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INTRODUCTION

If any word in the English language is hot, buzzaiwgiand finger-snappingly with-it,
surpassing even millennium in both general disemarxl insiderese, that word is
content. Get used to it, because we won't soongatit (Safire 1998).

If we talk to friends, if we read a newspaper, & isten to a song or compose lyric poems
content is being communicated in a myriad of w&ys.speak, we listen, we read and we
write in order to transmit or receive informatiove transmit and receiventent

The wordcontentseems to be an intelligible term for people toingbeir everyday
speech. Certainlygontentis supposed to contain something dependent oexiprisome sort
of environment; [...] where language is involved’ thrordcontentis used in (Halliday
1999: 3). On consulting dictionaries in order tadfiout about the precise meaning of the
word content,definitions such as “[...] things that are insidensbhing [...], things that are
written in a book, magazine, letter, document etcthe list at the beginning of a book or
magazine, showing the parts into which the bookagazine is divided”, “the subject, ideas,
or story that a piece of writing or a radio or teson programme deal”, with are suggested
(Macmillan English Dictionary for Advanced Learn@@02: 300). The Cassell Concise
Oxford Dictionary (Kirkpatrick 1994: 281) refers ¢ontent as “that which is contained in a
vessel, writing or book”, “the amount containedaimixture”, “a table or summary of
subject-matter. Furthermorepntentis described as “[...] the material dealt with in a
speech/text [...]” (Soanes & Hawker 2006: 210). Théo@d Dictionary of English (Soanes
& Stevenson 2005: 373) descrilmmtentas

the things that are held or included in something, the amount of a particular
constituent occurring in a substance, a list ofciepters or sections given at the front
of a book or periodical [and] the material dealthwn a speech, literary work, etc. as
distinct from its form or style [...].

Not only iscontentan inherent feature in real-life situations, bgban the EFL context.

[...]Der Stoff besteht im Fremdsprachenunterricht @psachstoff, Sachstoff und
Verfahrensstoff [...]. Die fremdsprachenmethodisclteratur spricht anstelle von
Stoff oft vom Inhalt, der anzueignen ist (Enter 39200).

Language is used to talk about and grasp contettiem@here is no doubt that content in one
way or another has an encouraging effect on leaiared fosters their motivatiowhatis

being communicated jger secontributing to the learners’ progress rather thawvit is said



(Krashen 1982: 120). The fact that thematiatentis delivered in language learning is still
commonly disregarded in some EFL approaches ankdaagt{Mohan 1986: 1) although a
shift introducing content by means of themes inER& context, a general trend from form-
focused towards message-focused approaches hiwartowardswhat (Johnson 2010: 172),
from linguistic content to thematic content, carréeognised.

It has to be understood thatntentwithin the concept of this thesis is the content o
what is being communicatedpntentthatconstitutes the scaffold of every language act, and
imparts information to increase knowledge one aired to possess for performing language
related tasks in real-life situations. Thasptentmust not be narrowed down to a mere
“global specification” (Martyniuk 2006: 9) of comigace proficiency describing generally
what language learners should be able to do ifotlvelanguage skills listening, reading,
speaking and writirfg This often overemphasises linguistic forms in E&ition, butcontent
ought to be seen in respect of contextualizatidhiwispecific domains and themes that
activate a communicative performance. “Linguistenpetenceleals with...] phonology,
morphology [...] and syntaxas “formal characteristics of a language” thatfion as
skeleton (Martyniuk 2006: 8). Themationtent,however, represents the core of a language
activity as it stores information that is eithece®ed or produced. Hence, having specific
language structures at one’s disposal, knowing tfooput them into practice and verbalise
specific phrases does not necessarily guaranteessfal communication. While a language
learner might be capable to express wishes, oproofiormulate questions, suchlagould
like to haveln my opinion..., Can you tell me ..H&/she might not be able to specify what it
actually is he/she desires, thinks or is lookingsiace he/she lacks content knowledge or
content based lexis. While linguistic patternsaften taught aiming at accuracy without
focusing on thematic content during the course lofear language learning process, thematic
content knowledge seems second choice.

Considering the above — let us call it - “contdiémma”, it seems utterly important
to draw attention to EFL ideology. What types aflskknowledge, competences and above
all - being of particular interest for the thesidfiand- what kind of content is dealt with and
set out in national curriculums heavily relies andguage policies, stakeholders, language
teaching ideologies and EFL teachers. The Austiairiculum for foreign languages at lower
and upper secondary levels of academic schools (BRG®!: 26) for instance has made it a
must to develop communicative competences on this bathe Council of Europe’s popular

framework for language teaching and learning CERL2.

2 “English language proficiency benchmarks” (Lit2@07: 652)



This thesis seeks to illuminate the pivotal roleomtent in EFL and will address the
following research question:

To what extent do the English as a foreign languagmurse bookd nto English 1 and
Prime Time 5 take into account language teaching recommendatioras set in the
Council of Europe language teaching and learning @ ‘Common European Framework

of Reference for Languages’ (CEF 2001) with regartb thematic content?

Chapter 1 therefore deals with content specifications amdmamendations in a European
dimension. The Council of Europe as well as theogean Union regularly disseminate
recommendations regarding foreign language teadmddearning to their member states.
These (including Austria as a member state of bwHEU and the Council of Europe), have
the option of selecting, adapting and implementiregrecommendations in their national
language policy. Any content specifications in gaestrian EFL curriculum adopted in

connection therewith will be determined throughthig discussion.

Chapter 2 provides a multi-perspectival approach towardsdfaition ofcontenton a
pedagogical level and illustrates the shift in aotof this term. This can evidently be
explained due to the transformation of aims ané@ahbjes in various teaching methods and
approaches. A shift of aims and objectives cleabylts in a shift of both syllabus design and
content. Hence, in this chapter also different apphes and methods advocating diverse
amounts of content specifications in various syltgpes are discussed. In adherence to the
content arrangement of syllabi types, chapter 2resron the role authenticity plays within
the EFL context.

In chapter 3thematic content criteria and categories are dhiced since thematic content
rather than linguistic content is considered a mfgous of attention within the present thesis.
A sound reason for highlighting thematic contemieathan linguistic content is the
assumption that linguistic content can be taugtaugh thematic content more naturally than
vice versa, however in order to communicate conspecific language competences are
indispensable. Based on content related recommendah the CEF (2001) a connection

between language competences and thematic conitehewestablished.

After a review of topic related literature on Eueap language policies ahapter 1 and
Council of Europe language tools such as the Thtddtevel (Van Ek 1990) and the
influential CEF (2001), ichapter 3, the latter two shall serve as a basis for an eogbi

analysis of two Austrian English course-bodk$p English 1(Puchta, Holzmann, Stranks &
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Lewis-Jones 2013) arfekrime Time FHellmayr,Waba & Mlakar 2010) in the last chapter.
Given the content specifications and recommendsationa European level it is of genuine
interest if Austrian EFL material developers and_EEBursebook authors respectively, take
them into account, and if so, which themes andctofiiey commonly adopt or neglect. Since
there is no ready-made tool of research methoddloggstigating the impact of CEF’s
specifications on Austrian EFL coursebooks, a nesearch tool to gather quantitative data
based on content related CEF criterions will beettyed and introduced chapter 4.

The last partchapter 5, contains discussion points arising from the tngdi of the analysis of
the two EFL book#$nto English 1 and Prime Timevaith its focus on content juxtaposed to

their “content’s content” and exploring differena@scommonalities.



1. CONTENT- SPECIFICATIONS IN EUROPEAN
POLICY DIMENSIONS

Every language course displays content. Contenhaae many different forms and varies
from country to country, from school type to schtyge, from classroom to classroom and
from coursebook to coursebook. It can comprise gratital, phonologic, morphologic or
topic-based discussions, all of which are onlyiefl@xtract of what types of content exist in
EFL. At the end of the day however, the questiasearwhich content is dealt with in which
situation and for what reason. As stated inltitlduction content is commonly specified in
national language teaching policy legalized by goreental bodies and executed by
educational administrations. Two major Europeaitipal institutions influencing European
language policies are the Council of Europe andEtim@pean Union.

Although countries within the European Union anehmber states of the Council of
Europe (both of which will be referred to in thalsbreviated form: EU for the European
Union and CoE for Council of Europe throughout thissis) are responsible for their
individual language policy, most member states Is®taip their language policies by
following recommendations made by the EU and/oriGb& (Extra &Yagmur 2012: 14)

This is why this thesis will take a closer lookideslanguage policy recommendations and
guidelines of the EU and the CoE in terms of cant€he EU and the CoE have for many
years promoted the importance of language educatigrarticular on the basis of Europe’s
linguistic and cultural diversity. The EU and, iarpcular, the CoE, support the language
policy work of their member countries (BMUKK & BMWZEQ08: 9). More precisely:

The major language policy agencies in these twiitii®ns are théJnit for
Multilingualism Policywithin the Directorate-General of Education andt@na in the
European Commission and thanguage Policy Unibf the Directorate of Education
in the Council of Europe. The work done by thesenages underpins the important
resolutions, charters and conventions producethéydspective bodies (Extra &
Yagmur 201214).

Austria, as a member state of both the EU andfeegovernmental CoE, has also taken
account of language policy suggestions and recordatems from the EU and the Language
Policy Unit of the CoE.



1.1 The Council of Europe

Within the discussion of European content recomragods, the CoE can by no means be
left aside as it constitutes the big language gglayer in Europe. The CoE is an
intergovernmental organisation that is concernddnty with human rights and socio-
political matters, but also with language and etlanamatters.

The CoE emphasises the great importance of plguafism as a tool for “linguistic
tolerance [and] an essential element of intercalteducation” (Beacco & Byram 2007: 17-
18). With linguistic diversification being the prity in language education policies, it is
interesting that only Estonia, France, Poland, R@at Romania, Switzerland and Austria are
reported to have two foreign languages compulsbbptn the lower and the upper secondary
level Extra & Kutlay 20129). Cullen, Cullen, Maes and Paviotti (2009, liave analysed
Europe’s policies omultilingualism in 2008 and state “that there i stgnificant
reluctance or resistance with respect to addititarjuage learning — apart from learning
English”. Only one European in five is reportecban additional language learner,
according to Cullen’s study.

The CoE (http://www.coe.int/t/dg4/linguistic/Divesi_EN.asp, 5 April 2014)

[...] promotes linguistic diversity and language heag in the field of education [....]
carried out within the framework of the Europearit@al Convention, [...]. The
Language Policy Unit [...] implements intergovernnamhedium-term programmes
with a strong emphasis on activities and toolsufgpsrt policy development. The
Unit’'s programmes are complemented by those oEtirepean Centre for Modern
Languages (ECML - Graz, Austria) with a particdtacus on implementation of

policy.

Even though the language policy of the CoE maiobuges on promoting plurilingualism, it
has also been supporting its 47 member states rehadividually responsible for their
national language policy, in planning foreign laage curricula through reference books such
as the communicative language teaching rel@tedshold LevelVan Ek 1975, 1977gnd its
updated versioifhreshold 199@Van Ek & Trim 1991) and since 2001 its widely dse
Common European Framework of Reference for Langudgmarning, Teaching, Assessment
(CEF 2001)meant to make language teaching more transpardrtarerent throughout
Europe. In 1975 and 1977 the CoE published its diggtion of the Threshold Level” written
by Van Ek and “Waystage English” by Van Ek, Alexandnd Fitzpatrick. Both publications
offer an explicit account of European learning obyes and a clear outline of themes and
sub-themes, which will be further elaborated omiaésed irchapter 3.1on the basis of the
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revised “Threshold Level 1990” by Van Ek and Trit®91).

The use of the CEF was officially recommendedh®rmember stategxtra & Kutlay
2012:16) in order to organise the countries’ languadeigs, language learning and
teaching (Little 2007: 647). In the field of langgalearning and educational matters, the
CoE’s contributions are developed at two institutissLanguage Policy Division in
Strasbourg and the European Centre for Modern Lagegi(ECML) in Graz.

Most of its 47 member stafdsave adapted their national language policiesidinb
curricula and standards to its recommendations (CoE

http://www.coe.int/en/web/portal/country-profile&l March 2014), especially to the CEF.

The recommendations are, as the term already immidy suggestions and provide advice to
every member state, but are binding interventiats the countries’ educational policies
(Little 2007: 647).

Apart from the CEF, a further valuable tool devibgdhe CoE is the European Language
Portfolio which includes a language passport, laggudossier and language biography
(http://www.coe.int/t/dg4/education/elp/ 23 Apr24).

1.1.1 The CEF

In the field of language pedagogy, the significaotthe CEF cannot be ignored. The CEF
was devised by the CoE in 2001 and “provides a combasis for the elaboration of
language syllabuses, curriculum guidelines, exationg, textbooks, etc. across Europe”
(2001: 1). In addition to that, the CEF (2001: figrs a description of which skills and
knowledge language learners have to learn in dodirckle problems and “be able to act
effectively”. The CEF contributes to Europe-widansparency of assessment and curricula,
as well as to the enhancement of mobility (Alder80687: 660), meaning the facilitation of
learners moving to different countries within thid.E

It should be noted however, that the CEF, beingl@ydocument, pursues political
objectives based on the aims

* [tJo equip all Europeans for the challenges ofnistBed international mobility
and closer co-operation not only in education,ureltand science but also in
trade and industry.

* [t]Jo promote mutual understanding and tolerancepeet for identities and

3 Albanig Andorrg Armenig Austrig AzerbaijanBelgium Boshia and Herzegovin®8ulgarig Croatia Cyprus
Czech Republi®enmarkEstoniaFinland France Georgia GermanyGreeceHungary Iceland Ireland Italy,
Latvig, LiechtensteinLithuanig LuxembourgMalta, Republic of MoldovaMonacq MontenegroNetherlands,
Norway, Poland Portugal RomaniaRussian FederatipBan MaringSerbia, Slovak Republic, Slovenia, Spain

,Sweden, Switzerland ,"The former Yugoslav RepubliMacedonia”, Turkey, Ukraine, United Kingdom
7



cultural diversity through more effective intermatal communication.

* [tJo maintain and further develop the richness diversity of European cultural
life through greater mutual knowledge of nationad aegional languages,
including those less widely taught.

* [tJo meet the needs of a multilingual and multiovdil Europe by appreciably
developing the ability of Europeans to communiaeite each other across
linguistic and cultural boundaries, which requisesustained, lifelong effort to
be encouraged, put on an organised footing anddethat all levels of
education by the competent bodies.

* [t]o avert the dangers that might result from trergmalisation of those lacking
the skills necessary to communicate in an interadéiurope (CEF 2001: 3-4).

Clearly, the above-mentioned statements advocateanintercultural respect,
plurilingualism and cooperation between econondacational and political institutions.

If the Austrian curriculum for academic upper sedamy education is based on CEF
language teaching and learning recommendationghwhclude guidelines on content, we
must commit ourselves to take a closer look at GEEyggestions on the topic of content. Is it
only about linguistic components such as “formg.(eonjugations), structures (e.g.
interrogative sentences) [and] lexis (e.g. wordifi@s)” or does it include “language acts
(e.g. complaining), themes (e.g. young people)asscripts (e.g. going to the cinema)”
(Beacco, Byram, Coste & Fleming 2009: 31) too?

Unfortunately the CEF does not offer a clear deéin of content in the context of
language learning. To cite a few examples: The €#ts to content by suggesting “The
planning of language learning programmes in terfijs ¢ their content” (CEF 2001: 6), by
emphasising the importance of “the definition oftemt” (2001: 7) and by “understanding
course content” (2001: 14), by mentioning “CourndiEurope content specifications” (2001:
17) or by making the learners capable of “dealinidp wveryday situations with predictable
content” (2001: 34). However, scanning the CEF iigadly for “content”, the significance
which the CEF attributes to EFL content becomedenti It is the CEF’s description of
objectives, tasks and competences that may reveahéaning of content in the context of the
framework. It is when stating the importance of ¢batext in which language is used that the
CEF brings content into play. Choosing content famnch for a communicative act largely
depends on the particular situation (CEF 2001: B1y.the CEF’s first indication for a
distinct difference betwedonrm andcontent There, among objectives and methods, content
is described as a third field for which the CEFvdes clear descriptions intended for
planning language learning programmes, includiograent syllabus for assessments (CEF
2001: 1,6).



Turning to thematic content, the CEF suggests com@teeas such as the four domains (2001
14-15) which will be elaborated on @hapter 3.30f this thesis. Apart from the content areas,
one can identify other areas related to themaintesd. These other essential areas of content
are firmly rooted in General competencessuch as knowledge of the world, intercultural
and sociocultural awareness, &gmmunicative language competentesich as
sociolinguistic competences (CEF 2001: 108-131)wificbe dealt with in bapter 3.4

In its chapter on “Content coherence” (CEF 2001tB8)CEF refers to “functions,
notions, grammar and vocabulary” collectively asteat, responsible for the ability of
“performing the communicative tasks”. Astonishingtye CEF makes no explicit mention of
content matter in this passage of the framewoskddtscriptions of communicative tasks on
Reference Level B1 (the very level the course barwddysis in part 2,l@apter 4of this thesis
is related to), reflecting the Threshold Level asik level of the Independent User Level (B),
however, provides an indication of knowledge ofteotmatter being involved. In order to
tackle problems in everyday situations, such amsdns on public transport, arranging a
holiday or in order to communicate on familiar tresnpass on facts or describe one’s health
biography (CEF 2001: 34-35), knowledge of gramreardacessary, but also thematic and
topical knowledge. Despite these clear signs ifdB€& about the importance of the
interaction between language forms and thematiteconteaching grammar for its own sake
still seems to be in use as shown in the follovargmple: having in mind CEF’s impact on
many a national curriculum and accordingly on E€&ching in the classroom, it is
astonishing that the ECML Research and Developmegart on“An Introduction to the
Current European context in language teachirigoldizsar 2003), although intended to
relate its teaching suggestions closely to theriigsiin the CEF, seems to ignore the area of a
thematic content in theBelf-reflection checklisTeaching content in this publication mainly
consists of grammar (Boldizsar 2003: 71-72). Itvays a message that is by no means
contentoriented, but traditionally accepted: Teachers tdach along CEF’s
recommendation may see linguistic forms as sugpotearners to perform a communicative
task with more accuracy, but based on thematiomcal content.

Moreover, the CEF (2001: 43-44) raises teachersramess of the importance of
informing the language learners not only about vidiaguage act they should be able to
perform, but what they ought to know and urgestalkeholders to be concrete when it comes
to the “the content of texts, exercises, activjttests, etc.”. This also includes letting learners
on a regular basis know their state and goal oeaelment during the course of language

process by referring to the six levels of achieveintleat are said to cover the learning space
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and necessary content for the average Europeareteair different stages. Graded content for
the independent user (B1) for example is providétimthe Threshold LevelCEF 2001.:

23)",

Figure 1: CEF’s 6 broad levels of the learning spacrelevant to European language
learners (CEF 2001: 23)

A B C
Basic User Independent User Proficient User
7 /N / Y
2\ /N /N
/ / \
Al A2 Bi B2 C1 c2
(Breakthrough) (Waystage) (Threshold) (Vantage) (Effective (Mastery)
Operational
Proficiency)

Using CEF's list of questions meant for text beakers, teachers and examiners, one may
become aware of the EFL situations when contenesanto play, even though CEF — once
again — fails to tell us concretely what it meagpsbntent: Questions such as “Can | predict
the domains in which my learners will operate [..[]2] What themes will they need to
handle?, [...] What knowledge of the world or of drestculture will they need to call on?
[...]” (CEF 2001: 44) will raise our awareness ofrtfaic content being involved when
dealing with domains, knowledge of the world, knegde of another culture and themes as

described in more detail chapter 3of this thesis.

1.1.2 Intercultural and Learner-Oriented Content

It can be stated that the Language Policy Divisibthe CoE has been largely influencing
the language policies of governmental and non-gowental organizations especially
since its measures were set out in Recommendato(88) 18 in 1982: The measures

ensuring the access to the knowledge of the largguafjother member states
including communicative skills, using languages doderstanding life and
cultural heritage of other people and peoples djectives that are valuable, realistic
and based on the learners communicative needs ativhtion (Boldizsar 2003: 9-
10)

can be related toontentor, to be more precise, to knowledge of speciiatent areas.

All the CoE’s publications are meant to

4 for further insight seehapter 3.1
10



[...] invite the governments of Member States] {o.implement sets of measures to
promote the acquisition of language skills by emaging the use of foreign languages
for the teaching of certain subjects, to facilitifielong language learning, and make
linguistic diversification the priority in languagelucation policies [...] (Council of
Europe 2007: 33).

Contents of language teaching and learning in cdsopyeducation should be learner-
oriented and chosen on the basis of “[...]theie ialintercultural education [and] [...] in
education in democratic values and the creati®ooial cohesion and solidarity” (Council of
Europe 2007: 97-99). Considering the aforementigudits, it is evident, that the
recommended content shall focus on cultural arglistic diversity using language for
understanding cultural heritage and life.

Linguistic variety can even occur in the classratself and is considered as a further
content-related recommendation in the CoE. The @0B7: 52-53) argues that “prior [...]
language biographies should be taken into accamtifferent language biographies shape
the approach to content-matter. For example tHeviotg linguistic varieties might occur in
an EFL classroom: Learners who speak English asrtiteher tongue or first language.
“Mother tongue”,asdescribed in the Council’'s Guide (Council of Eur@@®7: 51) is “the
corresponding everyday term which, however, hasctiffe connotations such as family and
origin that are not present in the tefinst language’ There might be classroom situations
with learners with English as their second languégig. learners who have acquired English
through bilingual parents or learners who havedivean English-speaking environment for
some time) and, most commonly of course, constafiatof English as a foreign or modern
language subjett

There might also be students - with regard talthgear of academic secondary
schools, upper level of'lyear of vocational higher education colleges (BVEBR3: 2) who
have a better competence in another foreign laregtieg English (e.g. French, Italian) due
to different school demographics. Teachers of Bikdutd therefore consider if they are to
teach English as the learners’ first or seconddoranguage as differing English language

biographies should be taken into account (Couriddusope 2007: 52-53) when setting

> The termforeign or modern languagés often used [...] to refer to linguistic varietig® teaching of which is
offered essentially in schools. Unlike the secoadglages present in the environment, there mayese |
motivation to learn so-callefdreignlanguages in that learners are not in contact thitse varieties, or only in a
virtual or limited fashion (cinema, television, igsto the country where it is used, etc.). Theyrigerefore
have little awareness of their needs as regardsgioianguages, which they see as ordinary schdmkests
where what matters is not always actual acquisitiobhappraisal (tests, examinations) certifyingi@sdment
(Council of Europe 2007: 52).
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individual achievement tasks. This may mean apglynore independent learning strategies
on more complex, content-related texts and langtesdes on a higher proficiency level also
for learners of English as their first foreign laage in contrast to learners of English as their
second foreign language. For the latter, schoalala should either settle for a less
demanding language proficiency or install pedagalgievices that help to catch up with
students whose first foreign language is Engligte Touncil of Europe suggests to rethink
the possibility of “peer teaching” (CEF 2001:144jen discussing the role of EFL teachers
and learners. Admittedly this methodological advies little to do with the topicontent

itself, yet one may consider this thought-provokimgulse and engage advanced learners as
teaching assistants to communicabatentto less advanced learners.

A further recommendation by the CoE (2007: 9748&)pntent relating to “the
usefulness in the medium term”. Language learreyald be provided with contents that
correlate with educational usefulness, medium t&ms, students’ age and proficiency level
rather than with contents that put their focus oalg far in the future. It is not obvious,
however, whether these recommendations as to #falness in the medium term in the
Language Policy Guide 2007 of the CoE refer tonstitutional or pedagogical perspective,
whether they refer to a successful accomplishmieaxams or to achieving language
competence for the world outside school.

With reference t@ontentthere is another message from CoE’s LanguageyPolic
Guide 2007: The choice of contents for languagehieg and learning in compulsory
education (including year one of academic uppeorsgéary school level) depends on learners’
language needs that are not really identifiablfiatstage yet. It is argued however, that
contents should also be chosen on the basis af ftheediate [...] value for motivating
learners” (Council of Europe 2007: 97).

The ontentdealt with in the language classrocan offer a substantive motivational
factor for the language learner if the themes ses@vant and interesting to them (Snow, Met
& Genesee 1989: 202). The CoE (2007: 99) recommigradScontent should be chosen by
individual students depending on [...] [their] intsr@and motivation”. In equal measures
“[...] courses should focus [...] on themes [...] or cu#tl activities [...]” (Council of Europe
2007: 99). The CEF (2001: 166) states similarly]‘fiigh level of motivation to understand
due to personal interest in the content will helgustain the learner’s efforts [...]".

According to Snow, Met, Genesee’s (1989: 202), GGE007: 99) and CEF’s (2001: 166)
suggestions, content and related tasks shoulddsentfrom a motivational point of view.

However, one may assume, that nationally set lagggaals and standards for competence
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levels, leave little margin for EFL teachers foboking content based on the individual's
needs and interests. If national curricula weredas a “social issue and not a matter of
exclusively technical decisions (pedagogical oadiat)” (Council of Europe 2007: 100),
learning languages would become more student-edeven more so if language learning
could be
conceived and organised as leisure activities,sgsufocusing on themes (friendly
relationships) or cultural activities (cooking, €ma, team sports [...]) [...] the

necessary linguistic competences can be iden@ftedrding to choice of activity
(Council of Europe 2007: 99).

From this statement one can dedtiwdcontentin this context has two different meanings:
On the one hand content referghiematic or topicamatters, while on the other hand, for
receptive, reproductive or productive communicatmntent refers to lenguistic know-how.

1.1.3 Content, Language Skills and the Place of Gmamar

Since CEF’s suggestions for foreign language teagcand learning have been adopted by
many European Council member states including Agtre language aims are
communicative competences that should also indiudetional and humanistic elements in
the form of reflecting on one’s own cultures (Beadsdyram, Coste & Fleming 2009: 5). The
approach should be action-oriented “basing langeaghe performance of communicative
tasks and on language communication” (Goullier 2@)7 According to the European
Council Guide for the Development of Language EdaoaPolicies in Europe (Council of
Europe 2007: 100),

care should [...] be taken to diversify teaching mdthin such a way as to take into
account [....] [that] level C learners are morelykto want grammatical explanations
or explanations of precise language questionshkgmners (level A) and prefer more
analytical methods.

