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The pesent studynvestigatte t eacher sd assessment P
Content and_anguage Integted Learning (CLIL) context @ree upper
secondary schools. The aim is to explore if,ifaad, how and on what
grounds the assessment practices differ in the two subject content courses
biology and history due to the use of Englishealanguage of instruction. A
second aim concerns if, anfl so, how, the course content and the
assessment tools in the English language (EFL) courses are affected due to
the use of Englishimt her cour ses. The f®andus 1| s
practice. A total of 12 teachers participated in the study: 6 subject content
teachers, 4 CLIL and 2 r@tIL, and 6 EFL teachers.

The data consists of teacher interviews, a questionnaire and assessment
samples. The teacher responses and assessment \sampkasalyzed in
relation to national course goals and written assessment features. A third
objective of the study is to examine if there are commordistgéinary
features as regards languageenband forminthetests St udent sd ab
show content knowledge in a foreign language has been identified as a
problematic area CLIL assessment. Sesttitems were analyzed in relation
to cognitive and linguistic demands, triggered by question formulations.

The results indicate that CLIL does hatve aneffect on teachr s 0
assessment practicestfddencesfound ratherseem to relate to individual
preferences o rsoftthe discipliee. Bhé impetCLeL®pP t | 0 N
the EFL courses is insignificant. Some ¢hssgplinary common features
were identified in assessment of written production. In conclusion, the
analysis suggests the developmentCbflL-specific crossdisciplinary
assessment guidelines, taking batguége and content into accoumt
relation to written disciplinary genres.
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1. INTRODUCTION

1.1Background

Assessment is challenging for several reasons, some of which will be discussed
in the following. One challenge is to be clear adimais tobeassessed and
to justifyhovihe assessment is done, to guiBdachman arfélalmer (2012:2):

We believe that dasg e t he di fferences among peo
assessments, what they all have in common is the need to be accountable

for the uses for which their assessments are intended. In other words, they

need to be able to demonstrate to stakeholders that the dntesedeof

their asessment are justified.

Teacherdiave different backgroundnd experiensebut they need to be

able to describavhat they do, since their assessment practices have
consequencedsr individuals, institutions, and ultimately for socletybe

able to justify the uses of certain assessment procedures in a context where
the practices and consequencestefiching strategy are undaearbe even

more problematicThis is the case in mabgntent and Languageegrated
Learning,CLIL, envronments in Sweden, due to the lack obranmon
framework or guidelines fgood practicdSocrate€omenius 2,12009

Sylvén, 2013)

CLIL is a teaching approach typically found in subject content courses
where a foreign language isduas the medium of instruction, mostly
English.At tertiary level in Swedeh has become more common (Cpsta
2009 Maiworm & Wéchte008), at least in certain academic domains such
as the natural sciences (AiB®13, personal communicatidn)the pesent
study however, the focus on upper secondary educatiog on students
aged between 16 and 19

The exact extent and scope of subject instruction through English in
Swedish upper secondaphools has proved hard to deteemiA survey
conductd in 1999 (Nixon2000) reported that 23 % of all Swedish upper
secondary schools had some content instruction in another language than
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ASSESSING LANGUAGE @ CONTENT?

Swedish. Yoxsimer Pasitud (2014) made an atternapfind out the present
status. She concludes that the number iaatoally increasing, unless it is
defined as partial or occasional CLIL.

In a Swedish conteXinglish finds itself in a unique position compared to
the rest of the foreign languages taught in sclsvadslish authorities have
evenidentified a need tcefine the roles and identities of English compared
to Swedish. In 2008 new language #800U 2008: 26yas passed to ensure
the status of the Swedish language in Sweden, since Swedish was considered
to be threatened in high status domains, such as &tgldemic education
(Lindberg 2009). This is rarefliscusse@nd is not an issue among BtO
people on the contraryyoung Swedes seem to favour Englddtarson &
Apelgren, 2030

In international surveys and testing, Swedish students attain lvery hig
proficiency levels in Englisihccording to the European Survey on Language
Competences, Swedish students perform almost as well as young people from
Malta where English is an official language European
Commission/SurveyLan201d).

English ispresenton a daily basis the lives of especially many young
people who are exposed to a great deal of extramural Eogliside of
school through ICT and other med&uridqvist & Sylvén, 2012ylvén
2006. Hyltenstam (2004:531) lists four reasons for theominent role of
Englishamong Swedish young peopbdramural exposurgequent travels
abroad, English being considered the most useful language to learn according
to a survey (European Commissik®06) and the typology fact@wedish
and Englishra both Germanic languages making Englastonablgasy to
learn for Swedes.

The purpose for implementing Clithay vary, one aim being to prepare
students for a global world and an m#a#onal context (Eurydice, 2006;
DaltonPuffer, 2007). This aim alsnirrors a view that language learning in
the language classroom is unsatisfactory or at least insufficiertRifédton
2007). Consequentbne reasotis to make language learning moreeatith
and relevantEuropean Commission, 2@12he prominence of English and
the varying statusf foreign languages in Sweden migise the question
why other foreign languagasenot usedas the medium of instructiobhe

1 76% of the contacted schools responded. The results weep@edfd and great variation in the

respondentsd definition of CLIL was acknowl edged.

12



INTRODUCTION

answer is probably duetkee implementation of CLIL in the subject content
coursesather than in language coursegquiring both teachers and students
to be proficient enough to use an L3 as the medium of inst(geé@ection
2.2).

At the core of a®ssment in CLllre issues related to the relationship
between language and subject content (see sectidim@s8me issubkas
received attentidately in the national Swedish instructidisaburse due to
immigration causingmany students with a foreign backgrotmdearn
subject content in a ndri languag The Swedish National Agency for
Education(henceforth referred to &AE) states in a recent survey (2012
that multilingual students need instruction witlkear dual focus on both
language and knowledgegealepment.

