be of great help. For
example, a Global Marshall Flan must focus on strategic zoals
ard emphasize actions and programs that are likely to remove
the bottlenecks presently inhibiting the healthy functioning of
the global economy. The new global economy must bean inclusive
system that does not leave entire regions behind. The new plan
will require the wealthynations to allocate money for transferring
environmentally helpful technologies to the Third World and
to help impoverished nations achieve a stable population and a
new pattern of sustainable economic progress.”(Source: Al Gore:
Earth in the Balance, page 297-301)

The idea is based on the Marshall Plan that saw the United
States send billions of dollars w Europe Lo rebuild their war
shattered economies after World War I1.

The World Social Forum (WSF) wasdeveloped as a response of
the growing international movement to neo-liberal globalisation

and the effects of neo-liberal economic policies being pursued in
mast countries. The WSF ia not an organisation, not a uaited
front platform, but “..an open meeting place for reflective
thinking, democratic debate of ideas, formulation of proposals,
free exchange of experiences and inter-linking for effective action,
by groupas and movements of civil society that are opposad to
neo- liberalism and to domination of the world by capital and
any form of imperialien:, and arc committed to building a socicty
centred on the human person”. (Source: www.wsfnet.org)

Sc the WSF is an annual meeting of the anti-globalization
(or alternative) globalization movements to coordinate world
campaigns, share and refine arganizing strategies, and inform
each other about movements from around the world and their
issues, The first meetingof the WSF was organised in Porto Alegre,
Brazil, from January 25 to 30, 2001, to organize opposition to the
World Economic Forum held in Davoes, which, since 1971, has
_fulfilled a strategic rolein formulating the thought of those who
promote and defend neoliberal policies throughout the world.

Afttac (association pourune taxation des transactions financiéres
pour I'aids aux eitoyens = Association for the Taxation of Financial
Transactions for the Aid of Citizens)

In December 1997, Igracio Ramonet wrote an editorial in Le
Monde diplomatique in which he advocated the establishment
of the Tobin tax and the creation of an orgarisation to pressure
governments around the world to introduce the tax. ATTAC
was created on June 3, 1998, during a constitutive assembly
in France. While it was founded in France it now exists in over
forty countries around the world. In France, politicians from the
left are members of the association. Originally a single-issue
movement demanding the introduclion of the su-called Tobin tax
on currency speculation, ATTAC now devotes itself to a wide
range of issues related to globalisation, monitoring the decisions
of the World Trade Organization (WTQ), the Organisation for
Economic Co-operation and Development (OECD) and the
International Monetary Fund (IMF).

195

Figure 31.1: Book cover of Al Gore’s book

Figure 31.2: Scenes from the World
Socicl Forum in Munbai, India, 2004

Tobin tax: a form of tax on speculative
trarsactions en currency markaie,
named after the American economist
and Nobel Laureate James Tobin, wno
suggested that already 0.1% of such a
tax would bring in close to $100 billion
every year. Collected for the most part
by industrialized countries, where te
prinzipal financial markets are located,
this money could be used to help struggle
againstinequalities, to promote education
and public health in poor countries,
and for food security and sustainable
development.
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5. GLOBAL FINANCE

In a modern economy people, firms and government institutions

need to save and borrow money, make payments to others, make
investments and exchange the money used in their country to

make overseas payments. Business organizations that specia 11 ze
in providing all these services arecalled financial institutions.

Banks are the best known and most important kind of financial
institutions in the money market. They act just like any other
business, except the produet they supply is money, in the form
of loans and other financial products. The basic aim of banks is
profit making and therefore banks are some of the bigge st and

ey PF

most profitable corporations in the world (see figure 79.2).