This is an increased emphasis on the notion thatdéRtents, especially within an
academically oriented language curriculum, shooltrise both linguistic components for
grammar awareness and correct use of grammar imoomation (CEF 2001: 108-130) in
combination with content arising from themes orn¢epvith reference to various domains
(CEF 2001:14) and general knowledge areas (CEF:2@11108). Barnes suggests that
foreign language competence should allow learrers t

[...] consider not only what one knows but how onewas it, to consider, that is, the
strategies by which one is manipulating the knogtednd therefore to match the
strategies more closely to the problem (Barnes 1906
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In order to understand content-based informatieeems essential to understand or to deduce
the meaning of lexis. If a learning activity foraample, aims at the skill of reading a text on a
specific topic, understanding details, and commatimg its content to others, then learners
should be familiar with “careful reading strategi@Sassner, Mewald & Sigott 2007: 9-12).
They should be able to know or deduce meaning ofisvand phrases, know grammar forms
and structures in order to communicate their figdiinformation on content) to others with
reference to their level of communicative competetis implicates that beyond topical and
linguistic content, learning strategies for cargyout language-skills-oriented tasks constitute
yet another area of content in EFL teaching anchieg. This proposal is given support by
Fleming and Little (Fleming & Little 2010: 12). Fleng & Little (2010: 12) state that one of
the roles of thé&uropean Language Portfolig reflecting on one’s “mastery of content and
skills development”. Language becomes the meaaxXchanging knowledge and the

instrument for raising awareness of its forms anacsures (Fleming and Little 2010: 12).

1.1.4 Learning versus Acquiring Content

One should also point out that it is generally assdi that very young children acquire their
first language and mother tongue respectively, spmously and effortlessly including
grammar and lexis. According to Flemindslicy Forumdocument (Fleming 2010: 5)
however, not even the competence in one’s firgjuage can be acquired naturally once the
goal is to reach a language level of pre-acadeomtpetences. Thus, EFL students at
Academic secondary school, upper level in Austii@\are supposed to reach the CEF’s
competence level B1 after year 1 and are to fitllél B2 requirements set for the
Matriculation exam at the end of their academioadary schooling, “may need to be
explicitly taught” and must study (e.g. languagenfs, lexis, content) unless the students
have a “privileged linguistic background” (Flemi@@10: 5). In other words, knowledge of
thematic contents on a higher pre-academic levitlércourse of the foreign language
learning process will —similarly to other elemeatdanguage - not be acquired naturally, but
gained by using various means of learning straseiipat include skill strategies for
understanding, storing and communicating cont&otimation.

When it comes to perform a communicative task weshearned that this includes
both thematic content and linguistic forms. Anderaically structured secondary school will

of course devote both attention on general compegron content within the domains, on
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knowledge of the world, but also on formal aspetianguage as the latter are considered,
too, when it comes to grading students’ performaniethe students were able to gain a
“cognitive access to routinized knowledge of lirglid forms, it would free the learners to
deal with content” (CEF 2001: 162).

1.2 The European Union and its Recommendations ono@tent

The EU is, besides the CoE, the other big play&urope in promoting language education
policies. With its 28 member states, similar to @&~ of the CoE, the EU elaboratéd
European Reference Framewogdooling life competences, a tool for policy makers
education providers, employers, and learners thieeselhe underlying idea was to set
common goals for the Union (The European ParliaraadtThe Council of the European
Union 2006:12-13). In the joint ‘Recommendation0By ‘The European Parliament’ and
‘The Council of the European Union’ EU Member S¢atesre recommended to

[...] develop the provision of key competences 1baa part of their lifelong learning
strategies, including their strategies for achigwiniversal literacy, and use the ‘Key
Competences for Lifelong Learning (The Europearidaent and The Council of the
European Union 2006: 11).

Compared to the CoE, the EU attributes an equahisealtural and educational importance
to languages (Little 2007: 647) and also positiomstent-matter revolving around
plurilingualism at the centre of language learnifilgis (European) Reference Framework
contains goal descriptions of knowledge, skills atidudes for 8 different competences. Two
key competences relate to language learning: “Connration in the mother tongue [and]
communication in foreign languages (The Europeahdd@ent and The Council of the
European Union 2006: 13).

Relating to communicative competencesi@y Competences for Lifelong Learning.
A European Frameworthe European Communities refer to the significasfoaulture-related
topics and themes implying that other foreign laaggs should be acknowledged and their
cultural characteristics be compared to the langlearners’ own (European Communities
2007: 5). In order to prepare them for appropriateraction in both oral and written form,
the necessity to provide a variety of societal ert#, such as being at home, in an
educational or occupational setting or free-tinteagions, is emphasised. Furthermore, the

framework recommends that
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competence [...] requires knowledge of vocabularyfandtional grammar and an
awareness of the main types of verbal interacti@hragister of language. Knowledge
of societal conventions, and the cultural aspedtvamiability of languages is
important (European Communities 2007: 5)

Even though in direct comparison with CoE’s CEFEheframework contains strikingly
fewer tangible descriptions on thematic contenteathing a foreign language, broad
outlines of thematic content areas are set: Suekwdtural and societal fields (home,
education, occupation, cultural conventions). Aldimgse content areas communicative

language competences should be developed.

1.3 Implications for Austria’s Language Policy withregard to Content

According to the Austrian Language Education PoRegfile (LEPP) Austria has

successfully developed a language policy for schtwt is likely to set effective language
education plans that are in accordance with recamdateons and conventions of the CoE and
EU (Carnevale, de Cillia, Krumm & Schlocker 2008).2Not only does the Austrian
curriculum apply the reference levels of the CEWamtify achievements and skills applied,
but also do the

Austrian curricula pay attention to the promotidmplurilingualism, the recognition
and use of diverse ethnic minority languages (ihidg the languages of Austrian
minorities), and the enrichment that comes thraaggrcultural contacts as well as
through linguistic and cultural diversity (Carnexatle Cillia, Krumm & Schlocker
2008: 77).

It is emphasised, that the increased mobility, Gpaan dimensions”, the positive aspects of
foreign languages on occupation and industry, magonal relations and transnational ability
to work and study shall be emphasised in foreigguage teaching (BGBI 2004: 23).

BIFIE, Austria’s Institute for educational researginovation and development and in charge
not only of designing and organizing E8 standaulizsts (after school-year 8) but also the
nationwide Matura exam in English as a foreign leage at the end of academic secondary
school upper form, state on their special website:

Im Zentrum des Konzepts der standardisierten koemzetientierten Reife [...]-
prufung steht das im Lehrplan vorgegebene ZielRdemdsprachenunterrichts, die
Schiler/innen beim Erwerb jener Kompetenzen zuefiirdmit denen sie elementare
kommunikative Anforderungen des gesellschaftliched beruflichen Lebens in der
jeweiligen Fremdsprache erfullen konnen. [...] Grawgd fir den geltenden Lehrplan
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ist der Gemeinsame europaische Referenzrahmermféaclsen (GERS) (BIFIE
https://www.bifie.at/node/78 , 4 April 2014).

In other words, the recommendations by the CEF (@8H.), promoted, initiated and
disseminated by the CoE to its member states onldwoguages should be taught, learned and
assessed, have been adopted by the official Andarguage policy authorities, thus proving
the crucial and decisive role of the CoE and itgleage department amidst the large
European society with its enormous linguistic dévisr

As pointed out by BIFIE_(https://www.bifie.at/nd@8 4 April 2014), for meeting the
requirements of the CEF-level B2 at the end ofatedemic secondary school, upper level,

students should be capable of expressing themsaheeslear and detailed manner on
familiar topics related to the personal domdamsily, friends, spare time, public sector such
as shopping, travelling, entertainment, schatlwork With these requirements, EFL
teachers are already made aware that thematicrntdrds its place within the national EFL
curriculum. All the content areas mentioned abaesbased on suggestions in the CEF and
will be referred to in more detail in the coursetué thesis. Considering the importance of
the final examination at the end of upper secondduncation as matriculation standard for
tertiary studies, test strategies and content-bkisedledge should be addressed at an early
stage in order to approximate to the standardipetpetency-based exams. BIFIE itself

suggests:

Um Kandidatinnen und Kandidaten eine optimale Vogtheng auf die standardisierte
kompetenzorientierte Reife- und Diplomprifung imdiebenden Fremdsprachen zu
ermdglichen, sollten die zur Anwendung kommendestiiethoden im Unterricht
frihzeitig thematisiert werden (BIFIE https://ww\iib.at/node/78,4 April 2014).

Examining further the “Bundesgesetzblatt der Rejpubsterreich” (BGBI) (2004: 22-25) to
find out about concrete hints towards content-mattéhe Austrian curriculum for foreign
languages there certainly are recommendationseo€tdE and EU traceable, for example:

« “Handlungsorientierte Fremdsprachenkompetenzw#éin private, occupational
and social contexts in order to foster the studeoisial skills

* “Interkulturelle Kompetenz”, in which cross-cultlitapics are discussed to enhance
students’ understanding and appreciation of varaaltsires, lifestyles and customs
free of stereotyping

* “Erwerb linguistischer Kompetenzen”, pronunciatioripnation, grammar and
vocabulary shall approximate the language leamérd foreign language,;
authenticity plays a decisive role in foreign laaga teaching, preparing the language
learner for real-life situations
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« “Erwerb soziolinguistischer Kompetenzen”, to ragseareness of different varieties,
dialects, accents and register; language learaars how to react adequately in
specific situations with different interlocutors

When it comes to a concrete specification of dosydamguage and communicatippeople
and societynature and technologygreativity and arthealth and movemeate listed (BGBI
2004: 23); these domains are of varying compleXihey differ from the CEF domains with
one exceptionPeople and societyay be assigned to CEF’s Public domain. There is,
however, little conformity among the other Austramriculum domains with the personal,
educational and occupational domains of the CEFs ftakes you wonder why, recalling the
fact that on one hand the Austrian EFL curriculurorggly recommends teaching on the basis
of the CEF, it on the other hand neglects neatlthal CEF domains, but one.

Even though the Austrian curriculum additionaibtd several themes suchlasne,
family, restaurants, shops, culture, sports, gladzlion, education, leisure, attitudes, values,
media, professions, literature, music, lifestyleyisonment and schoalpon which to base a
variety of communicative tasks (BGBI 2004: 25-26gy are not in any way near to the
systematically structured thematic areas of the ,@Bategorised into ‘domains, themes,
external situations, world knowledge, sociocultlmbwledge, intercultural awareness and
sociolinguistic competences (CEF 2001). Considettiegfact thathapter 5in this thesiswill
be dealing with a thematic content based analydiglish course-books for Austrian
academic secondary schools at the proficiency Btethe B1 competency description in the
BGBI (2004: 27), adopted from the CEF (2001: 34&129 ), yields further answers as to
which thematic content should be covered. Accordiintihe Austrian national curriculum for
the secondary schools' upper lewsintentshall be based on

[...] vertraute Dinge aus Arbeit, Schule, Freizpit], aktuelle Ereignisse und tber
Themen aus ihrem (Berufs-und) Interessensgebiet Gefihle und Winsche [...],
Themen des Alltags wie Familie, Hobbys, Arbeit,98@i, aktuelle Ereignisse [...],
Traume, Hoffnungen und Ziele, Meinungen und PlakEeen [...] (BGBI 2004: 27).
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2. THE NOTION OF CONTENT IN THE EFL-
CONTEXT

Defining the notion otontentin EFL- circumstances is fairly challenging aneéslmot yield

a clear-cut answer. The reasons for this can oéythe found in the course of history of
foreign language teaching and learning. Foreiggudage teaching and learning have
undergone major changes throughout the last dec@tiesis due to an increased demand for
English initiated after World War Il that was inggably linked to greater mobility, increase
in trade and international commerce, immigratiod expansion (Richards 2001a: 23-24).
These transformations certainly had implicationdamguage learning inasmuch as new
methodologies were required to meet the learnemsds. Various foreign language teaching
and learning-oriented approaches, methods andtskiting activities have been adapted to
meet latest research findings and theories ondgor@inguage acquisition and learning with
due regard to more precisely stated competencegfolanguage learners should be
equipped with (Richards & Rodgers 2002: £-3)

Considering the definitions mentioned in th&roduction the meaning of the term
contentseems to be straightforward, namely that sometisingcluded within a certain
collection and dealt with. Ways of definiegntentin an EFL context appeared already in the
1960s, when Mackey (1965: 11) differentiated betwamtentas “what is being talked
about” and the mode of communicating and expredsiagubject matter. As a speaker of the
target language, one decides about which subjeitentbe discourse revolves and in what
way. Similarly, Ur (1996: 175) distinguishes tw@&g of content in language courses,
namely metalinguistics, “the language itself (iterpunciation, grammar, how to read it, etc.),
and the ideas, or subject matter which the langisagsed to express”. Fairly similar to Ur’s
suggestion, yet extended to a third option, Celegeid and Olshtain (2000: 187) point out
thatcontentencompasses, “linguistic [...], thematic or situaéb]...], and subject-matter
content”. They state that linguistic content foauea linguistic theory and language content
and consider “notions [...] and [...] functions as Key elements in identifying language
content [...]” (Celce- Murcia & Olshtain 2000: 18&).the thematic or situational content,

themes and topics are discussed which should fsstdents’ cultural background and

® Approaches are philosophies of and views abougjiage learning which allow for a variety of indivi
applications (Richards & Rodgers 2002: 245). lcdiées how people acquire their knowledge of tingleage
(Harmer 2001: 78). Methods, on the other handreftections on approaches and the level in whieoth is
put into practice according to specific rules (Riads & Rodgers 2001: 245).
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increase their motivation (ibid. 2000: 188). Subjeatter content, known as content-based
instruction or CLIL, focuses on the “acquisitionksfowledge and information via the target
language” (ibid. 2000: 188). This means that tinglenge learner uses the language in
question to acquire knowledge. The target langudthéherefore be learned primarily as
“natural by-product (ibid. 2000: 188). McGrath (30138) notes that content can refer to
“topics, contexts [and] cultural referenced”. Réjeglanguage as contemats content,
Richards and Rodgers (2002: 204) present the tenmaferring “[...] to the substance or
subject matter that we learn or communicate thrdagbuage rather than the language used
to convey it”. Comparing innovative language clasge"stereotypical” ones, the content in
the latter emphasises the language skills thabeireg taught. Moreover, the terminology of
contentis fairly misleading sincanguage as contemats opposed tmpical/thematic content

is both referred to under the umbrella texomtent While language as contenor let us also
term itlinguistic contentjs a holistic description embracing grammar, motpgy,

semantics, phonology and the like, topical/themadiatent revolves around a particular non-
language topic.

Before a different variety of perspectives on cahte EFL will be illuminated, it
needs to be clarified in what manner content iisalfetermined in EFL. There are indeed
specifications as to which content is suggestdabtdiscussed in EFL settings, outlined in a
syllabus or laid out in curriculum. The ever-champgtrends in EFL clearly have had
implications on content specifications. Hence, mber of syllabi and curricula have

emerged.

2.1 Content and Syllabus Design

Taking a closer look at the ToC of various boolsitka textbook, a teacher’'s manual or a
reference book, one is introduced to the contantil&ly, when looking at a course syllabus
and curriculum in EFL, course content is preserBed.what precisely is content in EFL and
how is it arranged in a syllabus or curriculum?defthe content specification of a syllabus
and curriculum will be elaborated on, a brief foomsterminology shall provide clarity about
the two terms “syllabus” and “curriculum” since yhare often perceived as the same.
EFL courses are based on a specific syllabusfatits on a specific content in a

specific context (Ur 1996: 176). A syllabus detares content and objectives throughout a
language course (Nunan 1988: 6; Harmer 2001: 2@HiaiRls & Rodgers 2002: 25) and is
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concerned with the principles of content selectiod grading (Nunan 1988: 5; Nunan 1989:
15). Likewise, Widdowson (1990: 127) describesliabys as a

[...] specification of a teaching programme or pedag@agenda which defines a
particular subject for a particular group of leamé&uch a specification not only
provides a characterization of content, the forpaion in pedagogic terms of an area
of knowledge or behaviour, but also arranges thirgent in succession of interim
objectives.

In straightforward terms, one can conclude thdabyldetermine the course content and the
key elements covered in a method or approachnibtieworthy, that a syllabus by no means
limits itself to course content alone, but oftecdrporates aims, objectives and
methodologies (Johnson 2010: 216).

Other than a syllabus, a curriculum embraces dpatidns on a larger scale.
According to White (1988: 4), a curriculum is “ttagality of content to be taught and aims to
be realized within one school or educational systénturriculum incorporates the activities
and experiences involved in language learningyriggnisation and processes that shape aims
and objectives of the course which again determangzecific syllabus (Nunan 1988: 3;
Richards 2001a: 3). A curriculum, therefore, ow@tiri the needs of a group of learners, [...]
aims and objectives for a program [...], an apprdpr&yllabus, course structure, teaching
methods, and materials [...]” (Richards 2001a: 2cdntrast to a syllabus, in which items are
enumerated and graded in an adequate sequenaecalam incorporates not only the list of
items covered, but also administration of spe@tiacation programmes and how items are
organised, implemented and evaluated (Harmer Z08H). Therefore, one can assume that a
syllabus is a subordinate element of a curriculRnct{ards 2001a: 2). According to Stern
(1984: 10-11) the difference between curriculum arsyllabus is their

content, structure, parts and organisation, [...]tvitn@urriculum theory is often
called curriculum processes, that is curriculumedi@yment, implementation,
dissemination and evaluation. The former is coregmith the WHAT of curriculum:
what the curriculum is like or should be like; taéer is concerned with the WHO and
HOW of establishing the curriculum.
Celce-Murcia and Olshtain (2000: 185) issue a alescription of either terms stating that a
curriculum is concerned with “the goals, the rasilen and the guiding principles for language
teaching [...]”, while a syllabus is concerned wiftrdnslating] these guiding principles into
specific goals, content, and activities to be earout in a particular, and well-defined
context”. Celce-Murcia and Olshtain (2000: 185)uarghowever, that both terms are

concerned with the same principles only differinglegree.
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This is where methods and approaches come intogsldlyey display various content
specifications mirrored in syllabus types. Througiitbe past decades, language teaching has
been characterized by considerable change andatinos yielding novice methods and
approaches. Common to each method and approatimeararious principles they
incorporate. They differ from each other in terrh&tloe relevant language and subject matter
around which language teaching should be orgararddhe principles used in sequencing
content within a course” (Richards & Rodgers 20f5). This means that every method and
approach decide on the subject matter covered whtta of a language programme”, and the
methodology, “the how” (Nunan 1988: 6). Methodol@apes the content-selection that is
used in an EFL course and content that is dedit @attainly determines the syllabus one
adopts (Yalden 1984: 14; Richards & Rodgers 208).: Rrawing a clear distinction between
syllabus and methodology is rather challengingpas needs not only to specify both the
content [...] and the tasks [...] but also to integthtam” (Nunan 1989: 15). One can
conclude that the difference between methodologlysstiabus design is that the latter is
concerned with the selection and grading of conw®hile methodology determines the
selection and sequencing of learning activitiesctvis a set of teaching devices and
students’ activities and tasks (Nunan 1989: 15)aBirefer to the results of language
learning, while methodology focuses on the procefisat should generate the latter (Nunan
1988: 11). These course content specificationsl@t@ermined in a course syllabus or
curriculum. Widdowson (1990: 124) does not approivmethodology as part of a syllabus
and hence draws a distinction between the two qaac®n the one hand, a syllabus is
confined to content specifications, on the otherdhaethodology “realises this potential by
mediating activities” (Widdowson 1990: 124).

It is apparent that there is justification for difént definitions of the terntarriculum
andsyllabusrespectivelyNevertheless, considering the fact that the twmseare still used
as synonyms, especially in applied linguistics (daim 2010: 215), and that both terms are
concerned with the same principles only differinglegree (Celce-Murcia & Olshatin 2000:
185), the present thesis makes use of the sgtabusonly.

There is no doubt that considering the huge vaoétpethods and approaches (see
chapter 2.3 with different aims and objectives at their cayee can assume that there must
be a good number of syllabus types available tgthallus designers have to bear in mind
their language learning theories and organise ecxortent accordingly. In the Council of
Europe’s Threshold Level (Van Ek & Alexander 198@:117, quoted in Brown 1995: 151),

a syllabus comprises the following information:
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* The situations in which the foreign language wilused, including the topics that
will be dealt with

* The language activities in which the learner wiljage

* The language functions that the learner will fulfil

* What the learner will be able to do with respeatach topic

* The general notions that the learner will be ablbandle

* The specific (topic-related) notions that the leawill be able to handle

* The language forms that the learner will be ables® when the course is completed

* The degree of skill with which the learner will @ele to perform

Ur (1996: 177) addsme schedulegpreferred methodologgndapproach recommended
materialand thesequencing of tasksccording to their level of difficulty to the claateristics
of a syllabus.

The chart below compares Widdowson’s (1990), Brewh995), Ur's (1996) and Harmer’s
(2001) syllabus suggestions:

Widdowson Brown Ur Harmer
(1990: 130-131) (1995: 7) (1996: 178-179) (2001: 296-300)
Structural Structural Grammatical Grammar
Notional/Functional | Notional Notional -
Functional Functional/Notional|  Functional
Situational Situational Situational
Topical Topic-Based Topic-Based
Task-based Procedural Task-based
- Lexical Lexical
Skills-based - -
- Grammatical-lexical | -
- Process -
Mixed or Layered Mixed or ‘multi- Multi
strand’

Widdowson’s (1990: 130-131) suggestions shall sasva reference as to which syllabus (!)
types exist. Widdowson (1990: 130-131) refers to types of syllabi: th&tructuraland
Notional/Functional TheStructural Syllabusissumes grammar as key element. Grammar

aspects, such as verb tenses, articles and naundsuJ1997: 60) which are sequenced
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according to their level of difficulty and frequenare internalized in order to understand the
grammatical system and use language through sggaiiiting, listening and reading
(Widdowson 1990: 131).

On the other hand, thi¥otional/Functionalsyllabus opts for semantic concepts and
communicative actions as core elements within these syllabus. In this case the learning
principle is learning English on the basis of commation for accumulation and thus
promoting language use rather than learning alamguiage (Widdowson 1990: 132-133;
Celce-Murcia & Olshtain 2000: 187). Thmtional/Funtionalapproach’s primary aim is to
classify communicative functions of notions subpading grammar and lexis (CEF 2001a:
116). The structural andotional/Functionalsyllabus can similarly be found in Brown (1995:
7), Ur (1996: 178-179) and Harmer (2001: 296-288hough these two latter experts term
thestructural syllabusgrammaticalandgrammarsyllabus respectively, these terms can be
used interchangeably. Furthermore, Brown (1995%ickens notional and functional as two
separate syllabi. Ur (1996) distinguishes betwesional and functional-notional, whereas
Harmer (2001) only lists a functional syllabus. Hdkeless, any of the three terms can be
attributed to the notion dotional/Functionalsyllabus since notions depend on functions and
vice versa and thus are inextricably linked. Natiane ideas and concepts we have in our
mind. These notions can be either general, suciuastity, size or emotion, or synonymous
with a vocabulary item, such bg&e, blueor eat(Ur 1996: 178; Harmer 2001: 197; Christison
& Murray 2014: 99-10Q)Moreover, notions are sequenced in terms of chogyobr
usefulness (Brown 1995: 7). In order to communitiaése notions and accomplish a purpose
we utilise language functions. Possible functiomsraquesting help, offering advice,
inviting, agreeing/disagreeing or making promidés1996: 178; Harmer 2001: 197,
Christison & Murray 2014: 99-100). Like notionsnfitions are arranged according to
chronology and usefulness. In order to avoid teahigical confusion the present thesis will
adhere to the terstructuraland the umbrella-termotional/functionahenceforth.

TheSituational syllabuprovides real-life circumstancesf language use rather than
confines itself to functions and grammar (Brown 3:98, Ur 1997: 178; Harmer 2001: 298).
The basic idea is that a huge variety of situatemms contexts are sequenced according to the
language learners’ needs (Brown 1995: 8). The stsdand themselves in communicative
situations like the following: in a taxi, at the@ort, in a restaurant or at a hotel reception.
These situations could be chronologically ordestakting with the check-in at the airport, the

arrival at the hotel reception rounded off by arid the taxi to a restaurant to put itin a

" for a definition of “real-life tasks”, seghapter 2.2.1
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meaningful arrangement. The syllabus focuses @vael learning situations and provides
linguistically heterogeneous learning materialsuBfit & Johnson 1979: 83).

A further syllabus mentioned by Brown, Ur and Harms the Bpic-basedr Topical
syllabus. As the name already reveals, the syll&baganged and organised according to a
specific set of topics, such &snily, hobbies sportsor music(Brown 1995: 7; Ur 1997: 178;
Harmer 2001: 298-299). The topic-based or topightisus is quite similar to the situational
syllabus, yet organised in a broader manner arhged according to topics and themes
rather than on single situations (Brown 1995: 91897: 178).

In theProcedural(Ur 1997: 178-179) of ask-basedyllabus (Brown 1995: 11;

Harmer 2001: 299) tasks are determined that nebd swcomplished such as filling out a

form or making a phone call. The syllabus is arehgccording to tasks and hence provides a
purposeful context for language learning. In castitta other syllabus types, the present one
does not demonstrate “items determined through someof linguistic analysis”, nor what

the language learner is required to have achievdteand of the course (Nunan 1988: 43).

Ur (1996: 178) and Harmer (2001: 297) both idgraif exical syllabus. While the
grammatical syllabus defines solely grammaticalcitires such as tenses, the lexical syllabus
takes lexical items in combination with, for examptollocations and idioms as its basis (Ur
1990: 178). According to Harmer (2001: 297), lecas relate to

» the vocabulary related to topics (e.g. art, clotleesne)

» issues of word formation (e.g. suffixes [...], morfdgical changes)

» word-grammar triggers (e.g. verbs [...] followed lgrtain syntactic patterns)

* compound lexical items (e.gialking-stick[...])

» semi-fixed expressions (e.g. [.If]l were you I'd..)

* connotation and the use of metaphor (e.g. blackan@®01: 19)
Ur (1996: 178) even extends the list of syllabymes/to a Gmmatical-Lexicakyllabus
which singles out structures and lexis.

The Skills-Basedsyllabus is mentioned by Brown (1995: 11), definansyllabus that
“organizes materials around the language or acadskills”. Skills-based syllabi are
arranged according to the chronology, frequenaysefulness of the skills (Brown 1995: 11).
Examples would be skimming a text, scanning foorimfation or deducing meaning from the
context.

A further syllabus is exemplified by Ur (1996). &tates that (1996: 179), in the
Processsyllabus content is negotiated and arranged Hy thet teacher and language learners
before or even throughout the language coursesylebus accounts for the questions “who

does what to whom on what subject-matter, with waaburces, when, how, and for what
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learning purpose(s)” (Jordan 1997: 62). Procedalsydre especially purposeful in
circumstances outlined by Breen and Littlejohn @RQ):

* when course content is to be negotiated and tlobéeaoes not have the same
background as the students

* when a limited number of teaching hours make teacheices of contents arbitrary

* when there is a necessity to find common groundiied ability classes

* when there is difficulty identifying the learnergiried achievements

* when no published course materials are provided

* when there is a necessity to take into consideraiodents’ prior language
experiences

« when a course is open-ended and exploratory ir@atu

Examining an extract of a ToC in an Austrian texthdt becomes evident that the syllabus is

characterised by a palpable variety of featurestthee just been discussed:

Figure 2: Extract of aToC (Puchta, Holzmann, Stranls & Lewis-Jones 2013a: 3)

UNIT 01 MULTI-CULTURAL SOCIETY - Best of British

T O Teenager

B Into Communication:
Grammar for Falliric Akt cbatich
Communication:

It is impossible to ascribe the syllabus to onecBjwesyllabus since grammatical (e.g. present
simple vs. present tense), lexical (e.g. Phraststalk andspeal), topical (e.g. Multicultural
Society- Best of British), task-based (e.g. Mutiphoice) and skills-based (Speaking,
Reading) features are combined. Such a combinetitanmedMixedor Layered(Brown

1995: 12), oMixed or Multi-strand (Ur 1996: 178)or Multi (Harmer 2001: 299) syllabus.
Today, there is a growing tendency towards a nadéfed syllabus in EFL. The reason for
this can be ascribed to inherent limitations tchemadlabus when utilised on its own: lack of
communicative purposes (structural syllabus), wumaatanguage use (notional/functional and
structural syllabus), possible incoherence (notituractional and lexical syllabus), lack of
usefulness or relevance (situational and topicdbagbabus), “an assumed unrealistically

high level of competence in teachers and learn®w#iite 1988: 101) , learners’ demotivation
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to negotiate (process syllabus), thek- definition issue and the futility of isolated ki
features (task-based syllabus) ( (Brumfit & John£®n9: 82-83; Nunan 1988: 28-48; Breen
& Littlejohn 2000: 3-4; Harmer 2001: 296-299). ThtteeMulti-syllabus (Harmer 2001: 299-
300), orMixed or Multi-strand syllabus (Ur 1997: 178), combine various syllalpey

ranging from grammatical principles, themes anligds lexical items and skills outweighing
the drawbacks either syllabus disposes.

The wide gamut of syllabi types should be suffiti® classify which methods and
approaches in EFL can be ascribed to what syllabeis.what is clearly missing in
Widdowson’ s (1990), Brown’s (1995), Ur's (1996)dadarmer’s (2001) approach to syllabi
types, is &ontentsyllabus. All other types certainly refer to caonttan various ways, but
content-based “has come to mean the particulainergants of specific academic disciplines
[...]. [S]uch a syllabus or approach focuses on temcktudents the language [and] skills [...]
associated with their particular subject and itsteot (subject matter)” (Jordan 1997: 61).

Considering the interchangeability of some sylabypes, one can narrow them down
to a list of nine core syllabi: 1) structural, tional/functional, 3) situational, 4) topical, 5)
content-based, 6) skills-based, 7) process, 8}taskd and 9) Mixed. Jordan (1997: 60-63)
categorises them accordingG@ontent-based Skillsbased anérocessbased. The Content-
based heading focuses on the content perspectivthamesults. Skills- based emphasises
skills, whereas process-based is concerned wittepses of language learning and the
“means to an end” (Jordan 1997: 60). Hence, thetsiral, notional/functional, situational,
topical and content-based syllabus belongs todhéeat-based category. That the skills-
based syllabus appertains to the skills-based catesgems self-explanatory. Lastly, the
process-based category comprises the processsnbased syllabus, whereas the mixed
syllabus embraces a combination of syllabi typesamnot be ascribed to one of Jordan’s

(1997) classifications.

2.2 The Interrelation of Tasks and “Real-Life”

Different types of competences, elaborated ochipter 3.1 are triggered on the basis of
tasks language learners are supposed to tackleseHneh for a general definition of the term
“task” is hampered by the diverse definitions ta in use. It seems there is no clear-cut
answer as to what counts as a task in the fieldngfuage pedagogy. Willis (1996: 23) points

out that textbooks often refer to the teiaskas “[activity] including grammar [...], practice

® for a detailed discussion of the term “task” shapter 2.2
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activities [...] and role plays”. She (1996: 26-28pwever, presents a detailed outline of task

types:

« Listing: brainstorming, fact-finding the language learner accumulates and collects
ideas revolving around a specific topic; eventuakhibits a list of ideas (e.g.:
reasons, features, etc.)

» Ordering and sorting: sequencing items, events, classifying of
activities/concepts/people, categorising itetnsanguage learner organises ideas or
information according to a particular criteria (eadvantages vs. disadvantages)

« Comparing: finding differences/similarities> language learner identifies
similarities/differences of a given informationge.contrasting two persons, places,
animals)

* Problem solving organising, giving advice, reasoning, developusohs—> language
learner tackles a problem by finding and offeringplution which can eventually be
evaluated; the use of real-life problems is commapiplied (e.qg.: giving advice,
describe experiences, agreeing a solution)

e Sharing personal experiencedalking freely about oneself language learner
reports on personal experiences based on subjactpressions which they might
share with others (e.g.: holidays, embarrassin@sdns, emotions)

e Creative: often projects (on a large scale); combinatiomasfous task types is
possible (e.g.: ordering, listing, ete>)language learner undertakes a project which
can be presented to an audience (e.g.: design aznagplan a TV show, sometimes
out-of class research)

Nunan (1989: 10) defines

[...] task as a piece of classroom work which invell@arners in comprehending,
manipulating, producing or interacting in the tdrig@guage while their attention is
principally focused on meaning rather than form.

Similarly, Bygate, Skehan and Swain (2001: 11) ardnat while focusing on meaning, a task
is fulfilled by using language in order to reachaal. They mention, however, that the notion
of task is shaped by the goal of the teacher,efdhrner or of a specific group that has been
established respectively. As Nunan (1989: 10) antisW1996: 24), Prabhu (1992: 24)
emphasises the goal-oriented nature of tasks agdbat a task is “[...] an activity which
required learners to arrive at an outcome frommiméormation through some process of
thought [...]". Likewise, an outcome-linked naturendze discovered in Bygate’s (1999: 186)
perception:

Bounded classroom activities in which learnerslasguage communicatively to
achieve an outcome, with the overall purpose ahieg language.

Likewise, Sanchez (2004: 52) defines tasks as tbgeoriented. Breen (1987: 23) provides a
broader definition of the term “task” emphasisihg predominant role of language within the

classroom:
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‘Task’ is [...] assumed to refer to a range of woekpd which have the overall purpose
of facilitating language learning from the simpteddrief exercise type to more
complex and lengthy activities such as group problgolving.

Other than Nunan (1989) and Bygate, Skehan andnS\2@01), Breen (1987) proposes the
importance of focus on form rather than on meaninfpcus on the role of language in terms
of tasks can also be observed in Richards’, Platits Weber’s definition (1985: 289) who

take the view that “task is an activity or actiohigh is carried out as the result of processing

or understanding language”.

Widdowson (1998: 328)) states that an “‘exercigah be distinguished from a

task

in terms of “meaning, goal and outcome”.hHile an exercise presupposes linguistic

skills in order to acquire communicative abilitiagask assumes that communicative abilities

enhance linguistic skills. Quite similar to Widdaws(1998) Skehan (1998, quoted in Ellis

2009: 112) provides also a clear distinction betwiask and exercise outlined in figure 3.

Figure 3: Difference between “exercise” and “task’(Skehan 1998; quoted in Ellis 2009:

112)

Exercise

Task

Orientation Linguistic skills viewed as prerequisite

for learning communicative abilities.

Focus Linguistic form and semantic meaning
(‘focus on form).

Goal Manifestation of code knowledge.

Outcome- Performance evaluated in terms of

evaluation  conformity to the code.

Real-world Internalization of linguistic skills

relationship serves as an investment for future use.

Linguistic skills are developed through
engaging in communicative activity.
Propositional content and pragmatic
communicative meaning

(‘focus on meaning’).*

Achievement of a communicative goal.
Performance evaluated in terms of whether
the communicative goal has been achieved.
There is a direct and obvious relationship
between the activity that arises from the task
and natural communicative activity.

By looking at the Common European Framework of Refee (CEF 2001: 157), one can

deduce that tasks “are a feature of everyday lif§ fand are carried out in order to attain a

clear goal and fulfil a specific purpose. Furthereydasks are, according to the CEF (2001

157), performed in four core domains: persondblipueducational or occupational which

will be further discussed ichapter 3.3

A taskis defined as any purposeful action considerednbp@ividual as necessary in
order to achieve a given result in the context pfablem to be solved, an obligation
to fulfil or an objective to be achieved. This adtiion would cover a wide range of
actions such as moving a wardrobe, writing a boak [playing a game of cards,
ordering a meal in a restaurant [...] (CEF 2001: 10).
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Varying in degrees of difficulty, tasks involve rogdlaneous activities, for example “creative
[...], skills-based [...], problem-solving [...] [and]keng part in a discussion” and prepare the
language learners for communicative instancestireeof the four domains outside the
language classroom (CEF 2001: 157). Long (1985y=ms a similar approach highlighting
the importance of the real-life nature of taskscéding to him (1985: 89) a “[...] ‘task’ is
[...] the hundred and one things people do in everydie, at work, at play [...]". The content
of tasks hence can be identified as for examplmtya letter, making a hotel reservation or
buying clothes in the right size.

These so-called “real-life”’- tasks (Kramsch 19%@bow & Wager 1994; Ur
1996;Celce-Murcia & Olshtain 2000: 189; CEF 20@l3p referred to as “real-world™-
tasks (Nunan 1989; Stryker & Leaver 1997; Hedd@g2®Richards & Rodgers 2002; Ellis
2004; Ozverir & Herrington 2011) are opposed tetpgogic™ tasks (CEF 2001: 157).
Lebow and Wager (1994: 234) refer to pedagogicstask“in-school” — tasks which is fairly
misleading since, as will be illustrated throughting following discussion, real-life tasks also
occur “in-school™ and not even typically outsitlee language classroom. In order to avoid
further confusion as related to the proliferatidmeanings and terminology around tasks, the
terms “real-life” and “pedagogic’™ tasks utilised the CEF (2001) will be adhered to
throughout the present diploma thesis.

The question arises in what way the two typesisis, real-life and pedagogic, differ.
Nunan (1989: 40) points out that real-life taskes r@datively consistent with tasks language
learners will face outside the language classrodms means that learners are acquainted
with competences required in the public, persamatupational and educational domain
respectively (CEF 2001: 157) in order to carry tasks with language (Stryker & Leaver
1997: 297; Ozverir & Herrington 2011: 1424). As exdes of real-life tasks, Willis (1996:
27) takes “expressing hypotheses, describing expess, comparing alternatives and
evaluating and agreeing on [a] solution”.

By contrast, pedagogic tasks focus on the devedopi communicative
competences (Nunan 1989: 40). Pedagogic tasksptterprepare the language learner for
real-life tasks by means of classroom activitiesl¢€-Murcia & Olshtain 2000: 189). An
example for a real-life task would be to read andeaustand a recipe to prepare a meal with
the given instructions. A pedagogic task, howewenld ask learners to answer true/false
guestions on the recipe or to write down metrid¢suthiat occur.

North, Ortega and Sheehan (2010: 16) provide ad@odistinction of the two terms

pointing out that “if there is a problem identifgim context [...] this is an indication that the
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subject of the scenario may not be a real worlti@ge at all, but a pedagogic task or game
that would not occur in reality”. Lebow and Wag&®94: 233) provide a detailed account of
how real-life and pedagogic tasks differ:

Real-Life

1. Involves ill-formulated problems and ill-structd conditions.
2. Problems are embedded in a specific and meanioghtext.
3. Problems have depth, complexity, and duration.

4. Involves cooperative relations and shared caresszes.

5. Problems are perceived as real and worth salving

In-School[pedagogic]

1. Involves “textbook examples” and well-structuceshditions.

2. Problems are largely abstract and decontextdliz

3. Problems lack depth, complexity, and duration.

4. Involves competitive relations and individuas@ssment.

5. Problems typically seem artificial with low resnce for
students.

While in real life situations experience is reqdiie order to understand certain
circumstances in various contexts, pedagogic tsishkglify these situations. Furthermore, in
real life tasks problems are embedded in a spemintext requiring the language user to
apply prior knowledge in a purposeful manner. Idggogic tasks the focus often lies on
recognition and isolated skills which can lead task’s ambiguity.

It is clearly illustrated that pedagogic tasks laeél life context and — depending on the
situation- often miss out on meaningful purposé®e Jimplification of tasks in a pedagogic
context and the deliberate construction of task&Efel. do not approximate learners to the
real world due to the artificial (re-) presentatmfrtasks.

Thus, the question arises why there still is agadgustification for pedagogic tasks
despite the observable facts stated above. Nurg®(#1-42) notes that pedagogic tasks are
an adequate preparation for the world beyond thgsocbom. According to him (1989: 41),
pedagogic tasks can be implemented in a real diféext, for example “listening to a text and
write a sentence restating the gist”. Other thau, tieal life tasks are fairly difficult to
anticipate or are even redundant for learners. Heweven a “pseudo-communicative
activity” that does not concern learners’ needsfoater necessary skills valid for real-life
involvement (Nunan 1989: 60). Similarly, Skehan9@938) states that the focus of tasks is
on the outcome and that “there is some sort ofioglship to the real world” even though one
uses no real life tasks. This means that langueayadrs are eventually required to utilise the

same kinds of communicative skills and featureamigss of the context- pedagogic or real
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life- they were exposed to. Likewise, Lynch and Meilsohn (2002: 205) approve of the
implementation of pedagogic tasks rather than dihee isse of “tasks lifelike from the
beginning”. This includes the pedagogic tasks imctithe language learning process
enhances the learners’ understanding of the tiaggtiage. Ur (1996: 150) believes that less
proficient learners should not be provided with ecessarily difficult tasks since they might
discourage language learners. According to heragagic tasks can be especially helpful at
an early language learning stage to avoid frustnati

Nonetheless, the need for more real-life featurdmth content and task in language
learning should not be neglected. As stated by Wwediod Wager (1994: 233)

understanding develops through application and pudation of knowledge within the

context of the ordinary practices of the targetwel [...] through authentic activity.
North, Ortega and Sheehan (2010: 13) mention, heryévat “real life tasks and pedagogic

tasks [should] be as closely related as possibletder to achieve successful learning results.

2.3 Content and Task Authenticity

Throughout the last decades, the tauthenticityhas been subject to scientific scrutiny in the
field of language pedagogy. Syllabi have focusedamntent-arrangement rather than on
authenticity (Shomoossi & Ketabi 2007: 150). Thisans that all kinds of syllabus types,
discussed in chapt@rl, focus on how content is arranged rather thanudimeaticating these
types (Shomoossi& Ketabi 2007: 150). New methodkagproaches in EFL, however, are
directed towards an authenticated syllabus, batder to find out about the authenticity of
tasks and materials, it needs to be clarified wdn&ask is entitled to be called anthentic

task

The general definition of the terauthenticencompasses “undisputed origin”, “based
on facts” (Soanes & Hawker 2006: 57) or “genuined dreally proceeding from the
professed source” (Kirkpatrick 1994: 83). In an Edfélntext it should be acknowledged that
the definition of the termauthenticgives rise to debate.

Authentic materials and tasks involve the natusa of the target language as distinct
from “prefabricated artificial language” (Kramsc9B: 177) and correspond to real-life
needs (Reeves, Herrington & Oliver 2002: 564). Esiks and materials used in the EFL
context “emanate from the culture being studiediy{&r & Leaver 1997: 294) and are
originally produced for the target-language comrtyrihe native speakers (Wilkins 1976:
79; Harmer 1991: 185-188; Stryker & Leaver 1997%)28y receiving, what Stryker and
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Leaver (1997: 295) call “authentic input” in endming texts and language, the language
learners are supposed to fulfil various autheiats&s$ in the target language. Authentic
materials can relate to both reading and listeniing. language learners are provided with
“authentic texts™, such as newspapers, magazandsoks from the culture at hand, and
“authentic language’ in the form of lectures, s@msation with native speakers or TV shows
(Stryker & Leaver 1997: 295). Authentic texts commerof printed material from the target
language, for example menus, postcards, horosctifgegre programmes or newspapers.
Where valuable authentic language can be fountd@néws, in interviews, debates, weather
or announcements (Hedge 2000: 67-68). Dealing awithentic materials is important insofar
the language learner adjusts to the target langaadés prepared to accomplish tasks outside
the classroom utilising the language at hand (H&@§®: 67). Students benefit from
authentic materials as they are exposed to nagwedurring language and are able to
simulate real-life occurrences in the classroont ‘as helping to bridge the gap between
classroom knowledge and “a student’s capacityadigpate in real world events™ (Wilkins
1976: 79).

On the other hand, it is often argued that autbeatiks are frequently too challenging
and hamper the learner’s progress (Williams 1983; Guariento & Morley 2001: 348).1t is
generally understood that less proficient learnarparticular, are therefore provided with
less difficult texts. It needs to be mentioned, beer, that if language learners are only
exposed to artificial language, deliberately destyfor EFL classes, their first encounter with
the “real” target language might be discouragingrt&inly, we want the language learners to
cope with real-life instances for which authentiput is recommended. Thus, it is suggested
that the more advanced the learners become iratbettlanguage, the more one can
introduce them to authentic material (Ur 1996: 1868¢ge 2000: 67; Lynch & Mendelsohn
2002: 206). Given that pedagogic tasks focus otufea relevant for real-life situations, Ellis
(2004: 339) even proposes that they are “situalipaathentic”. Nonetheless, Guariento and
Morley (2001: 348) sound a word of caution as togdified versions of authentic texts and
tasks. Although they do not disapprove of simpdifion in general, they stress the importance
of an adequate simplification in terms of “lexieald syntactic simplicity and/or content
familiarity [...]” (Guariento & Morley 2001: 348). Tdir statement is reinforced by Lynch
(1996: 15) who claims that “simplification- thatsaccessful simplification- contributes [...]
to the current communicative event and to longamt@nguage development”.

On the other hand, Lynch and Mendelsohn (2002) a@fue that authentic materials

and tasks are neither necessarily relevant toetimaérs’ immediate needs nor of higher value.
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Authenticity is highly dependent on the languagerer’s response and his/her interaction.
Thus, learning tasks should trigger personal ineolent and personal response (Van Lier
1996: 128; Widdowson 1990: 45). It is not the tdnett provides authenticity, but it is a
quality “created by the response of the receivéfiddowson 1979: 166). Furthermore,
Widdowson (1998: 711) disapproves of using autkdatiguage in an EFL context arguing
that

[...]we need to make language and language learnieglay for learners, and we
cannot do so by bland reference to "real Engliklcan only be done by contrivance,
by artifice. [...] | say appropriate, not authen®y. that | mean language that can be
made real by the community of learners, authergtechly them in the learning process.
[...]The appropriate language for learning is langutgat can be appropriated for
learning (Widdowson 1998: 715).

According to Widdowson (1998: 711), authentic laaggl uses its authenticity as soon as it is
withdrawn from the actual context. Similarly, Saezl{2004: 50) points out that real life
tasks cannot necessarily be transmitted to pedagetfings as these settings provide a re-
contextualized environment. While, for example aiepg constitutes a possible real-life task,
it is not suitable for a language classroom- task.

Figure 4: Pedagogic task (Gerngross et al. 2008: 67

[sbx] o Read the dialogue and write the names under the pizzas.

® Waiter Are you ready to order?

Mr Hutton  Yes, I think we are.

Mrs Hutton Id like a medium pizza with ham,
cheese and tomatoes.

Waiter And to drink?

Mrs Hutton Mineral water, please.

Mr Hutton And for me, a medium pizza, too,
with ham, mushrooms, tomatoes
and green peppers. And a cola.

Ben I'd like a medium pizza with ham,
sausage, cheese, mushrooms and olives.

Mrs Hutton Ben, you never eat olives at home.

Ben Mum, please!

Mrs Hutton OK.

Waiter And to drink?

Ben A cola, please.

Vicky I'd like a medium pizza with mushrooms, tomatoes, green peppers and
sausage. And a glass of orange juice.

Waiter Anything else?

Mr Hutton [ haven't got a knife and fork.

Waiter I'll bring them straightaway.
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The present example perfectly exemplifies a noiheniic dialogue which was deliberately
designed for the EFL purpose of training readinssksing a dialogue that is characterised
by coherent discourse patterns and linguisticaliypglete expressions. In real-life situations
one would perceive much more natural utterancés;nral language and the ending would
be left open. The language learners are supposeadadhe text and attribute the right names
to each pizza. Certainly, ordering food in a restatiis essential in real life. However, the
task lacks ‘authenticity’ and does not necessanlystitute a real life task since a native
speaker would never be asked to assign the nam@iaka to the appropriate picture apart
from games and riddles. Considering the age ofaihguage learners in this example, ranging
from 11 to 12 years old, one can argue that eveugth this is a fairly inauthentic task, it is
“essentially ‘pedagogic’ in nature” as it is “commcative to the extent that [it requires]
learners to comprehend [...]” (CEF 2001:158). Wapard tacontent,prior knowledge of
various food, drinks, table manners, ingredientgiptas, British/American/Euro money
could be activated or introduced.

Even though tasks should approximate demandsabfife settings as closely as
possible (Clarke & Silberstein 1977: 51), becawse Iife tasks grant authenticity (Ellis 2004
283) and embed new information in a purposeful @mmboth authentic tasks and pedagogic
tasks contribute to a language learning progrestsctm be “facilitated and appropriately
acknowledged” (CEF 2001: 158). However, matteneaf life tasks are not helped by such a
CEF statement which is likely to slam new doorseal life language performances in favour

of teaching for the tests.

2.4 Content in Methods and Approaches

Having illuminated possible syllabus types and entitity in EFL one can now turn to the
role of content in various methods and approaches different methods and approaches that
are being introduced in the present thesis diffathay set different objectives. Consequently,
contentdepends on the subject matter and the linguistitem&@round which language
teaching should be organized and the principled ussequencing content with a course”
(Richards & Rodgers 2002: 25) or as Mohan, Leurty@awvison (2001: 54) put it, “content
[...] [is] the meaning [...] that is, what is commurtied”. Snow (1991: 315) mentions that
the termcontenthas had various meanings depending on the apporankthod that is used.
While on the one hand earlier approaches and rdstlespectively used to focus on
form, vocabulary and accuracy based content, ssiah theGrammar-Translation Method
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(Prator & Celce-Murcia 1979: 3), automaticity obita through set phrases, such as in the
Audiolingual MethodRichards & Rodgers 2002: 56-58), and latterlynoaunicative
competence based devices, a€ammunicative Language Teachifigrown 2001: 43). On
the other hand, these methods put forward a mdrgalavay towards language learning by
focusing on both form and communicative functioreeen on using the foreign language as a
means of teaching subject matter (Lightbown & S2e26: xv).

Hence, it is not surprising that the notiorcohtenthas changed as well sinaentent
is inextricably linked to the language proficiersc@ne desires to achieve. The shift of
paradigm in language teaching and learning hadteelsim a questioning of traditional
teaching and learning strategies, thus encouragmgyations in EFL and attempting to
establish guidelines in content and how to teaayli&im (Hullen 1987: 15). Hullen (1987: 15)
claims that there is hardly any comprehensive aucasito whictcontentis dealt with in
EFL. Nonetheless, he (1987: 15) states that costanbe deduced from various disciplines
such aslé@nguage-learning-) psychologynguistics, different aspects of cultural studies,
pedagogy, sociologgndpolitics. It has to be mentioned, however, that by the twine
Hullen’s (1987) publication a fairly explicit taxomy of content specification in EFL already
existed, the “Threshold Level” and “Waystage Erglisy Van Ek, and Van Ek, Alexander
and Fitzpatrick respectively. As has been statedhapter 1.1of the present thesis, both
publications provide information on European leagnobjectives and a clear outline of
themes and sub-themes. Howatt and Widdowson (ZB#339) describe the Threshold
Level as “consisting of (i) general notions (esedlytgrammar), (ii) specific notions
(vocabulary), and (iii) language functions”. Itsht® be said that the specific notions in the
Threshold Level (Van Ek & Trim 1991: 59) do indemxVer vocabulary items, but what is
even more mentionable is the organisation into #seamnd topics which will be further
discussed ichapter 3.1 Although, Howatt and Widdowson (2005: 339) anch\&k and
Trim (1991) themselves allude to the Threshold 188tbtional/functionalsyllabus, there is
a sound reason to refer to itraskedsyllabus. Not only does the Threshold 1990 enuteera
set of language functions (1991: 27-48) the languagrner should be able to fulfil and
notions (1991: 48-59) one is required to refebtd, it also is topic-related (1991: 59-81), has
“specific notions”, as Van Ek and Trim coined idaskills-based (1991: 112) components.
For this reason, notions and functions are requoezbmmunicate topic-related information
and topics arranged according to notions and fansti

While Hullen (1987) seems not to be aware of thed®ications specifying content in

EFL, he (1987: 15) is right in saying that possitatent-areas can be derived from the
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above mentioned disciplines, a statement whichirgarced , for example in the Threshold
1990. An example are the sociocultural competenaiss‘everyday life” (Van Ek & Trim
1991: 95) as a theme pertaining to different aspefctultural studies.

In many approaches and methods, language is coedids the actual content. While the
content dealt with in those approaches and mettexatdves around lexical, grammatical,
semantic, phonological, orthographic and orthoepimpetences (CEF 2001: 109), other
approaches and methods combine the latter commstémorder to communicate content that
is based on themes and topics. Methods and apm®agecify the processes in language
teaching. Not only is there a comprehensive accmwvhat way something is taught, but
also about what is taught (Richards 2001a: 3).

In theGrammar-Translation Methqdvhose origin goes back to the teaching of
classical languages, language is learnt by rulggashmar and its application from the
students L1 language, to another. Basic to the gramtranslation method is the structural
syllabus. While a lot of attention is given to diréranslation, accuracy, reading and writing,
the two other skills (speaking and listening) aher unimportant (Richards & Rodgers
2002: 5-6) and “content is defined as the gramrabsituctures of the target language” in the

grammar-translation method (Snow 1991: 315).In shigalled “deductive method®®,
(Krashen 1982: 29) language is learnt through gratwal features and grammar rules which
are then applied in translation-tasks. In ordenéke grammar instruction and explanations
perfectly intelligible to the language learner, kbarner’s L1 is predominantly used (Krashen
1982: 127; Richards & Rodgers 2002: 6). The impmeof the content of the texts is,
however, neglected since “in a typical Grammar-$iaon text, the grammar rules are
presented and illustrated, [and] a list of vocabyui@ms is presented” (Richards & Rodgers
2001: 6) which contributes to a mere focus on grampatterns and vocabulary rather than
on a more holistic view and examination of the '&egtibject-matter.