Banks can earn their profits in a number of ways:

» Making loans: banks attract deposits and savings by paying

rugtomers intorost on their mnhﬁ}r

CUSWINCTs a1 LERCRE NIRRT

In return they will lend
money to other customers, individuals and busmess% These
people and firms pay others for goods and services, and those
will then deposit or save the money they have received with
a bank. In this way the banking svstem creates money inan

economy (see ﬁgu:ee 79.1)

Charging interest: the interest rate isthe cost of borrowing
money. Thereisonebasicrulein charging interest: the higher
the risk in lending money, the higher the interest rate a bank
will charge. A bank will make profit from lending money only
as long as loans are repaid and interest rates on loans are

higher than interest payments made on savings.

Charging fees for bank services, e.g. ATM cards (ATM=
automated telling machine), bank cards, credit cards,
keeping the accounts, money transfers, internet banking...

Investinginother comp

ANVOSLIIRE ARl

profits from shaves..

Banks are financial infermedi arias belween customers who want to deposit
money and customers who want borrow money

People and firms
deposit and save
monay in a bank

buy goods and sevices
with the mnn? they
have borrowe

Bank lends money to
peaple and 1irms
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'THE MONEY MARKET

The Top 10 Banks ranked in
ascending order, based on their
market capitalization, according
toThomson ReutersdataDec.2008
(in billions of dollars):

1. ICBC Bank
$206.0 B/ Country: China

2.Bank of America/Merrill
$198.0 B/ Country: USA

3. HSBC
$191.0 B/ Country: UK

4,China Construction Bank
$168.0B/ Country: China

5.JP Morgan Chase
$141.0 B/ Country: USA
& Banlk of China

FeAFiEin WL A imizisa

$123.0B/ Country: China

7.Wells Fargo
$113.0B/ Country; USA

8.Banco Santander
$101.0B/ Country: Spain
9. 'Litigroup

0 T

$598.08/ Couniry: USA

10.Mitsubishi UF.J
$87.0B/ Country Japan

ank Austria 7,26 B
2. Erste Bank/Sparkassen 6,0 B
3.RZB 4.7B
4, BAWAG/P.SK 3,0B
5.0VAG 25 B

Figrre 79.2: The biggest banks in the

“A bank is a piace that wiii ien d you money
if you can prove you don't need it” (US
actor Bob Hope)

“Banks are to economies what souls are
to human hr:-mm:" (Commaon saving of

economists)
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WORKSHEET 3 GLOBAL WARMING

TASK: Find the correct text for the boxas in the graph beiow with the heip of you textbook (Fig. 10.1).

\L. ) more CO,, increased
\ greenhouse effect

@ Ed. Hélzel Daitin Englisn 4
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WORKSHEET 13 : THE FLOW OF MONEY

TASK: Find the correct explanations/ texts for the empty boxes in the picture below with the help of
your textbook.

) Ed. Holzel Do it in English 4

Sonnenberg 2010:103
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English summary

“Englisch als Arbeitssprache” (EaA) is currently a very popular concept of teaching within
the Austrian education system. As aresult, publishers and authors alike have realized the
potential market and thus provide an increasing number of teaching materialswhich is

intended to be used for bilingual teaching.

Concerning the Austrian market, a course book series called Do it in English-Geography is
the only available series which is approbated for the application in Austrian upper secondary
classes. The thesis analyses and evaluates this series via an in-depth analysis. In order to
provide a point of reference concerning other possibilities to design materials for bilingual

education, the Diercke Geography for bilingual classes seriesis aso analysed and evaluated.

In atheoretical part, the thesis discusses the origins and basic principles of CLIL aswell as
some important foundations of subject didactics in geography and economics. In afurther step
the two components are brought into convergence and thus important theoretical principles
are deducted. Additionally, relevant methods of analysing and evaluating teaching materials
are discussed.

The practical part of the thesis constitutes an evaluation of important features of both course
book series and makes explicit the differences in organisation, task-design, the structure of
chapters, the access provided into the content, as well asimplied principles and aims of the

two course book series.