By the end of the 19508)e Audio-Lingual Methqd structural approach, was said to
be the popular teaching device in the United St&lese learning principles of the latter
method were the emphasis on oral language and atitityn However, spontaneous and free
speech was limited in order to forestall mistakes mather foster correct responses based on

automatic habits (Cantoni- Harvey 1987: 24). Moexpthe common assumption was that

® Language learner should make sense of orthograghibols while reading or presenting a text.
This may for example be to comprehend ambiguouslsvfromonyms) and punctuation marks in
order to apply adequate intonation (CEF 2001: 118).1

' The rules are taught in the first place, whichtaen demonstrated in practice (Krashen 1982: 29).
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receptive skills such as listening and reading khprecede productive skills, speaking and
writing (Johnson 2010: 165). Based on behaviouasih contrastive analysis, content in the
audio-lingual method comprised vocabulary, sourttepas as well as grammatical structures
since this method emerged as a reaction to thergeartranslation method (Lightbown &
Spada 2006: 138). The aim of the audio-lingual weilk “comprehension, accurate
pronunciation, recognition of speech symbols [...}lo& printed page, and [...] reproduce
these symbols” (Richards & Rodgers 2002: 58). is thse, for example, the aim could be
accurate pronunciation which is taught through mugiinput. The foreign language learner is
supposed to reproduce these speech sounds onsikeobfour core drill types: “[...]
repetition, substitution [...], transformation [...]éitranslation” (Krashen 1982: 130). A
further traditional behaviourist method in secoadlguage teaching e Direct Method
The direct method is based on the same grammatiealises as in the above mentioned
methods and approaches. Based on the insightsbldnguage acquisition and natural
language learning where no translation is requiteel principle distinguishing the present
method from others, however, is that grammar temchappens inductively and is taught in
the target language (Haley & Austin 2004: 37). Laage learners thus attempt to find out
grammar rules while the language teacher supguoets by eliciting information and
intensive question-and-answer teaching (Krashe:1B8®5; Richards 2001: 3; Richards &
Rodgers 2002: 11-12), adding a conversational nodlde language sessions. By presenting
objects, realia and pictures, concrete and everydegbulary is taught in accordance with
accurate pronunciation (Richards & Rodgers 2002 12

Resembling the grammar- translation method inasmasc'‘competence precedes
performance” (Krashen 1982: 132-133), @egnitive CoddMethodemphasises the
mastering of all four skills rather than a mereu®on reading. Established in the 1970s, in
the cognitive code method topics are dealt witlohdag around a grammatical pattern. The
grammar rules are explained and followed by practicfosters “the direct association of
foreign words and phrases with objects and acfionls (Haley & Austin 2004: 42).

Another example for the wide gamut of languagehewy trends i§he Oral
Approach and Situational Language Teachileyeloped from the 1930s to the 1960s
(Richards & Rodgers 2002: 36). This method focusegocabulary as it is seen as key
component in order to comprehend written texts{Rids & Rodgers 2002: 37). Not only
vocabulary is considered as a central aspect,|oiggammatical content is emphasised.
Furthermore, spoken language and structural feaaneeseen as the basis of language

teaching and learning. Hence, content-matter ightaarally in the first place. Once a new
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language feature is discussed, it is discussedtgihally. The Oral Approach, later referred
to asSituational Language Teachimgnbraces

principles ofselection(the procedures by which lexical and grammatioaltent was
chosen)gradation(principles by which the organization and sequegaf content
were determined), anuresentationtechniques used for presentation and practice of
items in a course) (Richards & Rodgers 2002: 38).

Similar to the adio-lingual methodaccurate pronunciation and grammar patterns and
avoidance of errors are the predominant components.

A humanistic method in language teaching constifibe Silent Waynethod by
Gattegno (1972). As the name already reveals,cglenintrinsic to this method. This means
that the teacher should intervene as little asipless order to enhance the language learner’s
participation (Haley & Austin 2004: 54). The langeacourse is organised around
grammatical structures and depending on their cexilyl language and vocabulary items are
discussed. According to Gattegno (1972: 81-83)wpuch as family, education, personal
identity, travelling, cultural features of the comnity in question and everyday-life events
are discussed with a focus on reading, writing graagnmar.

In the 1960s and 1970s, there has been a shufimtonunicative approaches in
language teaching and learning (Howatt & Widdow®20@5), approaches that seem to have
established themselves. There has been a trendd®wsing language as a medium of
communication and away from learning about the lagg itself (Stryker & Leaver 1997: 6).
Contentin a communicative context is “defined as the camitative purposes for which
speakers use the second language” (Snow 1991: Ihig.shift was triggered by Krashen
who states that the language learning should engghesmprehensible input rather than
analytic structures (Snow 1993: 37; Lightbown & &ma2006: 38).

Communicative Language Teachif@LT) “is based on the premise that successful
language learning involves not only a knowledgéhefstructures and forms of a language,
but also the functions and purposes that a langsages in different communicative
settings]...]” (Lightbown & Spada 1991: 196). A comnmeative purpose in the EFL setting
fosters classroom communication, turning away feomere emphasis on language structures
and moving towards the potential of communicat®rufmfit & Johnson1979: 3, Sullivan
2000: 118; Harmer 2001: 84; Richards & Rodgers 2@63), “a view in which meaning and
the uses to which language is put play a centrdll (Brumfit & Johnson 1979: 3). Although,
even if grammar still plays a role, the course enhgoes far beyond structures and enlarges
the language learner’'s communicative repertoiré witich he/she is prepared to respond to
communicative demands (Littlewood 1981: 77; Nun@@dt 13). On that account, the
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classroom is rendered a student-centred, commurgcatea (Sullivan 2000: 118). This new
view together with the stereotypical structurabvienables us to deduce a broader holistic
communicative view (Littlewood 1981: x), mergingetteemantic-grammatical” principle
with a communicative perspective (Wilkins 1976, muabin Richards & Rodgers 2002: 163).
As explained earlier, Van Ek and Trim adapted Wigki(1976) functions in the “Threshold
1990” and added situations language learners riigththemselves in and with which they
have to cope by means of language (Van Ek & Tri®019), such as free time, travel and
daily life (1990: 65- 68). Furthermore, the langeagacher can decide on topics and themes
that catch the language learners’ interest (Littledk 1981: 78). In addition to specific topics,
the notions used in communication, grammar strestand vocabulary items are needed to
fulfil specific functions in speech, such as agreatndisagreement, and orders (Richards &
Rodgers 2002: 163). Hence, the language learmeeared to apply language in specific
contexts for specific purposes (Harmer 2001: 84-85)

In the 1980sTask-Based Language Teachii@LT) - another communicative
teaching approach- emerged, calling for tasksliteaélly trigger communicative interaction
(Richards & Rodgers 2002: 223). The language learfiaee a challenging language task they
are asked to accomplish, such as to tackle a probteo fill in a personal form. Once the
language learners have successfully fulfilled ekt the teacher offers them feedback or
error correction (Harmer 2001: 87). It is notewgrtthat content in TBLT can be versatile

inasmuch as the language tasks may focus on differeguage components such as

» language structures

» functions

» topics and themes

» macro-skills (reading, writing, listening, speaking

e competencies

+ text types

» vocabulary targets (Richards and Rodgers 2002: 230)

This list can be read as meaning that each of fla@ggiage components presented by
Richards and Rodgers need to function well togédtirea language user to be competent;
content in this listing will arise out of topickiemes and vocabulary targets. As opposed to
the CEF which describes language competence asithef all language characteristics
(CEF 2001:9) Richard and Rodgers see competengiearaof the language components.

As Snow (1991: 315) mentions, the meaning of cdritaa recently changed in that it
“Is the use of subject matter for second languagehing purposes”. Hence, topics and
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subjects are discussed that meet the studentss meedterest. In some cases there is an
emphasis on specific content areas as the congatitwlith is used for specific purposes.
English for Specific Purpos€ESP), most notably used at university level, eferteaching

or learning specific language and skills in ordemeet a groups’ communicative needs
(Hyland 2007: 391), for example medical jargongeople involved in medical care. ESP has
both a content-based and situational syllabus &ioite. Consequently, thematic content is
accessed relevant in real-life professional or acad contexts (Brinton, Snow & Wesche
1989: 7).

In 1994, according to Mehisto (2008: 9), a neuntealledContent and Language
Integrated LearnindCLIL) appeared defining “a dual-focused educaiapproach in which
an additional language is used for the learningtaadhing of both content and language”.
Unlike traditional EFL teaching and learning in sols where the degree of difficulty of
content is geared to the supposed language conugdirel of learners — suggested in
national curricula -following a linear progressiwom basic, independent, to proficient usage
(Council of Europe 2001: 5), content@ontent and Language Integrated Learnneders to
a subject matter or even to other school subjecight in the student’s non-native language.
Hence, Stoller (2008: 59) points out that the fgndanguage course should not only focus on
linguistic, cognitive and metacognitive skills itantent-based context in order to fulfil real
tasks in the target language, but in additionneer should meet subject content, for instance
with reference to geography, biology or history echtbed in meaningful language setting.

As stated by Dalton-Puffer and Smit (2007: 7)réhe a rich variety of alternative
terms referring to the combination of a foreigngaage learning and content all over the
world. For example, Content-Based-Instruction, oyl als Arbeitssprache (EAA) and
English Across the Curriculum. Brinton’s, Snow'slaWesche’s book title (1989: vi), for
example, is on context related teaching and legrf@ontent-Based Second Language
Instruction (CBSLI)". A similar term is used by Ltgs (2007: 1), referring to content- based
teaching as “Content-Based Instruction” [CBI]. hiddly (1999: 2) refers to “Language
Across the Curriculum” when discussing the relaglup between “language as a medium of
learning and [...] as the substance of what is bksamt [...]". In the present diploma thesis,
the term “CLIL" is used since this term is predoamhin the European educational discourse.

The increased mobility and the globalisation teigggl an educational shift towards
students ‘preparation for cosmopolitan purposestoDePuffer 2007: 1). Similarly, this
tendency towards internationalisation is refledtethe Austrian syllabus for upper secondary

foreign language learning, discussedapter 1.4 revealing that the main aim is to develop
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the students’ capability to cope with core commative requirements of social life linked to

intercultural competences and lifelong learning B@004: 4-5).

In reference to the mentioned approaches and meihdtis chapter, it goes without saying
that throughout the last decadesntentin the field of language teaching and learning has
shown that this word is utterly ambiguous. Themafieto find a common ground in the
definition of content is fairly challenging and @ft results in imprecise and not very clear-cut
definitions given the amount of methods and apgreat¢hat have accumulated in language

teaching and learning.
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3. Content as Topics and Themes

Having illuminated common methods and approacHdsakd on a specific syllabus type in
a specific context (Ur 1996: 176), this chaptett Waitus solely on thematic rather than on
linguistic content. Considering the empirical aisadyof two Austrian English coursebooks in
chapter 4 which is based upon thematic content, “Conterib @pics and Themes” deserves
to be discussed in an individual chapter.

In 1975, the first account of theme- based insimaccould be found in one of the
Council of Europe’s earlier language toditreshold Levelvhich was later revised and
expanded to a broader range of contexts and legpains in 1991 (Van Ek & Trim). In 1996,
Ur (1996: 197) distinguished ten types of non-liisgja content types. Five years later, the
highly influential publication by the Council of Eape on the European language learning
pedagogy, the CEF (2001), revealed so called ctatenainsin which social life is
organised.

3.1 The Threshold Level 1990
The Threshold Level (1991: 59) identifies fourtéle@mes relevant in an EFL context:

» personal identification:
who they are, spell name, state address, givehtefepnumber, place/date of birth,
state age, sex, nationality, say where they ara,fwghat they do for a living,
describe their family, their religion, if any, saheir likes and dislikes, say what
other people are like: elicit/understand simildoimation from others

* house and home, environment
describe a house, flat, rooms; refer to furniumd bedclothes, cost, services
and amenities, describe regions and natural envieom; obtain/understand
similar descriptions and references from othersharge views on these
matters

» dalily life
describe daily routines, at home/ at work, giveinfation about income,
schooling and prospects; obtain/understand sinmfarmation from others:
exchange views on these matters

+ free time, entertainment

say when they are free; what they do in their spare, reference to hobbies and
interests, public entertainment and private pussuitass media, sports and
reading: obtain/understand similar information frothers: exchange vievas
these matters: make use of entertainment facilities
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travel
use and refer to means of transport: travel by,raall sea and air for business
and holiday purposes

relations with other people
refer to personal relations, participatesocial life, deal with mattersf
correspondence, refer to club membership/ forngogérnment and politics, to
matters of crime and justicef war and peacdp social affairs; exchange
information and views on these subjects with others

health and body care
refer to matters of personal comfort, stating whethey feel well, are hungry,
tired, etc., refer to matters of personal hygieme @btain the articles required,
refer to matters of health and illness and desaxibat is wrong to a doctor or
dentist, report accidents, refer to medical sepsaned insurance; exchange
information and views on these matters

education

exchange information and views on educational metparticularly types of
education, school subjects and qualifications

shopping
use shopping facilities, particularly obtaining dostuffs, clothes, household

articles and smokers' requisites, discuss pri@sfaqr things bought; exchange
information and views on these matters

food and drink
refer to and order various kinds of food and beyeyalso in a restaurant, café,
etc.; exchange information and views on food, deinkl place$or eating and
drinking

services
refer to, enquire about and make use of postalaesyvtelephone, telegraph,
bank, police, diplomatic services, medical seryicas maintenance services
and petrol stations

places
ask the way and give strangers directions

language

refer to foreign-language ability and deal withlgeons of understanding and
expression
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* weather

understand a weather forecast and exchange infametd views on climate and
weather conditions
These topics refer to specific palpable situatieamd contexts the language learner might
encounter including communicative purposes. A aaisgtion of social spheres into fourteen
topics might seem fairly loose, yet there are stégraies suggested to each theme.

It is vital to elaborate further on one exampldltestrate not only the concept of
thematic content in the Threshold Level, but atsanitrinsic purpose. Choosing “personal
identification” (Van Ek & Trim 1991: 60) as exemiatation, fifteen subcategories were
established ranging from “name, address, telephan#er, date and place of birth, age, sex,
marital status, nationality, origin, occupatiommily, religion, likes and dislikes,
character/disposition [to] physical appearance’esehsubcategories in turn contain a large
array of lexical items, notions, according to tbpit. “Religion”, for example, displays
locations, such ashurch cathedralor mosqueinstitutions (church, cathedral and mosque
apply here likewise), actions suchtaselieve in...events, such as service and persons, such
asGod (the latter category might ignite a theological aleb but this is clearly not the focus
of this thesis) and objects, such as nhames ofioakge.g. Islam, Christianity) (Van Ek &
Trim 1991: 62).

A further example are the subcategories ascribéftde time, entertainment” which
incorporate “leisure, hobbies and interests, radio TV, cinema and theatre, exhibitions and
museums, intellectual and artistic pursuits, spamsl] press” (Van EK & Trim 1991: 66-67).
Focussing on “cinema and theatre” one can debthozdions e.g. booking office, cabaret,
circus, discopersonse.g. musician, pop star, actor/actress, stantse.g. performance,
revue, opera, concert, floor shospjects instruments, row, seat, lavatory/toilet; actiotus:
dance, to play (Van Ek & Trim 1991: 66-67).

What gives the impression of a mere listing ofteatrelated words is meant for
pointing in the right direction of content areabus, the language learners are required to
explore these fields of content in more depth, Rgldpeech functions, such as “imparting and
seeking factual information, expressing and findduog attitudes, getting things done,
socialising, structuring discourse [and] commundaatepair’ (Van Ek & Trim 1991: 27), in
accordance with notions, such as “existential,iapaemporal, quantitative, qualitative,
mental, relational [and] deixis” (Van Ek & Trim 19948) in order to fulfil activities

revolving around a specific theme.
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The topics suggested in the Threshold Level aim\adriety of contexts and situations. The
language learner is seen as actual participahiesetcontexts. By means of language he/she
activates or acquires notions and functions thatrextricably linked to the approach of

either topic.

3.2 Ur's Content-Categories

In 1996, Ur (1996: 197-198) distinguished variogses of content arguing that the objectives
of a specific course predetermine its content.1986: 197) refers to content as the “topics
the language talks about, as distinct from thedagg content itself” enumerating nine core
non-linguistic content features:

1) Zero or trivial content: neutral content with hardly any real-world issaesl cultural
references, for example stereotype family stoney pop-songs or ‘soap-opera’
style narrative

2) The language the target language is illuminated through topitstudy such as its
history

3) Another subject of study. a subject is taught through a foreign languéwe,
example: maths or geography

4) Home culture: Discuss topics that relate to the language learoeiginal culture

5) Culture associated with the target languageother than in point 4 of the present list,
point 5 focuses on the culture of the target laggua

6) Literature of the target language Although it could be attributed to point 5, poét
constitutes a separate content inasmuch as it dealsvritten text types such as
poems or novels

7) World or general knowledge Topics concerning geographical, literary, poétjc
general or historical issues all over the world

8) Moral, educational, political or social problems Learners are supposed to tackle a
problem/offer a solution to a question

9) The learners themselvesFocus on learners’ experiences

Furthermore, Ur (1996: 199) draws attention tortile of course content as it “conveys a
hidden curriculum”. Course content may deliver pcdil, religious or cultural messages or
are in general considered inappropriate for EFLieds. It needs to be mentioned, however,
that especially nowadays, more and more pop-sasigsansiders “pop-songs” as a topic

with zero content) and musicians in general prope$iical, religious or cultural events.
Hence, Ur’s classification of pop songs into there$aid content-category should be handled
with care.

These sensitive topics, especially in the fieldairse-book publishing, are referred to as
“PARSNIP’- topics, standing for politics, alcohegligion, sex, narcotics, isms and pork

(Gray 2010: 119). For example, in a class withriees from various political or religious
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backgrounds, “zero or trivial content” would circuemt sensitive discussions (Ur 1996: 199).
To consider politics as a taboo topic seems fandppropriate. Politics is not only decisive
factor in intercultural relations, but also an suknsable theme for anyone interested in world
affairs that cannot and should not be ignored duedral issues. Richards (2001b: 2) argues
however, that course-books in particular, negleat-world issues or even idealise them in
order to render them more acceptable. Consequéimyontent is distorted and instead “an
idealised white middle-class view of the world @tpayed the norm” (Richards 2001b: 2).
Similarly, Dendrinos (1992: 153) takes the viewt fheople from other cultures, “African,
Indian, Pakistanese [...] who make up a considernadnteof the population][...]”, as well as
sensitive topics such as “problems of the homedesglsthe unemployed, [...] underprivileged,
[...]1lliterate [...]" are scarcely mentioned, whilenahe other hand topics dealing with “the
white middle-class population [...], their concerh®at holidays and leisure time, home
decoration and dining out [...]" are addressed . fid&eessity to deal with a true reality,
pointing towards a variety of cultures, customs Emdjuages that are neither distorted nor
neglected, will be further discussedcimapter 3.4

During the course of studying Ur’'s content categgcarefully, thoughts came up
integrating Ur’'s content features into the resegmctess by comparing the Austrian EFL
course books with Ur's 9 content categories. Tlea as dropped on realising that one
cannot examine thematic texts on the basis ofr@iteat have no legal link -such as CEF
has- neither to the European language policy oEtdeand the Council of Europe, nor to the

Austrian curriculum for EFL.

3.3 The CEF- Domains

Language users, as stated earlier, are requirgppimach tasks in various situations and
contexts in which their competences and skillsaaterated (CEF 2001: 9) since “all
educational learning is mediated through langudlalliday 1999: 2). The language
learners’ language in use crucially depends orcdimeext and thus shall trigger a content
related language reaction:

Language use, embracing language learning, consghgeactions performed by persons who
as individuals and as social agents develop a rahgempetences, both general and in
particular communicative language competences. dhay on the competences at their

disposal in various contexts, under various coadgiand under various constraints. This
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engages learners in language activities involvamgiage processes to produce and/or
receive texts in relation to themes in specific doma. Thus, activating those strategies which
seem most appropriate for carrying out the tasks@be accomplished. These tasks - “the
actions [...] performed by one or more individualagically using their own specific
competence to achieve a given result” (CEF 2001:a29¢ linked to texts in which strategic
language activities are involved. The texts caoftather written or spoken and are
sequenced in four domains. Remembering the wortteimtroductionas regards the
importance of thematic content in EFL, the CEF 0fb) provides clear criteria for a

careful choice of content-domains:

The choice of the domains in which learners aradprepared to operate has far-
reaching implications for the selection of situaippurposes, tasks, themes and texts
for teaching and testing materials and activiti¢ésers may have to bear in mind the
motivational effects of choosing domains of presetgvance in relation to their

future utility.

Probably the greatest index in respect of contardhould one expand it to content matter,
are the 4 domainghich any language act is referred to and from thie@mes and external
situations emerge. We all use our language in géveircumstances, in different societal
areas which the CEF refers to as pleesonalthepublic, theoccupational andhe
educationadomain (CEF 2001: 45). Within these domdarsgguage acts depend where they
are happening, which institution is concerned, wghavolved, what kinds of objects there
are, what the planned events are, what activieeple involved do and what texts come
across (CEF 2001: 46). The CEF provides a schemiatic of interplay between domains,
external situations and appropriate thematic fiefdsontent.

Domains “refer [...] to the broad sectors of sodi@ in which social agents [the
language learner] operate.” Furthermore, domaieseferred to as “areas of concern” (CEF
2001). Every context and situation is set withia thur domains identified in the CEF (2001:
10, 44). Hence, language activities such as re@gtroductive, interactive or mediating
ones are triggered (CEF 2001a: 14).

In thepersonaldomain, the themes are sequenced according talandinal’s life
surrounded by activities centred on his/her faniiignds and acquaintances (CEF 2001a:
45). In contrast, in thpublic domain the individual is seen as part of society laence
his/her activities are organised as regards toi@ublolvements (CEF 2001: 45). The
occupationaldomain describes the individual’s transactiona professional sphere, whereas

theeducationaldomain focuses on the individual's involvemenbiganised learning, often
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in an educational setting (CEF 2001: 45). In eamtain, as in reality, external situations are
taken into account: the people involved, locationghich a situation occurs, the institutions
and objects in the environment, events that taliegpllaunched operations and texts one has

to face (CEF 2001: 46). An example for illustrativas been adopted (Seigure 5.

Figure 5: Adapted version of the CEF domains: “Extenal context of use: descriptive

categories“(2001: 48-49)

Domain Location Institution Persons Objects Events | Operations Texts
Personal home: the family parents, furniture, family DlY, recipes, junk
house, siblings, pets, occasions, | cooking, mail, novels,
garden, social friends, clothing, visits, eating, teletext,
room; networks aunts, books, toys | holidays, gardening, personal letters
uncles, cycling, hobbies, TV
seaside, offspring accidents
countryside
Public public the law, police, money, incident, buying, menu, hymns,
spaces: public health, | waiters, weapons, law-suit, journeys by | public
shops, political receptionist,| passport, wedding, road/ rails/ announcement|
cinema, parties, public| priest, meals, funeral, ship/ air, timetable,
pub, hotel, | authorities passenger, | programmes| illness public contract,
public shop entertainment leaflets,
transport personnel,
officials
Occu- office multinational, | employer, business meeting, selling, business letter,
pational factory, corporations, | employee, | machinery, | interview, | marketing, job
airport, firms, trade colleague, | craft tools conference,| office description,
farm, shop | unions client, trade fairs | maintenance,| advertising
customer, trucking material,
cleaner visiting cards
Educational | schools: school, teacher, writing return to lessons, textbook,
classroom, | professional, | parents, material, school, playtime, dictionary,
playground, | college, adult | classmates, | school sports day, | library work, | computer,
university, | education, students, uniform, disciplinary | clubs, journal articles,
lecture university caretaker, |food, problems, | societies, reader
theatre, library staff | computer, exchanges | lecture
canteen chalk,
blackboard

Clearly, some situations do not confine themsetgemnly one domain, but rather correlate

with one or two others. An example would be a soaeket leaflet sent to one’s home

address announcing a new shop opening, clearlintinkie public domain to the personal

domain.

As stated earlier in this chapter, the CEF refethémes as “communicative themes”

(CEF 2001: 51). These “communicative themes” asigefrom domains as visualised in

figure 5and are described as preconditions for commurg#inguage activities. Dealing

with such themes in language acts is based on tieeardopical content (CEF 2001: 53).

“Especially students in academic upper secondangattbn may explore scientific,
technological, economic, etc. themes in some ddpttperforming tasks on related domains

such as public, educational or occupational, oheg have reached the competences
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necessary to deal with themes goeasona) more informal and less demanding domain (CEF
2001: 53). In this context CEF (2001: 52) suggtstefer to the thematic categories as
classified “into themes, sub-themes and ‘specifitams™ based on the Threshold Level

1990 (1991).

For communicating content to others thematic kndg#ethough is not enough.
Students will have to make use of all their lingiaigbility to reduce the information received
(CEF 2001: 100), thus making the importance intatien of form and topical content for
communicative language performances understoodh Eaehers prone to a communicative,
natural approach ignoring the teaching of langudages (teachers who are convinced that in
foreign language learning too, forms can be acdedinaturally through mere
communication) will realise that knowing and usgrgmmar consciously will support the
accuracy level in a communicative performance. @scdbe it differently: Supplying
students with appropriate linguistic elements adfslds, sets them free for a communicative
activity. CEF itself places language forms into fileéd of content categorizing them as
linguistic competences such as lexical, grammatsshantic, phonological, orthographic and
orthoepic competences (CEF 2001: 109) and emplsatiee role in language learning:

The stage of development of the learner’s lingaistsources is a primary factor to be
considered in establishing the suitability of atjgatar task or in manipulating task
parameters: level of knowledge and control of grammocabulary and phonology or
orthography required to carry out the task]...] (CEP1:161)

3.4 The learner’ competences

In order to communicate the different types of eottelaborated on in the Threshold Level
(1991), Ur (1996) or the CEF (2001), and accomphstks involved in the production or
reception of texts, the language user needs comgexesuch ageneral competencesd
communicative language competendeghe course of every communication these
competences can be further developed (CEF 20011@8) The CoE recruited Byram and
Zarate to provide the CEF with input in order ttabish a sociocultural dimension in foreign
language teaching. Having established a model,/Bymad Zarate referred to it as a
conceptual tool ointercultural communicative competence rather tsagiocultural
competence, changing the name to be “more pratiseaning” (Houghton 2012: 63).
Byram continued developing the model on his owmadlging a further component to the
already existing four (Houghton 2012: 64) yieldihg following elements: knowledge
(savoirg, skills of discovery and interactiosgvoir apprendre/fairg skills of interpreting
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and relating gavoir comprendreattitudes gavoir étr¢ and educations@voir s’engager
(Byram 1997: 34} It becomes somewhat evident that Byram'’s inténcal communicative
competence and “content-free’™” model, as he aallByram 1997: 31), influenced the CEF
even though only three out of the five componergsawaken into account, namelgvoir-
étre (existential competenceyavoir (declarative knowledgegndsavoir apprendre/faire
(ability to learn/skills and know-how), splittiné latter into two separate entities.
Interestingly, what is being left out in the CERhse “education”- component of Byram’s
model, focussing on political education and critmatural awareness. According to Byram
(1997: 46), teaching language and culture shouhgigee political and critical awareness

which is why he positioned the present componetiteatentre (see figure 6).

Figure 6: Factors in intercultural communication (Byram 1997: 34)

- S— ——
Skills
interpret and relate
(saOLr l'c:.ullrlr.'r.l.-frr'_l
Knowledge Education Attitudes
of self and other; political education relativising sell
of interaction: |eritical cultural awareness valuing other
individual and societal (satoir s engager) {srooir élrie)
LSTTRNES )
Skills
discover and /or interact
(savoir gpprendre/faire) N

Clearly, political knowledge about the languagenesas’ country of origin and/or target
language country is essential especially in arr¢oteural learning process. Political
education yields potential to enhance languagaégarintercultural competence and
similarly raises their critical awareness in orttetake position. Nevertheless, there are some
compelling reasons not to incorporate politicaliessin a language course. As mentioned
earlier, Ur (1996: 199) draws attention to contrsiad topics that can lead to a highly
emotive discussion especially in multicultural sl@®ms. While the CEF does not
incorporate political education and critical cutbawareness as individusawvoir, a brief
look at the public domain introduceddhapter 3.3onfirms that political issues are covered.
In addition, the “skills'interpretandrelate (savoir comprendre), the ability to
interpret documents or events from the target caitto one’s own, are not implemented in the
CEF model as such. However, it is stated thalates to already existing knowledge either
acquired through formal education or in informahiaxts (Byram 1997: 37) and thus, equals
the component “knowledge of the world” stated ia @EF (2001: 101).

Y For further insights see Byram (1997)
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While it might seem that the fiva&avoirsare individual components, they commonly
interdependently constitute the general and comaatine language competence of language

learners.

3.4.1 Knowledge of Content in EFL asseneral Competences

The CEF (2001: 101-108) suggests that declaratiegvledge(savoir),skills and know-how
(savoir-fairg), existential competencésavoir-étre)and the ability to lear(savoir-
apprendre)elate to general competences.

The language learners’ success not only presupposededge and specific skills for
an appropriate communication, but also dependswamiaety of competences, such as the
existential competence (savoir-étrajtitudes, motivation, values, beliefs, cognitstgles
and personality factors constitute a person’s itheand can either hinder or foster the
learner’s ability to communicate and learn a lamggueespectively (CEF 2001: 106-107). It is
fairly common that the aforementioned featuresnagmtive and thus hamper interaction
(Byram 1997: 34). Equally, positive prejudices aapede successful cultural interaction.
There should simply be a natural willingness to samicate with people (CEF 2001: 23), a
“curiosity [...], openness, [and] readiness to suspdisbelief about other cultures and belief
about one’s own (Byram 1997: 91).

Theability to learn (savoir-apprendrajescribes the language learners’ participation
in new situations in which newly acquired knowledg@nplemented into prior knowledge
that might then be adjusted (CEF 2001: 106). Thigyto learn is relevant in cases where
the language learners have no or hardly any knaeléol encourage them to determine their
own learning process and dealing with challengeagring situations (CEF 2001: 106).
Byram, Zarate and Neuner (1997: 16) descsdnenir-apprendres the “ability to produce
and operate an interpretative system with whiogaio insight into hitherto unknown cultural
meanings, beliefs and practices, either in a famdr in a new language and culture”.
General phonetic awareness, language and commionieavareness study and heuristic
skills are, among others, the componentsavir-apprendg(2001: 107-109).

Skills and know-ho\savoir-faire)incorporate social skills (performing expected
routines), living skills (routine actions such a®king, bathing, walking, etc.), vocational and
professional skills (mental and physical skillsyld@isure skills (arts, crafts, sports and
hobbies) (CEF 2001: 104). Furthermore, it can le@ s an integration of savoir-étre and

savoir-apprendre as the language learner needsivata already existing knowledge
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(Byram, Zarate & Neuner 1997: 18).

Since the three general competences, skills aod#ow, existential competence and
ability to learn, can hardly be applied to areash@matic content, this thesis will not take
account of these aforementioned competences. @kitlsknow-how for instance, as well as
the ability to learn, are strategies for acquirimgearning content. Thus, they belong to the
device of methods, not thematic content. As fagxastential competences are concerned,
they are not content-based, but prerequisitesafessful language learning and cannot be
classified among elements of content either. Thggjhtrbe involved in acquiring content

knowledge, but are not contgrdr se

3.4.1.1 Declarative knowledge (savoir)

The declarative knowledge embraces “knowledge @fabrld”, “sociocultural knowledge”

and “intercultural awareness” (CEF 2001: 101) ander than its counterparts in the previous
section, can certainly be applied to thematic aantéis a “system of cultural references
which structures the implicit and explicit knowledgcquired in the course of linguistic and
cultural learning” and allows for the language fesas’ needs required in a communicative
interaction with the target culture/language ingjigs (Byram, Zarate & Neuner 1997: 18).
One can consider it as “knowledge resulting frompegience [...], from more formal

learning” (CEF 2001: 11) or from “socialisationthire family” (Byram 1997: 35), either

consciously or subconsciously.

3.4.1.1.1 Knowledge of the World

We all possess knowledge of the world. All commatiie activities depend on a shared set
of beliefs in the knowledge of the world (CEF 20Q1). Knowledge of the world
incorporates factual knowledge and derives froneegpce. It is mediated by the
environment the language users find themselvas gefined during early childhood,
education, academic settings, formal learning, eogliknowledge and other sources
influencing the language learner (CEF 2001: 11)pigcal knowledge refers to daily routines
both in public and personal domains, such as nmeaJtusing public transports or
conversation. Routines that are just as well releiwraforeign language learning and teaching
(CEF 2001: 11). This knowledge, residing on the ehad the world in which the language

user is being situated, acquired and developedgfimaut one’s whole life, constitutes the
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major “tool of thought” (Johnson 2009: 2). In fayrilanguage learning and teaching it is
fairly common that the language teachers requparticular prior knowledge of the world —
stored within one’s first language memory capactdgpending on the task (CEF 2001: 101)
By drawing upon the students’ experiences, onga&iae their awareness of societal features
which usually only fade into the background (Byfrg81: 20-21), yet these are not always
accomplishable (CEF 2001: 101).

3.4.1.1.2 Sociocultural knowledge

In addition to the knowledge of the world, socidatdl knowledge can be attributed to
declarative knowledge and also contributes todhguiage user’s capability to communicate
content. The CEF (2001: 102-103) refers to soctocal knowledge as “knowledge of the
society and culture of the community [...] in whicleaguage is spoken” covering “features

distinctively characteristic of a particular Eurapesociety and its culture”:

» Everyday living(food, drink, meal times, table manners, holidaysking hours,
leisure activities)

» Living conditiong(housing, welfare, living standards)

* Interpersonal relationgrelations between classes/ races/ communitigesse
generations/ public and police/ in work situatioianily structures and relations;
class structure of society)

* Values, beliefs and attitudé¢social class, occupational groups, wealth, nation
identity, politics, religion, humour, minoritiesgaurity, foreign countries)

« Body languagégesture, proxemics, body contact, posture, fasiptession) ( CEF
2001: 89)

» Social convention§unctuality, presents, behavioural/ conversationaventions,
taboos, dress)

« Ritual behavioui(birth, rites, celebrations, death)

Generally speaking, in order to develop sociocaltoompetence, it is indispensable to
possess/acquire sociocultural knowledge in theé piesce. English, like every other language,
is located in a specific sociocultural context inigh the foreign language learner makes use
of tools that differ from the ones in his/her natlanguage (Van Ek 1986: 35, quoted in
Byram 1997: 10). Being familiar with that particutaontext to a certain extent is however, a
prerequisite (Van Ek 1986: 35, quoted in Byram 19®j. Although, sociocultural
knowledge could be a subcategory of knowledge ®fatbrld, the CEF (2001: 102) highlights
the importance of sociocultural knowledge as sdparatity due to the cogent reason that
sociocultural aspects might have been irrelevaetven blurred in the language learner’s

prior experience.
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It is utterly striking, that the CEF (2001: 102)edgprimarily relate to a “European society”
disregarding a more global and holistic view witheaphasis on a multifaceted society.
Although the CEF recommendations are mainly tathatestakeholders and practitioners

within Europe, a wider sociocultural perspectiveldtd be maintained.
3.4.1.1.3 Intercultural Awareness

According to the CEF (2001: 103), intercultural agveess is the “knowledge, awareness and
understanding of the relation [...] between the "daf origin’ and the ‘world of the target
community’ [...]". Intercultural awareness permits@nparison of both the home- and
target- culture and their similarities and diffezea that facilitates the understanding of a
versatile community (CEF 2001: 103). The increasiapility and the worldwide use of
English as lingua franca and international langueaygging from simple shop talks to

political discussions, have triggered cultural sgressions (James 2006: 222). Likewise,
Straub, Weidemann and Weidemann (2007: 1), emght#ssmportance of intercultural
awareness since it can be considered as the kegyatente in a globalised world
characterised by cultural encounters and exchaittgesiot surprisingly therefore, a
necessity to generate and develop interculturatewess in order to prepare language
learners for an interaction with people from vas@ultures. These cultures share different
traditions and beliefs which can be further explioged consolidated (Byram, Gribkova &
Hugh 2002: 10). By developing the language learmetercultural awareness, dealing with
cultural intricacies is facilitated and stereotypis obviated. There are however, as Kramsch
(1993: 1) states, possible issues teaching cuttareulture is difference, variability, and
always a potential source of conflict when oneuwreltenters into contact with another”.
Nonetheless, language and culture are inextridaikgd since language can be considered as
the result of a culture (Byrne 1981: 19). It se¢hesefore indispensable to teach a foreign
language with reference to its culture (Valdes 1924) drawing the line between language
and cultural content. Learning a foreign langudgeags entails learning about the target
language culture and the ability to deduce its camatities and differences to the native

language (Brown 1986: 43).
3.5.1.2 Communicative language competence

Equal to the declarative knowledge, communicatargylage competence embraces three
components, namely linguistic, sociolinguistic gmdgmatic (CEF 2001: 108)inguistic

competences refer to lexical (e.g. lexical [phragi@ims] versus grammatical elements
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[articles, relatives]), grammatical (e.g. class#gjctures), phonological (prosody, sound-
units), semantic (connotation, collocation), orttaganic (logographic signs) and orthoepic
(spelling conventions) competences (CEF 2001: 18;MWwhereas

pragmatic competences are concerned with the Igegearner’'s knowledge of the
principles according to which messages are a) @gdnstructured and arranged [...],
b) used to perform communicative functions [...] [peequenced according to
interactional and transactional schemata [...] (CBE12 123).

Nevertheless, for the same reasons as with skilkaow-how, existential competence and
ability to learn in which a thematic content-specification can hatm# drawn up, only
sociolinguistic competence will be further elabechon and used as a tool for the empirical

research ifPart 1l of the present thesis.
3.5.1.2.1 Sociolinguistic competence

Sociolinguistic competence refers to “the knowledgd skills required [dealing] with the
social dimension of language use” (CEF 2001: 11&yguage users do not only draw upon
linguistic competences, but also on the use of@pyate language in a particular context in
relation to society in order to fulfil formality drpoliteness conventions (Hudson 1996: 1,
Celce-Murcia & Olshtain 2000: 16; Niezgoda & R62€01: 64; Byram, Gribkova & Hugh
2002: 10). The study of language in relation taous cultures is indispensable as it becomes
evident which choice of language is the most appaiggpin a specific context. The
relationship role in both verbal and non-verbal camication (Hedge 2000: 49-50) such as
“[...] when to speak, when not, what to talk abouthwivhom, when, where and in what
manner (Hymes 1971: 277). Sociolinguistic competaaaitterly sensitive to specific
components and hence has an impact on communisdi@ween interlocutors of different
cultures as it is to the language user to relatguistic elements to the context and situation
(Van Ek 1986: 41, quoted in Byram 1997: 10; CEF12A(). The CEF (2001: 118) identifies

five core elements of sociolinguistic competencéass language use is concerned:

» Linguistic markers of social relations
* Politeness conventions

* Expression of folk wisdom

* Register differences

» Dialect and accent

Linguistic markers of social relationsary from culture to culture. Being applicableoine
language, they do not necessarily have a similanteopart in another language (CEF 2001:

119).Use and choice of greetingsuch asgiello! or See you lateuse and choice of address
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forms frozen (My Lord), formal (Sir), informal (firstame only), familiar (mate), peremptory
(surname only), ritual insult (you stupid idiotpnventions for turntakingnduse and choice
of expletivegBloody Hell!) can be classified into linguisticankers of social relations (CEF
2001: 119). Equal to the linguistic markers of aboelationspoliteness conventiorse
divergent in different cultures and thus causelaof multiple misunderstandings (CEF
2001: 119). Politeness conventions include “puwsit{...], ‘negative’ politeness [...],
appropriate use of ‘please’, ‘thank you’ [...] [andjpoliteness” (CEF 2001: 119-120).

Further important components of sociocultural cetapce are expressions of folk
wisdom, which are commonly used set phrases the @mbed attitudeBroverbs(e.g. a
stitch in time saves ninggioms(e.g. a sprat to catch a mackertjniliar quotations(e.g. a
man’s a man for a’ that) arekpressions of beli€fine before seven, rain by elevealtitudes
(clichés) andralues(CEF 2001: 120).

Register differencelate to “systematic differences between vasatiglanguage
used in different contexts” and can be organiseul six levels of formalityfrozen, formal,
neutral, informal, familiarandintimate (CEF 2001: 120). In an EFL context, lower
proficiency levels are introduced to rather neuaabuage first since formal and familiar use
of language might irritate the language learners.

As a last point linked to sociocultural competertialect and accens of importance.
Certainly, there are plenty of dialects and accsimtse every language is characterised by
heterogeneity. These peculiarities can correlate sacial classregional provenancge
national origin ethnicityandoccupational group$CEF 2001: 121). The linguistic markers
used in dialects and accents such as diffdesiton grammar phonologyvocal
characteristics paralinguisticsandbody languagenay well lead to stereotyping and
superficial perspectives (Alptekin 1996: 60). Thaavever, can be challenged by means of
intercultural knowledge (CEF 2001: 121).

What one misses in the CEF, however, is takingaaicof not only dialects and
accents, but also of the different varieties awd@af English. “No European language
communities are entirely homogeneous” (CEF 2001),Iri#or is any other language
community on a global scale. English is a langussgzl worldwide and is not only used in a
standardised British or US-American context, babah non-standardised varieties. Kachru
(1992: 355-356), for instance, suggests a repragentof the English language in three
circles representing “the types of spread, theepastof acquisition, and the functional
allocation of English in diverse cultural context$helnner Circledefines itself to the

traditional bases of English, while tleiter Circleembraces countries in which English is
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not the native language, but spoken as second@wifisant language. ThExpanding Circle
comprises countries in which English constitut@sagor language as far as culture or
commercial is concerned (Kachru 1992: 355-356).

Figure 7: The Concentric Circles (Kachru 1992: 356)
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The numerical strength of non-native speakers haadonsiderable increase of English all
over the world, does not allow for a mere focusBoitish English or American English
dialects and accents, but should also take othreaties of English and their dialects and
accents into account. Considering the fact thatliEimgs employed on a global scale by a
substantial number of people, be it Singapore ain@hina or Australia, EFL pedagogy as
well as EFL materials should raise the learnersirawess of the versatile profiles and with it
the abundance of English varieties. Since langaageculture are not mutually exclusive, the

language learners may apprehend

what is considered in one culture to be a normaarhof complimenting may seem
excessive in another. What may be viewed as aatéppecs of phatic communion
(i.e., small talk) in one culture may be perceivedatively in another (Meier 1997:
24, quoted in Harwood 2014: 7).
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If the aim is then to prepare learners to cope widse varieties, a further step would be the
illumination of the rules of speaking (Wolfson 19849) identifying different norms and
characteristics of other languages and culturedfamg] calling for intercultural and
sociocultural awareness. Even if these varietieoaty subliminally touched upon in an EFL
context, the language learner’s sociolinguistic petances as regards to non-traditional
forms of English are at least promoted and allawsafcross-cultural holistic approach
towards world English(es) and their distinctivetteas/peculiarities in both form and
meaning.

Drawing the line between the various competenoed, intercultural, sociolinguistic
or sociocultural, let us assume that one reasonBvigjish is so dominant and Anglo-
American models of behaviour are favoured amonggqeople, is said to be the Anglo-
American pop-culture and the marketing of thisw@t(Council of Europe 2007: 29). Even
though, from an intercultural point of view, the fla-American culture might be a dominant
factor in many multicultural English classrooms;ah make room for topical discussions and
comparisons of different cultures and customs.

Considering the points of criteria for the cousabanalysis, it seems legitimate to
argue that “sociolinguistic competence” puts fomvlinguistic content. It is however, as one
can deduce from the discussion, closely linkedhéotarget language’s culture and traits
granting and opening up for cross-cultural thenmektapics.

The analysis in the following part of the thesifi ne based upon the elements
discussed ichapter 3 Although Ur’s (1996) content categories offeracleriteria for
thematic content specifications and overlap witms®f the domains and competences
provided in the CEF (2001), the categorisation usddde CEF will be adhered to. The reason
for this option is simply the focus on the dominBaropean recommendations and
terminology.

The question though arises if the CoE and its @HFstill play the key role they are
playing now within Europe in the field of languag@licy in the future. This very much
depends on the national governments’ agreemermjistatheir language policies to the
specific Committee of Ministers Recommendation 2@bk8seminated by the language
division of the CoE to all its member states, omgishe CEF (Council of Europe 2008: 1-
16). The rationale behind this recommendation abgean level is “the aim of the Council of
Europe [...] to achieve greater unity among its menmbead that this aim is to be pursued in
particular by the adoption of common action in ediomal and cultural matters” (Council of

Europe 2008: 1). The reasons put forward were ]'fhe increasing significance of the CEF
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as a European standard of reference for languageagdn, the growing value of the CEF as

a reference instrument for the initiatives undestaky the European Commission, such as the
European Qualifications Framework (EQF), Europaskthe European Indicator of

Language Competence [...] (Council of Europe 2008lr2hhe course of th2008
Recommendatiopaper all CoE member states are invited to takeeg@sures to implement
the CEF as a reference tool by “[...] taking int@@unt all its functions and dimensions

[...]” (Council of Europe 2008: 3). Particularly $mg is that the EU also uses CEF as a
reference instrument and recommends its use asviffing] a good basis for schemes to
describe individuals’ languagskills in an objective, practical, transparent gudtable

manner (Commission of the European Communities 2008 Austria has decided to follow
the Council of Europe’s language policy line ashage heard earlier on. If language teachers
will use the CEF as a regular reference tool thoteyly much depends on its direct
applicability in the classroom otherwise it willrhper its use. As far as thematic content is
concerned it is recommended to refer to CEF’s emgilans and comments on communicative
language competences, domains, themes, extemalisits and general knowledge (CEF
2001).
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4. DESIGN OF THE EMPRICAL STUDY

4.1 Research Question and Hypotheses

The main purpose of this research was to answaegarch questioiio what extent do the
English as a foreign language course bdoks English 1 and Prime Timet&ke into account
language teaching recommendations as set in thed@ @i Europe language teaching and

learning tool ‘Common European Framework of Refeecior Languages’ (CEF 2001) with

regard to thematic content?

The discussion ighapter3, “Content as Topics and Themes”, outlined conteet#jgations
in the CEF. The CEF suggests that FL courses atel{tivook designers implement domains,
knowledge of the world, sociocultural knowledgegisbnguistic competence and
intercultural awareness, as well as themes relabiige Threshold Level 1990 (Van Ek &
Trim 1991:59). Hence, given these specifications can assume that Austrian English
coursebooks take them into consideration which m#kegitimate and reasonable to
presume that the thematic content of the two baokestigated relates to a great extent to
specific content variables as described in the Qfan be expected that the Hypotheses 1
and 3 account for a 100% frequency rate sinceetkts should refer to one of théreshold
Level Themeand sinc&knowledge of the Worl either acquired or required within the
texts. On the other hand, Hypothesis 2, 4 and Based on a 50% limit. This is due to the

assumption that not every text can allude to e&these three categories at once.

Hypothesis t Due to the Austrian curriculum regulation on EFLn@ke use of the CEF
competence scales the thematic topics in the 2isbngthool bookto English 1 and Prime
Time 5 correlateéo a high degree with the Threshold Level Therseg@ommended in the
CEF.

Hypothesis 2At least 50% of the texts investigated in the tWwa Echool book#nto English
1 andPrime Time Sare closely related to knowledge of the worldtasesl in the CEF.

Hypothesis 3“Each act of language use is set within one ofdbenains (spheres of action
or areas of concern) in which social life is orgsed” (CEF 2001: 45) According to this
statement it can be assumed that most thematicsapithe English bookrime Time 5and

Into English lare set for language use within one of the domains
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Hypothesis 4At least 50% of the texts investigated in the twa Echool book#nto English
1 andPrime Time 5show close connections to intercultural awarereesstated in the CEF.

Hypothesis 5At least 50% of the texts investigated in the twa Echool book#nto English

1 andPrime Time 5show close connections to sociocultural knowleagstated in the CEF.

Hypothesis 6At least 50% of the texts investigated in the twa Echool book#nto English
1 andPrime Time 5how close connections to sociolinquistic compee@s stated in the
CEF.

4.2 EFL Coursebooks

EFL school books “represent for both students aadters the visible heart” of an EFL
programme (Sheldon 1988: 237). Hardly any teadettes without an appropriate school
book as it is seen as the key material used itatiguage classroom (Byrd 2001: 415).
Language policies and above all syllabi at the cdifeFL constitute the importance allotted
to school books. If a country establishes a sairak or objectives to be accomplished for a
particular language level, described more detdikedontent-specifications, the reliance on
textbooks is considerably high (Dendrinos 1992: ZBe Council of Europe language
teaching tool CEF offers a basis for the desigsytifibi, teaching devices, examinations and
textbooks all around Europe (2001: 1). Given thetAan standardised matriculation
(Reifeprufungor commonly nametaturain Austria) specifications through responsible
foreign language policy makers, one can assumeefRiatschool books are designed to cover
the necessary content to achieve the defined cempes. Even though on one hand it is the
national syllabus, influenced by Council of Euragpebdntent specifications, that finally states
what is to be taught and learned, it is on therdth@d — as generally may be assumed -the
school book that determines the content to be detdtin the end. School books or course

books

provide the data with which students and teacher& vand pose the questions that
define how the data should be understood. Theyeédfie content of instruction and
the tasks students are expected to accompliskeigdtvice of acquiring and
demonstrating mastery of that content (Sosniak &nfan 1990: 24).

Hence, school book writers have to adequately stHeaontent of the school books, tasks,
texts and activities linked to the latter (Ur 19283). Even more so this applies to the context

in which language learners are supposed to putaiahvstandardised knowledge’, as is the
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case in the final standardizéthtura exam. “Generally, the first area included in textb
analysis is the fit between the materials and thhaalum” (Byrd 2001: 416). This leads us

to the forthcoming analysis of the research finding

The main research purpose arose out of the intierdsé field of thematic contents and
whether there was a correlation between the thematitent in the EFL school books and the
CEF-content specifications. Every year, an amplewarhof teaching materials are published.
In Austria, there is a high density of authoriséfLEEchool books including such for use on

the CEF proficiency level (B1) on the base of which research was undertaken.

4.3 Methodology and Research Procedure

The following section will discuss the procedureltd empirical study and provide a detailed
insight into how the analysis has been carried léoit.the research, a typeiofernal
evaluation McDonough, Shaw & Masuhara 2013: 59) was chosen.

With reference to statements in the CEF (2001Wbat is needed for gaining
competences in a foreign language, it seemed ttlaalinguistic knowledge is by no means
sufficient to carry out a communicative languagk teompetently. With regard to content
specifications introduced ithapter lon a European dimension, the purpose of this part o
the research is to analyse if the English texteéntwo EFL school books chosen for the
researchinto English 1andPrime Time &, are closely related to the criterions on thematic
content as specified in the Threshold Level 1998n(¥k & Trim 1991: 59) and the CEF
(2001: 52) respectively. From each of the two EBursebooks thirty texts were selected
based on the assumption of them containing thernatitents which could be compared with
CEF and Threshold Level categories on thematicertr{see coding frame in t@pendi).
Thirty texts of each of the two EFL coursebooksenazlected based on the assumption of
dealing with thematic contents to be compared @it and Threshold Level specifications
on content. Out of the listed Austrian EFL schombks for upper secondary schobiso
English 1, Prime Time 5, Laser B1, Make your waéstination b1, Headway 5, New
Opportunitiesor Gateway Blhe eventual decision to analyBeme Time ZandInto English
1 was driven by the fact that the majority of sclsoadntacted, had reported back to work
with the aforementioned EFL books. It is clearlgmature to make any hasty assumptions.
However, given the substantial number of schoolsking with these two books might be a

12 EFL school-books approved by the Austrian Minisif{Education for use in EFL in year 1 of the acaite
secondary school, upper level
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solid proof for their popularity among English teacs who might have chosen these EFL
coursebooks on the assumption that they are biégbkeufor teaching to the test
(Standardised Matura-exam). And because — as leasrberred to in this thesis before — the
standardized final exam at the end of secondamydiicty, upper level is to take account of
the language competences as described in the TBE:(81-65; 66-96) one might think the
Austrian EFL coursebooks also relate to thematitertt as suggested in the CEF. After all,
language competences include all elements of aikegey thematic content knowledge, too.

Since no conceptual research tool for data cotladtias been developed so far that
specialises on and addresses the aforementionets$ pdiinterest, a novice framework of
analysis was designed containing categories fdysisdbased on CEF and Threshold Level
criteria (see coding frame appendi}.

In order to answer the research question andstdhe hypotheses, frequency data of
texts in the two EFL school books that align whk pre-defined Threshold Level Themes
and CEF content areas had to be found. It seemsitha pressing need to mention that CEF
itself does not directly refer to the thematic gatges used in the present research as
“content”. It was, however a logical conclusiontthad been drawn, as content in the CEF
must be seen as closely connected with CEF domBmsshold Themes, knowledge of the
world, sociocultural knowledge, intercultural awagss and sociolinguistic competences
(CEF 2001:45, 101, 102, 103 & 118).