The last part of the thesisis an evaluation which is based on a catalogue of modified didactic
criteria associated with CLIL aswell geography and economics. In the course of the
evaluation it isunveiled that the Do it in English-Geography series shows severe deficits in
realising the high standards of the CLIL paradigm and neglect fundamental principles of
bilingual education as an overall concept. In comparison, the Diercke Geography for bilingual
classes series show a much more considerate design and are clearly superior to their Austrian
counterparts, as far as the realisation of the principles behind CLIL is concerned, although

there is room for minor improvements.

Asaconclusion, the thesis postulates that the Do it in English-Geography books are a set of
materials which insufficiently support effective teaching in a bilingual setting, while the

Diercke Geography for bilingual classes series constitutes a useful basis for teaching CLIL.
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German summary — Deutsche Zusammenfassung

Englisch as Arbeitssprache (EaA) ist gegenwartig ein sehr beliebtes Unterrichtkonzept
innerhalt des 6sterreichischen Schulsystems. Aus diesem Grund erkennen Verlage und
Buchautorlnnen gleichermalien die Potenziale des Marktes und produzieren eine stetig

steigende Zahl an Materialien, welche fur den bilingualen Unterricht gedacht sind.

Im Bereich des Osterreichischen Marktes stellt die Schulbuchreihe Do it in English-
Geography die einzige fur die Anwendung in der Oberstufe approbierte Serie dar. Die
Diplomarbeit analysiert und evaluiert diese Buchreihe qualitativ. Um einen
Orientierungspunkt fir mogliche Alternativen im Bereich der allgemeinen Konzeption von
bilingualen Materialien zu ermdglichen und vergleichend zu arbeiten, wird die Buchreihe
Diercke Geography for bilingual classes ebenfalls analysiert und evaluiert.

In einem theoretischen Teil diskutiert die Arbeit die Urspriinge und fundamentalen Prinzipien
von CLIL, sowie wichtige Grundpfeiler der Fachdidaktik in Geographie und
Wirtschaftskunde. In einem weiteren Schritt werden diese beiden Komponenten zu einer
Konvergenz gebracht und somit theoretische Prinzipien abgeleitet. Des Weiteren, werden

relevante Methoden der Analyse und Evaluation von Unterrichtsmaterialien diskutiert.

Der empirische Teil der Diplomarbeit besteht aus einer Analyse von wichtigen
Charakteristika beider Schulbuchreihen und zeigt Unterschiede in der Organisation, des
Arbeitsaufgabendesigns, der Struktur der Kapitel, der Unterstiitzung im Umgang mit dem

L ehrstoff, sowie der den beiden Buchserien unterliegenden Prinzipien und didaktischen Ziele.

Den letzten Teil der Arbeit bildet eine Evaluation basierend auf einem Katalog modifizierter
Kriterien, welche sowohl mit CLIL asauch mit Geographie und Wirtschaftskunde in
Verbindung stehen. Im Zuge der Evaluation wird aufgezeigt, dass die Do it in English-
Geography Buchreihe erhebliche Defizite in der Umsetzung der hohen Standards des CLIL-
Paradigmas aufwei sen, sowie fundamentale Prinzipien des bilingualen Unterrichts als
didaktisches Konzept vernachléssigen. Im Vergleich dazu zeigt die Diercke Geography for
bilingual classes Buchreihe eine viel durchdachtere Konzeption und ist seinem
Osterreichischen Pendant, soweit es die Realisierung der Grundprinzipien von CLIL betrifft,

Uberlegen, obwohl auch hier noch kleine Verbesserungen moglich wéren.
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Die Conclusio der Arbeit postuliert schliefdlich dass die Do it in English-Geography Blcher
Unterrichtsmaterialien darstellen welche nur ungentigend einen effektiv durchgefiihrten
bilingualen Unterricht unterstiitzen, wahrend die Diercke Geography for bilingual classes
Serie eine sinnvolle und brauchbare Basis fir einen Unterricht gemal des CLIL-Paradigmas

darstellt.
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