As the present research is “centred around nurhtiersapplied methodology is of a
quantitative nature (Dornyei 2007: 32). The fragrye(of correspondence between school
books and CEF content criteria) however, must lz¢ae to categories (Dornyei 2007: 33). In
this research procedure these are categories getanpto data collection and organized
within a coding system with the common featureSbématic contents in EFLElass
divided intoCEF domains, Threshold Level Themes, Knowleddeeokorld, Intercultural
awareness, Sociocultural knowledge and Socioliniguimmpetenced Quantitative studies
also aim at the relationships between variablesr{ipg 2007: 33). Hence, the relationship
between the thematic content areas above and tieetees in the school books as ‘variables’
will be measured according to defined featuresthdssresearch is on content the chosen
analysis is “content analysis” (Schreier 2012).sTiniethod is described as a “research method
that uses a set of procedures to make valid inferefrom text” (Weber 1990: 9). This is why
the researcher believes that the content analysilsad can detect the frequency of theme

based contents in the school books correlating thighcoded criteria according to the CEF

13 seechapter 3
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and Threshold Level quite efficiently. Through meaf an internal “content analysis” which
is based upon a quantitative research method, adatedvas collected on various variables
and different categories of thematic content. Fthenstatistical point of view it was decided
upon using the model of descriptive instead ofitifierential one (Ddérnyei 2007: 209)
allowing the researcher to summarise the catedatata numerically and describe — with
reference to this research — the characteristitiseo$chool books in terms cbntentafter
listing the findings in words, such as conformitiesnd between school books and CEF
categories of content based elements. This was loppe&amining the thematic contents in
the two school books identifying as to which of tdategories they may be assigned (see

coding frame irappendi}.

The texts in the books were analysed accordingtegorie$’ including

* The Threshold Level 1990 Themespersonal identification, house and
home/environment, daily life, free time/entertaimneravel, relations with other
people, health and body care, education, shopfang,and drink, services, places,
language, weather (Van Ek & Trim 1991: 59)

« Knowledge of the world: knowledge acquired throughout childhood and through
formal/informal education and experience (CEF 2Q@1-102)

« Domains:language use acts are set within one of the foomailzs personal (private
sphere revolving around home, family and frienggjlic (member of society and
organisations), occupational (job and professio) @ducational (learning, that does
not necessarily take place within an institutic@EF 2001: 45)

* Intercultural awareness: knowledge and appreciation of similarities andediéhces
between home and target culture; regional and kdwiersities (CEF 2001: 103)

* Sociocultural knowledge:knowledge of the target culture and society sudivamsy
conditions, everyday living, interpersonal relapmalues/beliefs/attitudes, body
language, social convention, ritual behaviour (2BB1: 102-103)

e Sociolinguistic competenciesknowledge needed to deal with the social dimenesfon
language use such as linguistic markers of soelations, politeness conventions,

dialects/accents, register differences, expressidolk-wisdom (CEF 2001: 118)

In order to find out about the occurrence of thevabmentioned categories, 30 texts both

spoken and written, considered to deal with themm@intent, were chosen from each textbook

“for a review seehapter 3
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(Into English 1& Prime Time %. Certainly, texts can incorporate many themestapits

(e.g. travelling around the world and having a #edish in a specific country). However,
the analysis only took account of the major themesvery text. Themes within a text merely
superficially touched upon were not consideredchaadnalysis. A “text” was considered
feasible once it promoted mainly thematic and mgjuistic content. All the other texts
inextricably linked to linguistic content were desinrrelevantinto English 1comprises 60
texts, whilePrime Time Scomprises 49 texts in total promising thematibeathan linguistic
content. Thus, the choice of 30 texts in each lamaounts to 50% and 61.2% of the books'
texts respectively.

After analysing the 60 texts in the two school ®wkth reference to the CEF and
Threshold Level categories and collecting the datéhe categorized data frame, frequency
of matches were established using a type of faaatysis-output method (Ddrnyei 2007:
233) reporting the findings (correlations betweeno®| books and CEF/Threshold Level
thematic content ‘factors’) in tables and graphen&ally speaking, the findings should
report whether the aforementioned factors of cdrdemincorporated in the very two EFL
school books. Before starting with examining thegkes the teacher’s and students’ books
were pre-examined if they had been designed takiogunt of these categories as stated in
the CEF or if general statements about the comterd made by the course book authors
themselves. Such an evaluation of the table oferdatof the EFL school books, their cover
pages as well as the introduction of both teachartsstudent’s book can be described as
“external evaluation” suggested by McDonough, Shad Masuhara (2013), when “the
‘blurb’, or the claims made on the cover of thectesx’s/students’ book [and] the introduction
and table of contents” (2013: 54) are analyseddé¢donough, Shaw and Masuhara’s internal
evaluation (2013: 59), the

extent to which the aforementioned factors in tkiermal evaluation stage match up

with the internal consistency and organizationhef mnaterials as stated by the

author/publisher
are analysed. In contrast, the internal evaluatidhis research was to illuminate whether the
internal content of the very EFL school books waadcordance with the CEF criteria rather
than with the actual themes previewed in said Efflosl books' own tables of content and
teachers’ manuals.

The readers of this thesis should know that, siracepecific conceptual research tool
for this kind of data collection could be spottadesearch literature specializing on and

addressing the aforementioned research on compewimglations between content in school
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book texts and proposed content areas in the CE#FL{zand Threshold Level 1990 (Van Ek

& Trim 1991), a novice framework of analysis fotalaollection was designed.

Table 1: Extract of Data Collection Frame

Item Unit/Unit's Topics in Content Based on Domains Content based on Content Content
topic Book and Knowledge of the Intercultural based on based on
area/page/ta | Correlating World Awareness Sociocultur | Socioling
sk Nr./Text Threshold al uistic
type Level Knowledge | Compete

Themes nces

1 1/Multicultur | Teenagers in | Facts on Britain and | Public - Facts on -
al society- Britain people’s (living British
Best of characteristics/cliché| conditions, society and
British /6/1: Threshold S. routines, youth
Survey text. | relation: Facts based on a hobbies, (Everyday
(Li) Daily Life survey on British teenage living,

teenagers society) leisure time,
values,
family
relations)

25 8/Moral Topic in the Street Public - Arts- visual | Dialect:
issues- Good | book: art/graffiti/hip-hop (public arts: graffiti, | occupatio
and evil/ Into | The Writing’s entertainme street art ; nal
Culture (sic!) on the Content words to nt, graffiti) Hip-hop group:
112/1a: Wall describe graffiti origins in graffiti
Article (Rd) (writer, crew, tag, Personal the USA jargon

Threshold throw up, burner, (hobbies) (“a tag,
related Art : style wars etc.) Values and | burner,
Graffiti as general style
piece of art or attitudes , wars,
crime? interpersona| throw up,
| relations etc.”)
American
English:
subway
Informal
and
familiar
language

Table 1displays the data collection frame containingdagegories to be examined and

illustrates two findings made withinto English 1 The spoken or written texts were analysed
according to Threshold Level 1990 Themes, knowlexfghe world, the text-inherent
domains (not restricted to only one domain), theua@nce of intercultural awareness,
sociocultural knowledge and sociolinguistic compess. The findings were then recorded in
the frame, counted, the level of frequency captaretables and bar-graphs and interpreted.
The overall findings will be presentedadhapter 5by category comparing the two EFL

school books and their relation to CEF criterighfighting striking features, differences
and/or communalities and the hypotheses will bérasted with the actual results. A detailed
account of the findings can be found in the datkection frame in the@ppendix

67



5. FINDINGS

Through the external evaluation of the EFL schamksInto English landPrime Time 5t
became evident that the statements made by theatmok authors overlap with some CEF
specifications. The purpose of the data-collectiamée” is to arrange all findings to do with
the variables neatly and to enable the readeralsesthat all of these variables are to be seen
holistically, all responsible- like a good sociahtwork- for making a language performance
work.

Since “data never ‘speaks for itself”” (Schreiel202), the meaning of the results
shall be deciphered on the basis of interpretatmusshall confirm or reject the hypotheses

mentioned irchapter 4.1.

5.1 External Content Analysis

5.1.1 Prime Time 5

Having a look aPrime Time 5'YHellmayr, Waba & Mlkar 2010a) cover-page, “Siched
Kompetent zur Matura” are the striking words pasiing the school book’s line in close
proximity to the construct of the standardised Matexam. In addition to that, some themes
and topics are already arranged on the cover pageas “docusoap, poetry slam, heroes,
fantasy, outback, tolerance, global and friendghe®than thematic hints, “skills”, “fluently”
and “experience” are enumerated. Can the latt@ebeeived as indication for thematic
contents on the base kiiowledge of the worRlAnd is the picture showing four white
teenagers, obviously spending a cheerful time hmyeevidence for a focus on thersonal
domair? Or are they on a family holiday abroad, expantlieg socic-or intercultural
awareness?

In the introduction oPrime Time 5’s Teacher’s Handbo@hellmayr, Waba & Mlkar
2010b: 3-7) the authors enumerate concepts, aithslgectives of the EFL school book at
hand. They focus on autonomous and authentic speE#dompetences, outcome-orientation
by providing transparency and on skill-trainingagtigies to equip the learners with the
necessary competences the learners will needdoc@essful pass of the Matura Exam and
other standardised exams (Hellmays, Waba & MIka:0B0 4-5).

'3 The data collection frame can be found in the agpe
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As far as thematic content is concerned, the asithmmise coverage of appealing,
diversified, relevant and sustainable content-mdtiat is designed according to the needs,
interests and problems likely to occur at a lea'nage of fifteen or sixteen (Hellmayr, Waba
& Mlkar 2010b: 4). Every unit focuses on a spedifipic that is further illuminated by means
of texts and dialogues guaranteeing a coherenbapprtowards the content-matter.
Interestingly, it is specifically mentioned thaethook pursues the specifications, descriptors
and frameworks provided by the CEF (2001) whichobees evident in the succeeding
description ofPrime Time 5’'scontent in this thesis. Apart from linguistic cent, generating
lexical, phonetic and grammatical content, “prodde an authentic context”, it is explicitly
stated that sociocultural and intercultural compegs shall be promoted throughout the EFL

course:

Der soziokulturelle Hintergrund [...] spiegelt diedesten der modernen Gesellschaft
wider, [...] ihrer ethnischen Vielfalt. Die Units [..Hjaben unterschiedliche
Schaupléatze und unterschiedliche Themen. Das Fatoimlasoll zudem zum
interkulturellen Vergleich anregen. So werden diaiBerinnen und Schuler [...] dazu
[angeregt] ihre eigene Lebenswelt in der Fremds$@aarzustellen und mit anderen
zu vergleichen. Auch kulturelle und situationsgeteme Sprachkonventionen werden
angeboten [...] (Hellmayr, Waba & Mlkar 2010b: 6).

The ToC is arranged accordingTopic, Texts, Listening, Speaking, Reading, Wrjting
VocabularyandGrammar(2010a: 2-5). Contemplating thematic content asnmderest

within the content analysis, the ToC reveals thiewng themes and topics:

- The world speaks English - Identities- whext?
-Australia - Media-mad
-Politics - Strange realities

- Human rights - Music

- Jobs - Books

(Hellmayr, Waba & Mlkar 2010: 2-5).

The external evaluation #frime Time Seveals that the individual topics as mentioneavab
play a central role in the coursebook. In otherdsothe topics and themes are ranked first
within the ToC followed by a list of skills, grammand vocabulary items linked to the
superordinate topic. What is strikingRsime Time 5’'sstrong emphasis on preparing students
for pedagogic tasks, namely the Matura exams. éhiag to the test is highlighted and the
coursebook content be it thematic or linguistiGgoasidered a fruitful preparation for the
standardised exam. In retrospect to the Austrianotum (chapter 1.3), its thematic
specifications (such as professions, literaturesimand media), “Erwerb soziolinguistischer

Kompetenzen” (manifested Prime Time 5 topic “The world speaks English”),
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“Interkulturelle Kompetenz” (mirrored iRrime Time % topic “Human rights” and
“Identities- what next?”) and travelling (represshby the topic Australia) are taken into

account.

5.1.2 Into English 1

Into English 1(Puchta, Holzmann, Stranks, Lewis-Jones & Pod3&8&) lists neither themes
and topics nor any other skills and competenciesemsed within the book on their cover
page. However, what is fairly remarkable is thatltondon Skyline is positioned in the
middle of the book cover. Can we consider this etspg a focus on English culture rather
than on American culture? Thereunder, similar ®Rhime Time Scover, four teenagers
albeit not all white like ifPrime Time 5are shown. Does this cover picture centre coraent
intercultural awarenesand multiculturalism or simply emphasise gersonal domairof
teenagers?

Equivalent taPrime Time 5a reference to the Matura exam can be founden th
student’s book: “Kompetenzorientierung geman Reifing NEU” (Puchta, Holzmann,
Stranks, Lewis-Jones & Posser 2013a: 2).

Also similar toPrime Time 5Into English 1(Puchta, Holzmann, Stranks, Lewis-Jones
& Posser 2013b: 4) refers to topics that are imatance with and a preparation for the
standardised Matura exam. It is stated that thiesagealt with are all “touched upon in the
Austrian Matura exam” and shall offer the necessamyinology the language learners need
for the latter (Puchta, Holzmann, Stranks, Lewise3o& Posser 2013b: 4). As referred to
earlier inchapter 1.3 the requirements of the final and standardizZedd &am are set at the
CEF competence level B2 and students should béolsapaexpressing themselves in a clear
and detailed manner on familiar topics relatechtogersonal domairfiamily, friends, spare
time, public sector such as shopping, travellingegainment, scho@ndwork

(https://www.bifie.at/node/78 4 April 2014). Furth®ore, topics are covered that are
supposed to be of students’ interest and hencerfteir motivation and in-class
participation. Adhering to a theory by Kieran Edguooted in Puchta, Holzmann, Stranks,
Lewis-Jones & Posser 2013b: #)to English 1lis said to be influenced by “educational and
neurobiological theories”. Hence, the following apgch towards a socio-political and

psychological content-matter can be deduced:

If they [the language learners] connect with togind Coursebook content, their
interaction and enjoyment increases. Teenagensadeally attracted to stories about
exotic places and cultures. Most importantly thanitify with iconic and heroic
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figures who shop exceptional courage, love, tolegatoyalty and genius (Puchta,
Holzmann, Stranks, Lewis-Jones & Posser 2013b: 4).

Moreover, it is mentioned th&tto English 1'scontent also provides sections@ulture,
offering cross-cultural information about customs &istory,Music, providing original
songs or videod,iterature, putting forward texts from various genrédm and “engaging
topics and issues that are simply worth talkingugb@uchta, Holzmann, Stranks, Lewis-
Jones & Posser 2013b: 4).

The twelve units are arranged according to gramutaabulary, pronunciation,
reading, listening, writing, speaking, Into Compeies, Into Literature/Into Culture/Into
Music/Into Film and Language in use. As far as thgocontent is concerned, the following

topics can be deduced from the ToC:

- Multicultural Society- best of British -Commuaition-ways of talking

- Relationships (1) - a true friend -Travel {Dreat adventures
-Technology- live forever -Media- reality TV

- Nature and Environment- campaigning for survival -Moral Issues- good and evil
-Crime and Punishment- getting into trouble -Bbeitwo sides to every story
-Travel (2) - mysterious places -Relationship)s-(love

(Puchta, Holzmann, Stranks, Lewis-Jones & PossEB:285).

The external evaluation dfito English lreveals - similar té’rime Time 5 that grammar is
subordinate to thematic content throughout the Efilrse book. Innto English 1 too

thematic issues are ranked first within the ToGCereliere a strong focus is put on skill
training strategies as preparation for the B2 I&¥atura exams. Even though themes seem to
be leading through the book at first sight, aaggton linguistic content are put into play. In
retrospect to the Austrian curriculuch@pter 1.3, the topics irinto English lare in
accordance with the suggested variety of themagiasa however no specific link to CEF or
the Threshold Level can be identified, even tholigio English 1too works along the CEF’s
competence scales. It can be assumednt@English ladjusts their themes to the Austrian
curriculum rather than to the CEF or Threshold 1L&g90.
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5.2 Internal Content Analysis

5.2.1 The Threshold Level Themes

Hypothesis * Due to the Austrian curriculum regulation on EFLn@ke use of the CEF
competence scales the thematic topics in the 2igingthool bookkito English landPrime
Time 5correlate to a high degree with the Threshold L@&lemes as recommended in the
CEF.

As already stated earlier, a text can contain ntheses and topics. One might consider
“llinesses” as a topic relating to “Health and Bdgigre”. Certainly, “Health and Body Care”
do comprise illnesses and health issues. Howdwetteit (nto Englishl, p.62/1) focuses on
intelligent machines subliminally introducing dea$s and “Parkinson’s disease” which does
not make up for a “Health and Body Care” themetsmown, but rather enumerates illnesses
in the course of discussing the main topic- “Tedbgy’. The analysis, however, will focus
on the predominant theme in every text.

Table 2andfigure 8show the fourteen Threshold Level Themes (Van Ekrién 1991: 59)
and reports their occurrence in either of the tealkdooks

Figure 8: Bar-graph reporting in % the frequency rate of occurrences with regard to
Threshold Level Themes innto English 1 and Prime Time 5

Free Time , Entertainment
Relations with other People
House and Home, Environment
Daily Life

Travel

Personal Identification

Education
Weather
Language
- Prime Time 5
Places
. 7 M Into English 1
Services

Food and Drink
Shopping
Health and Body Care

Art and Literature
0,0 5,0 10,0 15,0 20,0 25,0 30,0

in%

72



Table 2: Reporting occurrences numerically and in prcentage with regard to Threshold
Level Themes inInto English 1 and Prime Time 5

Into English 1 Prime Time 5
Recommended Threshold Level Theme$requency of Threshold Level Frequency of Threshold Level
as stated in the CEF related themes related themes
Nr. Numbers % Numbers %
1 Personal Identification 2 6.7 1 3.3
2 House and Home, Environment 2 6.7 1 3.3
3 Daily Life 2 6.7 4 13.3
4 Free Time , Entertainment 8 26.7 8 26.7
5 Travel 2 6.7 1 3.3
6 Relations with other People 8 26.7 7 23.3
7 Health and Body Care 0 0.0 0 0.0
8 Education 1 3.3 0 0.0
9 Shopping 0 0.0 1 3.3
10 | Food and Drink 0 0.0 2 6.7
11 | Services 0 0.0 0 0,0
12 | Places 0 0.0 0 0,0
13 | Language 0 0.0 3 10.0
14 | Weather 0 0.0 0 0.0
Total Frequency: Total Frequency:
Threshold related | 83-3 Threshold related | 93-3
‘themes": 25/30 'themes": 28/30
Additional thematic ‘areas' for which
there is no Threshold theme available
15 | Technology 2 6.7 1 3.3
16 | Art and Literature 3 10.0 1 3.3
Total Frequency: Total Frequency:
Threshold related | 16-7 Threshold related | 8-
‘themes": 5/30 'themes": 2/30

Figure 8 reports the combined findings referringhi® correspondences of Threshold Level
Themes (Van Ek & Trim 1991: 59) as recommendetienGEF (2001: 52) to thematic,
content oriented topics imto English 1 and Prime Time $he results show that out of the
60 thematic texts analysed in both books 88 % blassemble Threshold Level themes, but

focusing mainly on a few of them (e.g. Free Timetefainment, Relations with other
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people, Daily Life) and neglecting quite a few gkther (Weather, Places, Services, Health

and Body Care).

Into English 1
Findings tell that the Threshold Level theme “Ffame, Entertainment” seems to be popular,

not only among young adults who the themes andciedigontent are addressed to, but also
among the EFL book authors. 26.7% of the Threshele| themes can be attributed to this
topic. The texts affiliated with “Free Time, En&rtment” revolve around hobbies (e.g.
sailing), TV (e.g. “Big Brother”, reality shows) drilm (e.g. “Children of a Lesser God”,
“Conspiracy Theory”) productions, famous characterg. “James Bond”) and musicians
(e.g. “Ms. Dynamite”). The themes “Free Time, Etdamrment” and “Relations with other
people” equally represent 26.7% of the texts. diudth be noted that in the caselato

English 1 the theme “Relations with other People”, doesamby present stereotypical
common relations such as friendships and loveioglships (focus on jealousy), but also
relations with other cultures (immigrants in the }J&ndangered tribes (Jarawa tribe),
relations with hearing-impaired people, politicelgans and teenage crime. Political slogans
belong to the umbrella term “Politics”. Since therdshold Level integrates issues revolving
around politics within “Relations with other Pedppmlitical slogans are attributed to the
latter category. Given the themes attributed tddRens with other People”, it is apparent
that the latter category comprises a huge varietgpcs ranging from friendships,
intercultural political affairs to crime and lawsises.

The themes “Free Time, Entertainment” and “Refatiwvith other People” are ahead

of runner up “Art and Literature” comprising topissch as “wordsmithery’”, good and evil
characters in literature, graffiti and street @te attentive reader will realise that “Art and
Literature” and “Technology” are not mentioned e fThreshold Level. The topics however,
could not be assigned to any of its suggested theme thus required an additional
categorising code, one emphasising literature @andha other one technology. Furthermore,
considering the 10% and 6.7% share in texts resedgtit is indispensable to mention these
amid the Threshold Level themes.

By expressing the findings through a ranking systieve themes, four of which are
Threshold Level themes, achieve a good mid-positi®arsonal Identification” addressing
opinions about England and/or Britain in generdDaily Life” dealing with Irish or British

teenagers’ everyday life, “Travel” concerning halyd in Barcelona and tourism and culture
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in India and Zimbabwe, and — a newly added therfieelnology” discussing inventions of
‘brainy’ computers and robots. Similar to “Art ahdlerature”, it was deemed necessary to
adjoin “Technology” as a further theme since soex¢staddressed this topic and could not be
assigned to any of the Threshold Level themesidukl be noted that within the category
“House and Home, Environment”, none of the textnexed concerned “House and Home”
in particular, but rather “Environment” dealing Wwignvironmental issues and unspoilt
regions. All of the aforementioned themes amourat tmtal of only 6.7%. The theme
“Education”, discussing students’ attitudes towasclsool, appears less frequently, too

namely only 3.3%.
Prime Time 5

The findings concerninBrime Time Seveal that “Health and Body Care”, “Education”,
“Services”, “Places” and “Weathedre nor taken into consideration at all among the 3
investigated thematic texts in tReime Time 5It can be stated that themes around “Free
Time, Entertainment” and “Relations with other Pledpaccounting for 26.7% and 23.3%
respectively, constitute the main core of all tample texts. Whereas texts on “Free Time,
Entertainment” deal primarily with radio and TVde‘The Truman Show”, docusoaps,
reality shows), music and music genres, texts aglafbons with other People” mainly focus
on social media (Facebook), relations with othe@mpte (e.g. Aborigines), British and
American politics, civil rights movement and elecis. The diversified themes within
“Relations with other People” indicate that thisigirly general and broad category which
would allow for a breakdown into many individuategories such as politics, crime and
justice, war and peace, personal relations andisaffairs.

With a total of 13.3%, “Daily Life” is the third ost covered Threshold Level theme
whose primary focus lies on job descriptions arifgerviews. The theme “Language”
amounts to 10% dealing with English as global laggiLingua Franca and manners of
conversation. “Food and Drink”, dealing with foodlers and food preparation, trails behind
“Language” with an amount of 6.7% correspondendéeol hreshold. “Personal
Identification” (questionnaire), “House and HoméTravel” (blog on Australia”, “Shopping”
(complaint about a purchase), “Technology” (pafsrleooks) and “Art and Literature”
(books) are less frequent, accounting for only 3.3%

75



Discussion

Comparing the two books, both discrepancies androamcies can be recognised. The factor
analysis (Dornyei 2007: 233) implies that not la# texts investigated in the two coursebooks
refer to one of the Threshold Level Themes. Wiiikednalysis shows that the tested items in
Into English 1cover 83.3% (25 texts out of 30 could be attridutethe Threshold Level), the
texts inPrime Time Shave a relation frequency of 93.3% (28 out of 3B remaining texts
could not be attributed to any of the Thresholddléliemes and required two additional
categories.

It is utterly striking that “Free Time, Entertaiemt” are the prevalent topics in both
books. The target group of the two EFL courseba@oksstudents aged 15-16.Thus this
content area might be considered to be the mostatiolg and appealing dealing with sub-
ordinated themes such as TV, radio, hobbies, nargioother sources of entertainment. In
addition to that, “Relations to other People” asssm vital role in both EFL school books.
However, one should bear in mind that this categuggrates an ample amount of
subordinate notions and has turned out to be ttensedominant theme in the current
analysis. Themes concerned with friendships, lelaions, politics, crime, justice, social
affairs and government issues can all be allodatéRelations to other People” despite their
vast disparity. On the other hand, no evidencédcoe found for other themes such as
“Health and Body Care”, “Services”, “Places” and €éther” which are fairly restricted
compared to “Relations to other people”. While lditeer comprises a huge variety of themes,
the aforementioned themes focus on a narrow gepafs. “Weather” for example solely
emphasises general talk about the weather. Apgart fveather forecasts or personal opinions
on the climate hardly any digressions can be maklis.might be one of the reasons why
“Health and Body Care”, “Services” “Places” and “sleer” were not covered at all within
the examined items. Another valid reason mightha¢ these topics are dealt with in lower
forms as they belong to areas of general commuwicabmpetences around A2 level. Within
the first years of foreign language instructiosslehallenging themes are discussed which
enable the language learner to engage in simgierritan academic discussions.

It is noteworthy thaPrime Time Scovers the theme “Language” accounting to 10%,
while one cannot recognise any occurrendato English 1Into English 1does have
sections on language and on pronunciation in paaticthese sections however, are not
integrated in thematic content-based texts and detraie an isolated task on its own, while
Prime Time Smplements non-isolated language features inewigpoken texts.

16.6% of the investigated textslimto English land 6.7% oPrime Time Zexts had
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no match with one of the Threshold Level themesy®late to others than Threshold Level
themes. As already mentioned, this fact has létadditional categories: “Technology” and
“Art and Literature”. Considering this and the lexeance or rather inadequateness of some of
the Threshold Level Themes for students on B1 Jesahe minor adjustments should be
made. In times of technology developing at a fasepthere certainly needs to be a category
addressing this subject matter.

Concluding, one can say that there is neithegm@ifezant difference between what
kinds of Threshold level related themes the boo&slaaling with, nor how often these topics
are dealt with. Nearly all themes covered in the beoks have a very close relationship to

one or the other of the Threshold Themes, but leav®n quite a few themes.

Answer to Hypothesis: IEven though nearly all texts investigatednto English 1land

Prime Time Torrespond to a high degree with the Threshold LEkemes as recommended
in the CEF, the hypothesis is not confirmed, beeausaverage of 6 Threshold Level themes
has not been incorporated into the thematic content

5.2.2 Knowledge of the World

Hypothesis 2At least 50% of the texts investigated in the twa Echool book#nto English
1 andPrime Time 5are closely related to knowledge of the worldtasesl in the CEF.

As clearly elaborated in ichapter 3.4.1.1.1knowledge of the world is acquired through
childhood and further developed in formal and/orfoimal education and through
experiences. Hence, every input we receive, beitten/spoken texts and other sources of
information, contains knowledge of the world toestain extent. The knowledge one acquires
is closely connected to one’'s mother tongue, L1 #ius to its grammar structures and
vocabulary (CEF 2001: 101). In the process of leara new language, the language learner
on one hand accumulates new knowledge and gainsnsayhts and factual know-how while
on the other hand prior knowledge is activatedrmade use of.

Therefore it comes as no surprise that the frecqesms to how much content of the
tested 60 thematic texts is based on knowledgéefntorld, accounts to a total of 100%.
However, for an external researcher analysingweEFL school book#nto English 1 and

Prime Time 5unaware of the students’ prior knowledge capadityis not possible to
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determine whether the thematic contents of thedetxts introduce new or expand on prior

knowledge of the world.

Table 3: Frequency rate of Knowledge of the World ocurrencein Into English 1 and

PrimeTime5
Into English 1 Prime Time 5 IE1 + PT5
% %
Numbers | (Total of 30| Numbers | (Total of 30| Data Points
texts) texts)
Knowledge of the world 30 100,0 30 100,0 60

Figure 9: Bar-graph showing frequency rate of Knowedge of the World occurrencen

Into English 1 and Prime Time 5in %

Knowledge of the world
Prime Time 5

M Into English 1

0,0 2000 40,0 60,0 80,0 1000 1200

in%

Thus, all 60 texts in both coursebooks incorpokatevledge of the world in one way or
another. Factual knowledge is presented about &geg) England and/or Britain in general,
different countries, history, geography, mediajtps, human rights, music development, job
interviews, book genres, musicians, and must-kneavacters and persons, illnesses and
entertainment programs. A 100% match might seenakmt first glance and makes you
wonder why the CEF category of knowledge of thelvbas been tested in the first place if
one could expect such a match. From the reseascheint of view, however the high score
referring to knowledge of the world has proved weasjuable for future design of EFL
language teaching. The results confirm, in fact dwaguage teaching and learning is no
longer centred around a mere linguistic conterttabound a knowledge based thematic
content in accordance not only with the CEF but algth OECD’s 2% century learning

directions. As we are all part of a knowledge-aiéelnsociety we all “need to learn integrated
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and usable knowledge” (OECD/CERI 2008: 2). It ishis context that we should read the
results presented above and acknowledge that kdgelef content based EFL is committed

to this objective.

Answer to Hypothesis 2: All of the topics investigg (100%) in the two EFL school books

Into English landPrime Time Sare closely related to knowledge of the worldtagesl in the
CEF.

5.2.3 Domains

Hypothesis 3'Each act of language use is set within one ofdbenains (spheres of action
or areas of concern) in which social life is orgsed” (CEF 2001: 45) According to this
statement it can be assumed that most thematicsapithe English book®rime Time Sand

Into English lare set for language use within one of the domains

Every language activity is set within one of tharfdomains suggested by the CEF
(2001:46). The personal domain revolves aroundljamatters and private life, the public
domain embraces social life, the occupational domefers to people’s occupations and the
educational domain is concerned with learning argpiging knowledge which must not
necessarily take place within an institution (CERZ 45).

Reviewing the results concerning the Threshold Lehemes with “Free Time,
Entertainment” and “Relations with other Peopletlas dominant themes, one can assume

that the domains suitable to these themes mustulmedly bepersonalandpublic.

Table 4: Frequency of occurrence of CEF domains itnto English 1 and Prime Time 5

Into English 1 Prime Time 5 IE1 + PT5
CEF Domaing  Numbers % Numbers % | Data Points
Public 16 44.4 13 37.1 29
Personal 13 36.1 10 28.6 23
Occupational 3 8.3 5 14.3 8
Educational 4 11.1 7 20.0 11
Total 36 100.0 35 100.0 71
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Figure 10: Bar-graph reporting the frequency rate related to CEF Domains
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The results show that within the 30 analysed thentexts ofinto English 1 a total of 36
domains appear. This is possible due to the fattstime texts can be related to more than
one of the domains. This can — so the CEF (200114 regarded as normal: “It should be
noted that in many situations more than one dommaiy be involved. [...]For a teacher, the
occupational and educational domains largely cdeiciHere is an example to illustrate this
point: It is the text about a graffiti artist whestribes his passion. While on the one hand,
graffiti and street art are part of the public sighfer public entertainment, the text also
outlines personal incitements and information anattist’'s hobby (Puchta, Holzmann,
Stranks, Lewis-Jones 2013a : 112/1).

In Into English 1 the data evidence proves that 16 texts (44.4%grado theublic
domain, followed by 13 (36.1%ersona) four educational(11.1%) and only three (8.3%)
occupationathemes. Hence, the initial assumption that pubiit gersonal domain might be
the predominant domains, proves to be right.

The findings referring to the other EFL school bdato English 1 show a similar
relation between domains and topic®tane Time 5vhere 35 occurrences aligned to the
four domains can be counted within the 30 textil&r toInto English 1 more than just one
domain is covered in some of the texts. For ingaidr. Truman’s” personal habits, his
daily routine and emotions’ are described, whilgl@other hand his entire life is secretly
broadcasted as a TV series. This is where perstomahin converges with the public domain.
Ascertaining the facts, most of the topics of dodloks can be assigned to fheblic domain
(13 times, 36.1%) followed by theersonaldomain (10 times, 28.6%). The lowest degree of
correlation was found between tbe@ucationaldomain (7 times, 20%) and tbecupational
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domain (5 times, 14.3%), again similaritdo English 1

As regards the results, the question arises wégdlucational domain occurs four
times ininto English 1land seven times iArime Time 5when in retrospect to the Threshold
Level Themes, the theme “Education” was only codenece (3.3%) or not at alt Prime
Time 5 The topics referring to the educational domaimensncerned with the acquisition of
specific skills and knowledge not necessarily witfarmal education. For example, getting to
know what film-scripts look like and how to compdkem or reading about the must-know
classics in literature (e.g. Faust) can be attetud “Free Time, Entertainment” and “Art and
Literature” respectively rather than to “Educatiomhe latter - according to the Threshold
Level 1990 - is meant to be more concerned witloglcbubjects, qualifications and types of
education (Van Ek & Trim 1991: 75).

All examined texts in both EFL coursebooks candmibed to one of the four
domains. The data pointstaible 3reveal the total amount of either domain in baibrse
books together. One has to bear in mind howevat elery piece of content, every text, be it
written or spoken and every act of language isrlsleather of personal, public, occupational
or educational nature. It is not a question of Whethe acts of language use are set within

one of the domains, but rather in which of the doma

Answer to Hypothesis 3: The results report thaé@ltexts investigated in the English books

Prime Time fandinto English lintegrate the topics into one or even more ofitlie CEF

domains. Hypothesis 3 can thus be confirmed.

5.2.4 Intercultural Awareness
Hypothesis 4At least 50% of the texts investigated in the twa Echool book#nto English

1 andPrime Time 5how close connections to intercultural awareraesstated in the CEF.

Both CoE and EU language policies emphasisedisapter 1.1& 1.3respectively) the
importance of intercultural awareness throughoeir tspecifications. Not only does it foster
plurilingualism, but also enhances language leatra@mknowledgement of various cultures
and traditions.The criteria upon which a text was seen to be tefaultural value were: Is the
text likely to raise awareness of the relation lestavhome and target cultures? Can the text
be used for developing an appropriate intercultcoahpetence? Does the text provide an
insight into regional and social diversity in betbrlds (CEF 2001: 103.104)? Given the
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advantages linked to this field, one might assumaéa reasonable amount of intercultural

topics are dealt with in any of the many EFL schHombks. The results however, report that

the supposition is mistaken.

Table 5: Frequency in numbers and % of occurrenceelated to Intercultural Awareness

in Into English 1 and Prime Time 5

Into English 1 Prime Time 5 IE1 + PT5
Numbers | 70 (To@lof30 | Nympers |%  (Totalof30| nata Points
texts) texts)
Intercultural Awarenesg 6 20 9 30 15

Figure 11: Bar-graph reporting results on Intercultural Awareness inlnto English 1 and

PrimeTime5in %
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In Into English 1 only six out of 30 texts (20%) are linked to notdtural awareness, which

does not even account for a 50% mark. Examiningx&ing intercultural content it

becomes evident that the comparisons drawn witlendxts are all related to at least one

English-speaking country. English stereotypes ampared to Italians, proverbs from all

over the world are presented, US-American percaeptabout a film set are opposed to those

of Thai people, developments and communalitiesaoibus countries, such as Britain, Japan,

France, Poland and Italy are discussed.

Prime Time Hisplays a higher number of intercultural toplmst with only nine out

of 30 texts (30%), does not cross the 50% marleeitntercultural content appears in the

comparison of UK and USA’s music development, Uld &SA’s literary publications, the
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political system in Scotland/Wales/Northern Irelatiek role of English among other
languages, brief comparison of Australia and Eutbpeugh highlighting some stereotypes
(such as the bad weather in Britain or the exigarikangaroos in Australia), the attitudes
towards the EU of different European countries.(8weden, Greece, Spain etc.).

An explanation for the low degree of intercultdbalsed topics certainly is the
sociocultural category. While the CEF distinguishetveen intercultural knowledge and
sociocultural awareness, the investigated EFL booksot give it a clear-cut as to which
content belongs to intercultural knowledge or sogitural awareness. Intercultural and
sociocultural competences are difficult to sepasatéhey pursue the same objective,
enhancing cultural understanding and appreciaéther with comparison (intercultural) to
other cultures or emphasising specific featuresnbf one culture (sociocultural). Taking a
close look at the content based on interculturaraness, the Anglo-American culture
dominates in both books.

Answer to Hypothesis 4: Only 20% and 30% respelstivbthe thematic texts investigated in

Into English landPrime Time Show close connections to intercultural awareassstated

in the CEF. Thus, the limit of frequency set at 5@#deast more than 50%) has been reached
by neither of the two EFL school books. Hypothdseannot be confirmed.

5.2.5 Sociocultural Knowledge

Hypothesis 5At least 50% of the texts investigated in the twa Echool book#nto English

1 andPrime Time 5show close connections to sociocultural knowleagystated in the CEF.

As is stated in the CEF (2001: 102), sociocultbredwledge is one element of knowledge of
the world. Nevertheless, it is also mentioned (2Q@P) that the features of the target
language society and its culture deserve an indalidxamination and discussion.

In other words, sociocultural knowledge takes stigleninds into the countries of the target
language English. On taking a close look at the k& school books in question, there is a

slightly higher frequency traceable than with reg@r intercultural awareness.
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Table 6: Frequency in numbers and % of occurrence ith regard to Sociocultural

Knowledge
Into English 1 Prime Time 5 IE1 + PTS
% % .
Numbers | (totaiof | Numbers | (totaiof | Data Points
30) 30)
Sociocultural Knowledge 13 43.3 14 46.7 27

Figure 12: Bar-graph reporting results on Sociocultiral Knowledge relations
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Prime Time 5
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in%

Into English 1displays 13 out of 30 texts, wherea®mme Time 514 texts incorporate
sociocultural content. Among these texts, knowleglgémmigration facts in the UK or the
USA, individual research activities on culture dhd presentation of popular immigrants can
be identified. Interpersonal relations between igmamts to the UK and local people are
described, immigrant’s attitudes and beliefs comiogy the host country, social and
behavioural conventions- do’s and don’ts- in a lasintry, daily routines and living
conditions of British teenagers, the Jarawa trité laving conditions in India and Zimbabwe,
values and attitude towards street art (implyirigripersonal relations between opponents and
proponents of this type of art), address sociocalltieatures withiinto English 1.

Prime Time 5’ultural knowledge related content deals with lgvoconditions of a
socially disadvantaged boy in New Mexico, minostieveryday living and interpersonal
relations in Australia, British attitudes towardsr&pe, political attitudes, civil rights
movement in the USA, US-American music (Christirguiéera, Green Day), British singers

and songwriters (The Beatles, Lily Allen, Arctic Meeys), interpersonal relations in work
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situations and social conventions in job interviews

The comparison reveals tHato English 1provides a diversified approach towards
sociocultural knowledge. This means that apart fEnglish-speaking countries other
cultures are taken into account, too. By contfsine Times mainly highlights Anglo-

American societies and cultures and specifically poe USA and England in the spotlight.

Answer to Hypothesis 5: Both school bookdp English landPrime Time Shave not

reached the limit of frequency set at 50% necedsarg close connection to sociocultural
knowledge in their 60 school book texts which gtisdy was based on. Thus, hypothesis 5

cannot be confirmed.

5.2.6 Sociolinguistic Competence

Hypothesis 6At least 50% of the texts investigated in the tWwa Echool book#nto English
1 andPrime Time 5show close connections to sociolinquistic competems stated in the
CEF

Sociolinguistic competence comprises linguistic kees of social relations, politeness
conventions, expression of folk wisdom, registéfedences and dialect and accents. Other
than that, the discussion in chapter 3.4.1.2 empbadshe necessity to incorporate various
world Englishes in the foreign language classroAmere focus on English varieties
belonging to the inner circle (Kachru 1972) is sofficient regarding our multifaceted
society and the ever-growing mobility. The stresgplurilingualism within European
dimensions reinforces the view on promoting variamguages and “Englishes”. Hence, it is
utterly interesting to find out whether AustrianlE€oursebooks implement a variety of
Englishes (a variety of other languages other raglish is certainly not suitable in an

English coursebook).

Table 7: Numerical and percentage share of frequenoof occurrence with regard to

Sociolinguistic Competences

Into English 1 Prime Time 5 IE1 + PT5
Numbers % Numbers % Data Points
(Total of 30) (Total of 30)
Sociolinguistic Competences 9 30.0 11 36.7 20
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Figure 13: Bar-graph reporting the frequency rate d occurrence in %with regard to

Sociolinguistic Competences

Sociolinguistic Competences Prime Time 5

H Into English 1
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What the results report figure 13is a correspondence rate of 36.7% (11 out of 8@ }én

the case oPrime Time 5as opposed to 30% (9 texts)imio English 1 Prime Time 5
implements linguistic markers of social relationsts as turn-taking conventions and the use
and choices of greetings (“Morning”), dialects awgents, such as “dag nabbit” (~ God damn
ith), “Oz” (~ Aussie, Australian), register diffemees, such as “weird, huh?”, “yummy” and
“mikes” (~ microphones), politeness conventionghsas impoliteness in “what the hell” and
“send one of your idiots”.

Into English lintroduces the learners via listening to regiahialects and its reading
texts incorporate body language, sign languageoandpational dialects (shots in a film,
graffiti jargon such as “a burner”), expressiongadk wisdom linked to proverbs (“A word is
medicine to the wise”) or politeness conventiongregsing frankness as in “Don’t be stupid”.
As one can see, both books cover a variety of Bogiastic elements. What they neglect,
however, are varieties of Englishthe “Outer Circle” or “Expanding Circle” (Kachrlf92,
seechapter 3.4.1.2YIsuch as Indian English or China English respebttijvor even West
African Pidgin English, Jamaican Creole or new géads of English in Australia, Europe
and South Asi@Mesthri 2006: 381-390) since all the examined iexhs displayed either

Australian, British or American English which aklbng to the inner circle.
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Hypothesis 6: Both school bookato English landPrime Time Shave not reached the limit

of frequency set at 50% necessary for a close abimmeto_sociolinguistic competences with

regard to their 60 school book texts which theaesewas based on. Thus, hypothesis 6

cannot be confirmed.
5.3 Summary of Findings

In the course of this thesis, research hypotheses been formulated that contain the
researcher’s predictions arising from theory bds®tings. These hypotheses are based upon
the conceptual part, namely the CEF suggestiots &hkat types of content (Threshold Level
Themes, domains, knowledge of the world, sociocalfsociolinguistic and intercultural
awareness) should be addressed in an EFL contekt c€teria were chosen as all Austrian
FL curricula are based on CEF recommendations @ttves and language learning content.

Thus, it was expected that the 60 texts investdyatould incorporate the
aforementioned elements to a certain extent. Asdir mentioned earlier in this thesis,
Knowledge of the World and the Threshold Level Tesmwere considered to be covered in
every text within the two coursebooks as knowledgather acquired or activated and a
specific topic is addressed. On the other handpsolktural knowledge, intercultural
awareness and sociolinguistic competence were teghéx account for at least 50% within
the texts since it was assumed that none of thenbeaovered in every single text.

Answers to confirm or not confirm the hypothesagehbeen presented. Only two out
of the six hypotheses could be confirmed which rae¢hat unlike the researcher’s prediction
four of the CEF categories on thematic contenofac{Threshold Level Themes, knowledge
of the world, sociocultural knowledge, intercultuasvareness and sociolinguistic
competence) are not present in the 60 investigatiedol book texts to the extent determined
in the hypothesis (50%). As statedcimapter 4.3 an internal “content analysis” was applied
based on a quantitative research method. Codedwdagacollected on multiple variables and
different categories of thematic content. Abovedaied results on each individual coded
category with regard to the investigation of 60ntlaéic texts were reported in graph-bars and
the findings were interpreted. At the beginnindho$ diploma thesis the researcher has

specified this research question:
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To what extent do the English as a foreign languagmurse bookd nto English 1 and
Prime Time 5 take into account language teaching recommendatioras set in the
Council of Europe language teaching and learning t ‘Common European Framework

of Reference for Languages’ (CEF 2001) with regartb thematic content?

Figure 14: Graph-bar reporting the overall frequency level of common features with
regard to all CEF categories in %
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Sociocultural Knowledge
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B Mean (in %)
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%

Table 8: Overview of Mean reporting the overall frequency level of common features
with regard to each of the CEF categories in %

Into English 1| Prime Time .

(in %) 9 5 (in %) Mean (in %)
Threshold Level Themeg 83.3 93.3 88.3
Knowledge of the World [ 100 100 100
Domains 100 100 100
Intercultural Awareness | 20 30 25
Sociocultural Knowledgel 43.3 46.7 45
Sociolinguistic
Competence 30 36.7 33.35
Mean (M) Total: 62.8 67.8 65.3

Figure 14andtable 8give an overall view of the findings made throughithe empirical
analysis. The occurrence of the six CEF criteridoivithe two coursebooks is indicated in

terms of percentage; the mean is also given inep¢age. The percentages attributed to the
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individual coursebooks precisely indicate the opmuce of each CEF criterion. The mean
shall serve to answer the research question orra gemeral note combining the results of
both coursebooks and yielding the average amount@ifrrences of content criteria.

As the research question has been drawn up dveieeof a broader spectrum than the
succeeding hypotheses, the focus of which was fegalyi put on each of the thematic
content oriented CEF categories, the answer toebgarch question is as follows: By
combining all results of the study, a frequenc$g513 % (means/M =65.3 %) in terms of
identified content specifications recommended ley@EF can be recognised. Leaving aside
the mean, in sunRrime Time Smatches 67.8% arldto English 162.8% of the CEF criteria.

Both EFL booksinto English 1 and Prime Time 8¢ very well (100%) in
incorporating contents that relate to knowledgéhefworld and CEF domains (100%). Both
EFL books lack intensity in the areas of interatawareness and sociolinguistic
competences, are highly focused on themes sinoildret CEF (but neglect, as we have
previously heard, quite a few out of the ThresHaddel list) and they deal surprisingly
regular withsociocultural topicg43.3 % versus 46.7 %, M= 45%) . Striking differesc
between both books can only be made out in theshioid Level sectoPrime Time Sseems
to be more aware of ‘themes’ as the basis for ieagadhematic content. Notably, on reading
table 8above, is thalPrime Time Shas more matches with CEF criteria in 4 categoHhidhis
is the case, becauBeime Time Sauthors are more aware of CEF’s suggestionsnitaizbe
seen from the data, but may be disclosed by awalip study.

The research is far from being of statistical Bigance due to missing control groups
(e.g. previous research findings on other EFL bdizised on the same research question and
hypotheses). That is why the research findingsmatgeneralizable (Dérnyei 2007: 210),
however they may make the book authors of the EfRba books involved in this research
aware of the quality of their school books as fatlee adoption and integration of CEF
criteria is concerned. As Dornyei (2007: 96) staitas not necessary to investigate the whole
population, which in this case would be all EFL k®on the market as it “would in fact be a
waste of resources. By adopting appropriate sampliocedures to select a smaller number
of [EFL books] [...] we can [...] still come up with agrate results” (Dérnyei 2007: 96). As
great effort was taken to analyse the books inwiik a profound data frame of thematic
CEF criteria to guarantee an appropriate sampling the results are usable and are a
suitable basis for designing future EFL books aathing to the CEF.
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6. CONCLUSION

Reviewing the thesis and its development, it issniook-Back-in-Anger’ feeling, by no
means; | have no regrets over my choice of topitthere is that personal feeling deep in
one’s inner self to have withstood the challengelaborating a topic that — even though
dedicated to from first thought of choosing it ade you through a tangle of diverse sights as
if you were chopping your way through the undergrowhe decision to choose the topic of
Content in EFLwith reference to European dimensions was madealizing that Austria’s
national curriculums for EFL, the Educational Stami$ E8 and the standardized
matriculation (Reifeprtifung) all seem to bet on thest ‘future-ready horse’ in form of the
Common European Framework of Reference for Languidgearning, Teaching, Assessment
(CEF 2001). And because of the CEF’s goals on lagguompetences being incorporated in
the curriculum, the intention grew to research heomain aspect of upper secondary EFL
course books besides looking closely into académeiary and the role of European
institutions that deal with language policies. Byieeviewing bullet points, and trying to
avoid repeating exactly what has been written englreceding chapters, let me take you back
to decoding the concept of content in EFL. Fromabtset, it was understood to focus on
content based on a thematic approach and not guiditic content, even though it turned out
impossible to ignore the role that grammar stilysl even in communicative oriented
language situations. However, it has been shovmany expert articles that a shift of
paradigm has been going on. The trend to contanhieg based on themes, from form-
focused towards message-focused, frmwtowardswhat. Related to the topic of the thesis
the role of the ‘big language players in Europe, @oE and the EU’ was examined as well as
their recommendation as far as content is concethbdcame obvious that the CEF has
gained increasing significance of becoming theregfee tool for language teaching and
testing in Europe, including Austria. We learneattGEF (2001) shows various ways of
looking at content and its approach leads one a&@&$-'s themes based on the Threshold
Level 1990, domains, competences, knowledge arehawareness of multiculturalism
which the succeeding research is based on. It easmme that EU’ language policy is very
active with effect on its member states. What szkaspecially noteworthy was its key
competences as stated in its European framewaekerafe for foreign languages (European
Communities 2007: 5). Few impulses as to themaintent were identified when researching
diverse language learning approaches and methotsyd impulses most national and
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European curriculums and of course language teseltign themselves to, the
communicative approach and the task based metlti olb which focus on topics, functions
and notions and real life tasks. As the importasfae CEF became even more obvious in
the course of the thesis, it was decided to cautyle research based on CEF’s thematic
categories. Two EFL course books on competencé Bdverere selected on the basis of their
frequency of use in academic secondary schoolgrdppel and 60 texts with thematic
context were examined quantitatively in relatiorCteF thematic categories. The results
reported enough frequencies of correlation betweeR's thematic criterions and the
thematic texts examined to confirm the researclstiue of both books. However, the results
also showed that, analysed at an individual lgegics on sociocultural awareness and
sociolinguistic competences are undervalued teatgrxtent, and so are Threshold Themes,
some of which are completely ignored in the EFLKsoexamined.

My personal recommendations for similar futurejgects are to investigate the reasons
and to examine in more depth if all EFL teachexs BRL book authors are aware of the
decisive role of the Council of Europe and of tleeassary implications of the CEF for
language tuition and learning. In order to enabtelar data to be generalised, all EFL course
books in Austria should be researched on their #tiencontent and their communicative

devices.
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APPENDIX

Data Collection: Analysing the English boBkime Time 5with regard to ‘thematic content’

on the base of ‘Threshold’ themes, CEF domainsldvand sociocultural knowledge,

intercultural awareness and sociolinguistic commpede

Relations with

other people

Item Unit/Unit’s topic Topics in book | Content Domains Content Content Content
area/page/task & correlating Based on Based on Based on Based on
Nr./Text type Threshold level | Knowledge Intercultural Sociocult Socioling
themes of the World Awareness Knowledge uistic
Compete
nces
1 1:The world speaks | Topic in book: How English | Educational The role of - -
English/9/1/Database English as a became (debates and other
(Rd) global language| dominant discussions) languages but]
Threshold English
related:
Language
2 1: The world speaks | Topic in book: | Facts on Educational Main - Linguisti
English/9/2/interview| English as a English as (debates and languages ¢ markers
(Li) lingua franca world discussions) world wide of social
Threshold language and relations:
related: other main informal,
Language languages conventio
ns for
turntakin
g and
politenes
s
3 1/ The world speaks | Topic in book: Facts: Where | Public: - Interpersonal | Markers
English/10/4:Radio | A pizza call is New York? | (restaurant, relations: US | of social
interview (Li) centre Where's entertainment); American and| relations
Threshold Bangalore? Indian (“Mornin
related: food ag"),
and drink; politenes
s
conventio
ns (“I'd
like..."”)
4 2/ldentities-what Topic in book: | Personal Personal - - -
next ? Questionnaire: | interests, can | (Routines,
16/1 : Questionnaire | How | see dos, know- hobbies)
(Rd) myself / how,
Characterisation| strengths,
S weaknesses
Threshold
related:
personal
identification
5 2/ Identities-what Topic in book: | Stages of a Educational - Diversity of Linguisti
next ? Now that's personal (Debating: living [«
21/2: Novel extract | what I call educational helping the standards in | markers:
(Who is Jesse living! career. US poor) New Mexico, | dialect
Flood ? by Doyle topography. USA, welfare | and
M.) (Rd) Threshold State of living | Personal arrangements| accents
related: of (career stages) (e.g. charity (“dag
House and -unprivileged and nabbit” )
home; Americans. fundraising)
6 2/ ldentities-what Topic in book: | Social Personal - - -
next ? About networking (social
24/1: Computer Facebook and | on the networks,
screen text (Rd) social internet. persons
networking Functions and| involved in Fb)
Threshold historical
related: facts of Fb.
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3/Australia Topic in book: | Facts on AUS| Educational = | ----------------- Factson | ----------
30/1&2: Australia. (history, (Holidays and | ----- society, | -
Quiz/Apology text Threshold geography, excursions, wild culture and
(copy) of Australian | related: societal data, | animals) geography of
PM (2008) (Rd) Relations with | native AUS Australia
other people etc) (holidays,
(e.0. ethnic
Aborigines) minorities,
relations, etc.)
; Attitudes
and values
Item Unit/Unit’s topic Topics in book | Content Domains Content Content Content
area/pageftask & correlating Based on Based on Based on Based on
Nr./Text type Threshold level | Knowledge Intercultural | Sociocultural | Socioling
themes of the World Awareness Knowledge uistic
Compete
nces
8 3/Australia Topic in book: | Aspects, Personal Brief Everyday Register
38/1: Social network| First time in Oz | clichés and (Holidays & comparison living (food, differenc
text (Rd) don'ts arising | excursions. between drink) in es:
Threshold from the text | Wild animals. Australia and | Australia informal
related Travel: Meals) Europe (esp. and
Britain)in Values, familiar
terms of beliefs, language
weather attitudes (“Weird,
(history, huh?”,
Stereotypes | events) “yummy”
(kangaroo, )
crocodile,
emu and roo Dialect:
as dish) “Aussie”,
“Oz"
instead of
“Australi
an” and
“Australi
2"
respectiv
ely
9 4/ Media-mad Topic in book: Power of Personal - - Politenes
46/1+2: film-script | The Truman media (living routines) s
(Rd) Show- Fake (personal conventio
world: experiences) | Public ns:
Threshold Types of (entertainment) impoliten
related: reality shows ess
Entertainment (“Leave
(Radio and TV) her
alone!”)
10 4/ Media-mad Topic in book: | Types of Educational - - Register
46/3:film-script The Truman films/books (learning from differenc
(Rd) Show- Reality books and es:
or fiction? Synopsis of films) Informal
Threshold film, part 2 language
related: Public (How
Entertainment (entertainment) about
(Radio and TV) some
viewers’
calls
now?)
11 4/ Media-mad Topic in book: | “Docusoaps”: | Public - - Register
49/2: Explications Docusoaps- It's | Knowing (entertainment) differenc
(Rd) real- isn't it? docusoaps es:
Threshold Neutral
related: language
Entertainment
(Radio and TV)
12 5/ Politics Topic in book: Facts on Public Differences - -
60/1: Statement From the people] GB/USA: (Political of political
strips (Rd) for the people American/ bodies, public systems in
Threshold British authorities) UK/USA,
related: symbols, flags,
Relation with historical parliament
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other people

facts

13 5/Politics Topic in book: Facts on how | Public Brief - -
65/5: Fact based text Different the UK is (Political comparison of|
(Rd) parliaments for | governed. bodies) Scotland,

different people | Historical Wales and
Threshold timeline on Northern
related: Scotland’s Ireland’s
Relation with elation to parliament
other people England

14 5/Politics Topic in book: Reasons for | Public The Values, -
67/1: Statistic data | British attitudes | Britain’s (Political percentage of | beliefs and

towards the apathy bodies) different attitudes
European Union| towards EW European (politics,
Threshold countries in national
related: Statistic data favour of the | identity)in the
Relation to on bar graphs, EU (e.g. UK towards
other people table or pie Sweden, the EU

charts Spain,

Greece, etc.)
15 6/ Strange realities | Topic in book: Facts on US | Public ( - - -
79/2: Anecdote (Rd)| Story: currency restaurant,

Deportation at | Interior/food breakfast,
breakfast of a fast food | meals)
Threshold restaurant
related: Food (menu, food,
and drink, counter, bar,

mugs, etc.)

Story conten.t

16 6/ Strange realities | Topic in book: Reality shows| Public - - Linguisti

82/1: Interview (Li) | Really strange- | we (entertainment) ¢ markers
strangely real? | know/heard of social
Reality shows of. relations:
Threshold informal
related: Characteristic (“Mom?”
Entertainment | s of reality )
(Radio and TV) | shows
17 7/ Human rights Topic in book: | Civil Right Educational - Civil Rights -
95/1 Government Heroes- The movements in| (school, Movement in
report power of the USA. students) the USA
pictures Goals,
Threshold prominent Interpersonal
related: figures relations: race
Relation with (Martin and
other people Luther King, community
Rosa Parks relations
etc.

18 7/ Human rights Topic in book: Public (online Linguisti
94/5: Letter of A letter of British/Ameri | shop) - - ¢ markers
complaint (Rd) complaint: can sizes of of social

Complaining clothing and | Occupational relation:

with respect shoes, colour | (Shop, clients, informal

Threshold and material | customers, saleg (no

related: expressions | operations) address

Shopping form)
Politenes
s
conventio
ns:
impoliten
ess>
strong
complain
t,
asserting
superiorit
y (“And
what the
hell




“too

many
Hispanics
[
Send one
of your
idiots
[.]
19 8/ Music Topic in book: | Sound Personal Popular pop | Well known -
2 What music recording (personal musicians English
99/1& 2: Technical | means to you expressions | identification) around the speaking pop
descriptions (Rd) Threshold (in air, in world musicians
related: stone, noise, Values,
Entertainment, | tune, pitch, attitudes,
leisure; volume etc.) beliefs
Music styles towards
music in the
UK/USA etc.

20 8/Music Topic in book: | Music Personal(DIY, | - Values, Register
100/1+2: Pragmatic | Producing your | production in | recording) beliefs and differenc
text (Rd) own music a studio attitudes: es:

Threshold room: music (British | familiar

related: Interior of a singer/bands: | (“mikes”

Entertainment | studio. From Lily Allen, instead of
the idea to put Arctic “microph
the song Monkeys) ones”,
online on “make it
Social really big
networks [...])

21 8/Music Topic in book: | Atimeline of | Public Music Values, -
106-108: A history of pop music (entertainment, | timelines in beliefs and
Biographical text rock and pop since the performances, | USA and UK | attitudes:

(Rd) music 1950ths. society) music
Threshold Music styles. (enumeration
related: Popular of must-
Hobbies, popl/jazz/blue knows of the
entertainment s etc artist.s music

business)

22 9/Jobs Topic in book: | Unusual jobs, | Occupational - Everyday -
113/2: Short Unusual jobs skills one (job living:
descriptive Threshold needs to have| description) working
statements (Rd) related: -- to carry them practices

Treshold Level :| out (unusual jobs:
Daily Life Various jobs “toothpaste-
with future; tester”, “actor
for a haunted
Characteristic house”)
s of various
professions
(students are
interested in)

23 9/Jobs Topic in book: | Job Occupational - - -
120/1: Job Working descriptions: | (job description
descriptions (Rd) environments (e.g. Vets,

Threshold meteorologist
related: ).
Daily Life

24 9/Jobs Topic in book: | Dos and Occupational - Body -
122/2: Rules (Li) Making a good | don'ts at a job| (employer, language.

impression at a | interview employees) Values,

job interview beliefs and

Threshold attitudes:

related: occupational

Daily Life groups.
Interpersonal
relations:
relations in
work
situations.

25 9/Jobs Topic in book: | Criterions of | Occupational - Knowing -
123/3: Email text Something went| a bad job (employer, social
(Rd) wrong in the interview employees) conventions

interview and cultural
Threshold basics for job
related: Daily interviews in
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Life the UK, body
language
26 10/ Books Topic in book: Best-selling Personal Knowing - -
126/1. Book Don't judge a books/favouri | (reading, writers and
reference (Rd) book by its te books (on | novels) books from
cover! genre, price, USA and
Threshold etc) Knowing Britain
related: details for
Literature introducing
books
(author, title,
novel, fiction,
poetry, play,
publisher,
plot, topic
etc.)
27 10/Books Topic in book: | Facts on Educational -
136/1-3: Technical | The paperless | alternative (books, - -
descriptions (Rd) book- Reading | reading computers,
through various | sources computer screer
channels (electronic text)
Threshold via laptop,
related: smart phone, | Personal
Technology tablet, audio- | (reading)
books etc)
Facts on
ebooks,
purchasing
procedure,
advantages,
updates;
Facts in
favour of
printed books
28 4/ Media-mad Topic in book: Brief Public - -Pregnancy -
48/1: Internet report| The Baby summary of (entertainment, rate among
(Rd) Borrowers content of programme) teens in
Threshold article Britain
related:
Entertainment
29 5/ Politics Topic in book: Know how: Public (political | - Latest -
72/3: Research UK 2005 Transferring | parties, political distribution of
report (Rd) election research data| bodies) parliamentary
statistics on graphs seats in the
Threshold UK
related:
Relations with
other people
30 7/Human rights Topic in book: (Im)politenes | Personal - - Register
93/1: Conversation | Who should sin (friends, differenc
(Li) respect whom? | conversations| acquaintances, es:
Threshold incidents, informal
related: and
Language familiar
Negative
politenes
S:
expressin
g regret
Impoliten
ess
(“Who
the hell
do you
think you
are,
lady?”
“I'm
gonna
kill that
bitch”)
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Data Collection: Analysing thematic content in Breglish booknto English 1 on the base of

‘Threshold’ themes, ‘CEF domains’, World- and Sacilbural Knowledge, Intercultural Awareness
and Sociolinguistic Competences.

Item Unit/Unit’s Topics in Content Based on Domains Content based on Content Content
topic Book and Knowledge of the Intercultural based on based on
area/page/ta | Correlating World Awareness Sociocultur | Socioling
sk Nr./Text Threshold al uistic
type Level Knowledge | Compete

Themes nces

1 1/Multicultur | Teenagers in | Facts on Britain and | Public - Facts on -
al society- Britain people’s (living British
Best of characteristics/cliché| conditions, society and
British /6/1: Threshold S. routines, youth
Survey text. | relation: Facts based on a hobbies, (Everyday
(Li) Daily Life survey on British teenage living,

teenagers society) leisure time,
values,
family
relations)

2 1/Multicultur | Teenagers in | Facts on young Public - Facts on -
al society- Ireland people in Ireland. (teenage everyday
8/4d: Fact Factual knowledge | society, living of
based short | Threshold about teenagers in living teenagers
text. (Rd) relation: Ireland conditions, (Everyday

Daily Life routines, living,
hobbies,) leisure time,
values,
internet
habit )

3 1/Multicultur | What do you | New insights, new Personal Similarities/differences, | Values, Dialect
al society- think about opinions about (living England vs. Italy- beliefs and | (“mates”)
9/5:Interview | England? England routines/ stereotypes (fish and attitudes in
text. (Rd) encounters | chips vs ice-cream) relation to a

Threshold in foreign
relation: England). country
Personal Educ.
identification (lessons,

A-level

exam,;

IELTS

tests, food)

4 1/Multicultur | Foreignersin | New insights, new Persona: - Values, -
al society- Britain opinions about e.g. beliefs and
9/6: Britain impression attitudes in
Interview text | Threshold son relation to a
(Li) relation: something foreign

Personal typical country
identification British

(food,

weather,

fashion

etc.)

5 1/Multicultur | Cultural Multicultural Public - Knowledge | -
al society- influences influences in A (immigrant on
12/11: Fact Facts on artists, immigration
based text. Threshold immigration and entertainme facts and
(Rd) relation: countries of nt) outcomes ;

Relations emigration; new Personal interpersona

with other music styles; (family, | relations

people origins) of power;
Occupatio solidarity
nal (immigrants
(musical as artists) in
artists) Britain

6 1/Multicultur | Statistics: Countries, numbers, | Education | Comparison of attitudes| - -
al society- (rank/countrie | rd. statistic graphs in| al (attitudes| towards school between
13/b Into s/%, average)| L1; Knowing to towards a variety of countries
communicati read/interpret statisti¢ school) (Belgium, Switzerland,
on: (Rd) Threshold figures on a bar Japan)

relation: graph( of students
Education disliking school)
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7 1/Multicultur | Book’s Title: | Facts on Miss Public - Alternative | -
al society- Explosive Dynamite (entertainm arts and
16/Into message. More biographical ent) music
competencies| Short biogr. facts (music prizes, styles, race,
. of a music awards, racial Personal Living
biographical | star (Mc commissions, place | (biography conditions
text (Rd) Lean-Daley) | of birth; boroughs of| of a black in London
Threshold London, ) singer in (ethic
relation: Britain) variations)
Entertainment
8 2/Communic | Topic in Secret codes, meang Personal - Welfare an | Linguisti
ation- Ways | book: Sharing| of sign language; (living arrangement| ¢ markers
of talking/ Silence. routines of s for deaf (body
21/2: Means of Knowing the sign deaf people in language,
Communicati | communicati | alphabet people) California sign
on with a on between language)
deaf person | deaf people
(Rd) Threshold
relation:
Relations
with people
9 2/Communic | Topic in How friendships Personal - - -
ation- Ways | book: develop, what is (friends,
of talking My friend friendship? leisure
24/5: Rebecca. time)
Personal Threshold:
letter Relations
with other
people: About
friendship
and having
things in
common
10 2/Communica| Topic in Facts on what Educationa | Comparisons of proverbs - Expressio
tion- Ways: of | book: Word- | “wordsmiths, word | | (writing, concerning “words” ns of folk
talking/Into smithery buffs, workaholics” | word- (China, Bulgaria, wisdom
Culture Threshold are. creations, ) | Norway, Spain, etc.) (proverbs
28/ relation: + idioms:
Art and “The
Literature poison of
aword is
a word”.
“A word
is
medicine
to the
wise”.)
11 2/Communica| Topic in Some good films Personal - - Dialect-
tion- Ways of | book: Facts on awarded (entertainm occupatio
talking. Into Children of a | films; ent, film, nal
Film lesser God relationship group:
31: Initial (1980) ) different
Abstract. (Rd) | Threshold: kinds of
Entertainmen “shots”
t: Different (long
Film shots shot,
close-up,
mid shot,
etc.)
12 3/ Topic in Stories/Shows Personal - - -
Relationships-| book: on/with pets as (family,
Atrue friend | Atrue friend | friends pet,
34/1d: Story favourite
extracts (Rd) | Threshold: dish)
Relations
with other
people:
Friends
13 3/ Topic in Reasons for Personal - Social Politenes
Relationships-| book: Hugs separations (relationshi conventions, | s
A true friend p, jealousy) behaviour conventio
40/6: Threshold: ns
Narrative Relations (expressi
personal text | with other ons
(Rd) people: frankness

106




Jealousy , €.0.
Don't be
stupid!
Don't
spoil it!
Let’s just
be
friends”)
14 4/Travel- Topic in Extreme sports. Personal - - -
Great Book: Map: topography, (hobbies,
adventures/ Britain’s Solo | geography (Africa, | leisure>
48/1 Sailor South America, sailing)
Antarctica, Europe, | Public
Threshold: oceans) (famous
Free time person)
(hobbies and
interests: Occupatio
sailing) nal
(professions
)
15 4/Travel- Topic in the E-mails, Barcelona | Personal - - -
Great book: (letter to a
adventures Postcard friend,
55/2: Email from holidays in
text. (Rd) Barcelona Barcelona +
Threshold Madrid)
related:
Travel
(Reporting
about one’s
holiday in
Barcelona)
16 5/Technology | Topic in the Knowing diseases | Occu- - - -
/Live forever/ | book: such as Parkinson’s| pational
62/1: Intelligent disease, deafness, | (industrial
Descriptive Machines etc.) machinery,
text. (Rd) ‘Brainy Areas of use of scientists,
computers intelligent machines| machine
and robots’ developmen
Threshold t)
relation:
Technology Personal
(people
having
disabilities)
17 5/Technology | Topic in the Computer Occupatio | - - -
/Live forever | book: Will intelligence. nal
68/7.Technica| computers (business
| description | ever be more | Areas future machinery
(Rd) intelligent computers could and
than people? | help computer
Main focus: L | Threshold operation
& Test str. relation:
Technology
18 6/Media/Reali| Topic in the Reality shows Public Comparison of reality Views, -
ty TV/ book: Reality (entertainm | shows in Japan, USA attitudes,
76/1: Fact TV- Areal Types of reality ent, and UK beliefs
based report. | problem? shows in various contests, towards
(Rd) Threshold: countries programme reality
Entertainment S) Knowing
Reality TV
in USA,
Britain and
Japan
19 6/Media/Reali| Topic in the Reality shows Public - - Dial
ty TV/ book: A (entertainm ect-
80/5: Psychologist | What are they ent, occu
Interview. about reality | about? programme -
(Li) shows s, contests; pati
Threshold: public onal
Entertainment health, grou
psychologis p:
t) meta
lang
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uage

of
psyc
holo
gist

20 6/Media/Reali| Topic in the Reality show: Big Public Comparisons of various| - -
ty TV/Into book: Brother (entertainm | Big Brother programmeg
Culture, Big Brother- ent,

84/a: Fact Worldwide programme | Variations of the show
based report. s, contests) | all over the world (e.g
(Rd) Threshold: Italy, Denmark, Poland

Entertainment etc.)

. (Big

Brother)

21 7/Nature and | Topic inthe | Topology, Public - Everyday -
Environment- | book: geography (societies, living,

Campaigning | Tribes in (Andaman Islands) | tribes, living
for Survival Danger Factual knowledge | campaigns,) conditions,
90/1: Fact about tribes, interperson
based report. | Threshold organisations, Personal al relations,
(Rd) related problems, protection| (living values,

(Relations initiatives by routines of beliefs,

with other ‘Survival' the tribe) attitudes

people):The (tradition,

Jarawa tribe minorities,
etc.)

22 7/Nature and | Topic in the Political parties Public - - -
Environment- | book: (politicians,

Campaigning | Election political
for Survival/ | campaign parties,
95/7d: Reasons to public
political vote for ... services)
campaign Threshold
poster (Rd) relation:
Relations to
other people

23 8/Moral Topic in the Books on good and | Educationa | - - -
issues- book: Good evil | (readers,
104/ 1: Short | and evil/ library)
literary texts Broaden one’s kn.

(Rd) Threshold on theme based
related Art writing
and
Literature:
Good and
Evil in
literature

24 8/Moral Topic in the James Bond/ Freddy Public ( - - -
issues- Good | book: Krueger/ Count actors/actre
and evil/ Good guys Olaf/ sses, film
109/7b: Fact | and bad guys | Mephistopheles/ Dr.| figures, TV
based text Threshold No. series
(Rd) related Types of films,

(Entertainmen| films/books characters
t): Good and in literature
bad and films)
characters in

films.

25 8/Moral Topic in the Street Public - Arts- visual | Dialect:
issues- Good | book: art/graffiti/hip-hop (public arts: occupatio
and evil/ Into | The Writing’s entertainme graffiti, nal
Culture (sic!) on the Content words to nt, graffiti) street art; | group:
112/1a: Wall describe graffiti Hip-hop graffiti
Article (Rd) (writer, crew, tag, Personal origins in jargon

Threshold throw up, burner, (hobbies) the USA (“a tag,
related Art : style wars etc.) burner,
Graffiti as Values and | style
piece of art or general wars,
crime? attitudes , throw up,
interperson | etc.”)
al relations | American
English:
subway
Informal
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and
familiar
language

26 9/Crime and | Topic in the Letters to the Public - Interperson | -
Punishment- | book: editors; (law, al relations
Getting into Young people| Teenage Crime police, (police
trouble and crime security, officers and
124/10a: Threshold law-suits, public)

Brief related youth
newspaper Relations centres,
info text with other sport
people; centres)
Teenage
crime-
reasons for

27 10/ Society- | Topic in the Synopsis of Public The US-American film | - -
Two sides to | book: film/book; (actors, crew and Thai people’s
every story/ The making actors/actresses of | members of | points of view on
132/1: Fact of “The the film; public = making the film
based text Beach” The original book locals of (different perspectives
(Rd) by Garland. Phi Phi Lei | and perceptions)

Threshold Topography Island)
related (Thailand- Phi Phi
Environment | Lei Island)

28 10/ Into Topic in the Popular holiday Public - Knowing -
Culture: book: places students (GOA place language,
140/1a/b: Tourism and | know of of worship? cultural

culture Effects of tourism; | Tourists heritage of
Threshold types of tourism abroad) India,
related Facts on Operation Zimbabwe.
(Places): Campfire/GOA in Fats on
Travel India consequenc
of tourism in
GOA/on
wildlife in
Zimbabwe;
everyday
living and
social
conventions

29 10/ Into Topic in the Popular actors, well | Public - - -
Competencies book: known US films (celebrities,

: Film: actors,
142: Film Conspiracy cinema
review text Theories programme

Threshold s)

related

Entertainment

: Film

reviews

30 11/ Travel Topic in the Historical places Public - - -
(2)- book: made by man
Mysterious No one
Places/ knows why Topography and
146/1: they're there | facts on Statues of
Holiday Threshold Easter Island, the
brochure text | related lines of the Nazca
(Rd) Environment: | Desert in Peru

Man-made
places of
interest
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ABSTRACT ENGLISH

This thesis deals with the ambiguity of the terrarftent”. It will not just point towards this
ambiguity, but also discuss the concept of “coriténtn a foreign language didactical,
linguistic and language policy oriented perspect@eer the past several decades there have
been considerable changes of paradigm in foreiggulage teaching and learning. Thus, it is
no surprise that the term “content” has undergoa@nshifts in meaning, too. In foreign
language teaching, the focus is no longer onlyhendescription of language on the basis of
linguistic elements, but especially on language petency as a main goal, including thematic
content without which real life language use waubd be successful. Thus, this thesis
investigates whether or not upper secondary lemgligh-as-a-foreign-language (EFL)
coursebooks take ‘thematic content’ into accouuntifithere is a European language policy
that not only has effects upon Austrian foreigrglaage curricula, foreign language course
books and classroom teaching, but also on the eladitcontent”. Hence, the theoretical part
of the thesis will deal with the dimension of Eueap language policy, with content related
recommendations that are manifested in the Comnuoopgan Framework of Reference for
Languages (CEF 2001) and with the European LangBafgrence FramewofEuropean
Communities 2007: 5) and their impact on the natidwustrian language policy, syllabi and
curricula respectively. A close and verified looklWwe also be taken into theoretic literature
which mirrors language experts’ recommendationsasrtent within an EFL context;
‘content’ from the point of view of popular teachiapproaches and methods will be
introduced. Furthermore, this thesis will discusifts in notion of the term "content”. The
Threshold Level (Van Ek & Trim 1991) and the CEB@E2) both contain suggestions for
topics and content categories and adhere closdéuitopean language policies. Both sources
will serve as the basic conceptual tools for tHesequent empirical study on the Austrian
EFL course-bookBrime Time Hellmayr, Waba & Mlakar 2010) aridto English 1

(Puchta, Holzmann, Stranks & Lewis —Jones 2013¢. dintent analysis, based on a
quantitative research method, will focus its inigegion on CEF content categories such as
Domains (CEDF 2001: 14-15), Knowledge of the W@@d&F 2001: 101), Intercultural
Awareness (CEF 2001: 103-104), Sociocultural Knogée(CEF 2001: 102-103) and
Sociolinguistic Competence (CEF 2001: 118). Theasingoal, language competence, is the
sum of such characteristics and thus highlights thgortance in foreign language teaching
(CEF 2001: 9). Hence, both theory and researchisrthesis will centre upon the CEF

content categories.
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The research findings of the course-book analydide the basis for answering the
research question and confirming the hypothesegtbmatic content aspects of the CEF and
Threshold Level 1990 have made their way into thistAan EFL course books albeit with

various limitations. The final results will showffdrences between the two EFL books in

regard to frequency levels of thematic contentteel@exts.
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ABSTRACT GERMAN

Die Diplomarbeit befasst sich mit der Ambiguitasdesrminus ,Inhalt®. In der Arbeit geht es
nicht nur darum auf diese Doppeldeutigkeit hinzwa&r| sondern auch den Gehalt des
Begriffs “Inhalt” aus der Sichtweise der Fremdspeadidaktik, der Linguistik und
Sprachenpolitik zu erdrtern. Durch die Jahrzehrgatgen sich im Bereich des
Fremdsprachenunterrichts und des Erlernens vondsmmachen beachtliche
Paradigmenwechsel. Deshalb verwundert es auch diass auch der Begriff ,Inhalt’
wesentliche Bedeutungsverdnderungen durchlebteSElererpunkt liegt nicht langer nur auf
der Beschreibung von ,Sprache’ auf Basis linguistes Formen, sondern auf der Grundlage
von Sprachkompetenzen als oberstes Ziel. Diesagdiekt auch thematische Inhalte sowie
deren Kenntnisse ohne die lebensechte Sprachhaiiumicht durchgefiihrt werden konnten.
Deshalb werden die Fragen behandelt, ob und inmiéfsterreichische Schulbiicher an der
Oberstufe der AHS fir den Fremdsprachenunterrialgligch ,thematische Inhalte*
bertcksichtigen und ob es eine Art europaischeac®politik gibt, welche nicht nur
Auswirkungen auf Lehrpléane, fremdsprachliche Sciictier und den Sprachunterricht,
sondern auch auf die Auswahl von Inhalten hat.tBeoretische Teil der Diplomarbeit
befasst sich folglich mit der europaischen Dimensler Sprachenpolitik, mit inhaltlichen
Empfehlungen seitens des Gemeinsamen EuropaisafereRzrahmens fur Sprachen
(GERS 2001), mit dem ,EU Referenzrahmen fir Scleikssnpetenzen, im Besonderen fur
Fremdsprachen (Europaische Gemeinschaft 2007:5)ewrsh Auswirkungen auf die
nationale Sprachenpolitik in Osterreich sowie selmrplane. Die Diplomarbeit wird auch
ausgiebig und nachweislich einen Einblick in théeohe Fachliteratur gewahren, welche
Jinhalts- und Englisch-als-Fremdsprache -bezogé&schlage von Expertinnen und
Experten widerspiegeln sowie die Inhaltskomponanteder Sicht populérer Lehransatze und
—Methoden beschreiben. Anhand des Threshold Lgael Ek & Trim 1991) und des GERS
(2001), welche beide Vorschlage zu Themen und ilnttegn Kategorien beinhalten und sich
der europaischen Sprachenpolitik verschrieben habemlen als Grundinstrumente fiir die
nachfolgende empirische Studie Uber die EnglisdiniBeichePrime Timeb (Hellmayr,

Waba & Mlakar 2010) unthto English 1(Puchta, Holzmann, Stranks & Lewis-Jones 2013)
dienen. Die Analyse fokussiert sich auf Inhalts-daer®, Weltwissen, interkulturelle,
soziokulturelle und soziolinguistische Aspekte istdauf Grundlage einer quantitativen

Untersuchungsmethode konzipiert. Die Summe alledi€harakteristika fiihrt zum obersten

'* domains (GERS/CEF 2001: 48)
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Sprachlernziel, der Sprachkompetenz, weshalb mi€&d# bezogenen Inhaltskomponenten
im Sprachunterricht eine grofRe Bedeutung beigemasseden muss und sowohl im
theoretischen Teil und im Forschungsteil dieselddarbeit in den zentralen Mittelpunkt
gestellt werden. Die Beantwortung der Forschungsfsowie die eventuelle Bestéatigung der
Hypothesen erfolgen auf Grundlage der quantitatassten Ergebnisse der
Schulbuchanalyse. Vorwegnehmend kann gefolgerteverdiass GERS und Threshold Level
bezogene Themen und Inhaltskomponenten in dsteisele Lehrbicher fir Englisch als
Fremdsprache an der Oberstufe der AHS implementi@den sind, wenn auch mit diversen
Einschrankungen. Die Endresultate zeigen auch Ektiezde zwischen den beiden

analysierten Englisch-Lehrblchern mit Bezug au# iimhaltsbereiche auf.
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