As regards assessmeWAE has recognized a lack of research on a
national level concerning the design and use of assessment tools. It is noted
that teachers employ a great variety of, tmalsiding tests, ptfolios and
rubrics but thereare very few studies on how theeeetuallyused (NAE
2011b). Moreovett is stated that in assessing written test outcomes, two
parallel ppcedures seem to be prevailanguantitative scoringingpoints
or grades, or the use of test items repiagedifferent complexity levels.
Mostlikely, there are differencbstween disciplines adifferent educational
levels (NAE2011a).

The questiongised abovked to the present study: thiensof language
instructionto make teaching authentic amdevant,the reality of young
people; their educational needs awttamuralexposure to the English
languagehe uncertainty in assessment procedures conaehaiagdhovio
assess, all of which create a complex teachitext for teacher3he stug
of CLIL addsthe questionwhether it is possible to brimmgpntent and
languageloser together in the devetmgnt of interdisciplinary assessment
tools If so, the CLIL practices invégated in the present studyay
contribute to the process ofakirg assessment more authentic, as well as
outlining a possible future framework for good practice in assessment
includinga conscious dual focus looth languagandcontent.

1.2 Aims and research guestions

The purpose of this study isitwestigatassessemt in relation to bilingual
and interdisciplinary teachingcasried outn three upper sendary CLIL

13



ASSESSING LANGUAGE @ CONTENT?

schools in Sweden. The focus is to exploand,if sgo how assessment
proceduredgliffer in two subject content cees within the same discipline
One of the courses is taught in Swedish L1, the other using EAglis a
medium of instruction, i.e. CLI[OThe courses in focus are biology and
history. The terms subjecand disciplin@are used interchangeably, and
sometimes in combination. One reaswnuSing the latter is the prominent
use oftermsas inter and crosslisciplinamy relation to CLIL, whereas the
first appears irterms assubjeatontent courses in CLILA glossary in
Appendix 1 provides a summary of important terminologgdomdviations
used in the study.

Another question concerns the English language coofses, called
EFL-courses in the present study,the course content and thus the
assessment tools aftectedvhere English is used in subject content courses.
A third question concerns interdisciplinary similarities or difsreren it
comes to languagegpntentand formin assessment. The specific rekear
guestions are outlined below:

1 CLIL vs nonCLIL: do the assessment practices differ in the two
subject comnt courses history and biolafyye tothe language of
instruction? If they ddyowdo they differ, andn what grothds

9 Are the assessment tools and the course content affected in the English
language courses where English is used in subject contesdour
so, loware they affected

1 What does thassessment design look like in the different disciplines
when it comes tlanguage, coataifor? Are there common features?

Each of the research questions is meant to provide an understahding of
content and | anguage integrated teact
assessment tools in their contdkte aim is to contribute, albeft a small

scale, to the fairly unexplored field of research regarding assessment in CLIL.
The focus of thehird research question on content and language in relation

to assessment in differexutbjectdisciplinesmay possiblglsocontribute to

the role of languages in all content courses, regardless of whether the language
of 1 nstructi oorlL2 o posblye3(SAE2MB.Nnt sd L1

14



INTRODUCTION

The study is part of a larger research prdpsitent and Language
Integration in Swedish Schools (CLISS), funded by the SwesksiicR
Council, 201-2014, wher¢he main focuss to compare the development of
CLILand noRCLI L studentsd acadadnkEnglishl angue
written production (for fainer details se8ylvén& Ohlander2014).

To provide an illustration of the outline of the studeg, figure below
offers a picture of the different componentslayers

Question tests

WRITTEN J
-’ © 1 Production tests
L =y HOW
%] =
Biology = o = _L
= w w ey
History o ) R ndiR ! ORAL
English © < v Cmmmmmeee ]
g £ & E
[ 5 :
§ 1t
==y WHAT
_L LANGUAGE

Figure 1. Outline of study

The figure illustrates hoasessmenis a result of national and individual
contexs, the macro and micro lexeAssessment is directly affected by
teacher cognition (individual context), both in test developareht
assessment useheTe acher sd i nter pr eépands ann o f
experiencand theories of learnifgut also relate® curriculathe syllabus
andcourse goalgatioral context)The termsyllabus used in this study to
signify thenatioral descriptions of course content in the individual disciplines.
The term ourse goads used for what satimes is labed as course
objectives. The NAE uséhe termknowledge requireraei@sn which will
appear as well, aiming at intended disciplaggning outcomes.

Looking b the left in the figureheé context is determined by thebject
courseand whethr it is a matter of CLIar not, whichs a local decisiorf o
the school on the micro lev@lhe question is, as expressed in the first
research questiomh andhowthe language of instruction, as in CLIL or-non
CLI L, has an effect o mmhetteachioghethwldd as s

15



ASSESSING LANGUAGE @ CONTENT?

must pass through national curricula and teacher lerises,appearing as
assessment practiddhether the CLIL context has an impact on the English
langiage courses is the objectivetled second research questidhe
relationship between English as a subject and the content urses
obviousin the figure (the box to the lefg relationship whickomehow
reflects the context e presenstudy.

The third research question focuses on the design of the assessment,
dealingvith both mode, thdnowas well as the mstruct of the test itemthe
whatincluding both content and languageshown in the figure as widtle
present study focuses on the written fgrfoahdin the assessment samples.
Oralappears in the figure, although dashed, acknowledging the equal status of
oral and writte production.

The distinction made betwegunestion testsgproduction teslates tdwo
different types of assessment, whakld be labded as tests or exams. In the
current study the wortésts used rather thaxamthe latter oftersignifying
high-stakes testingvhich is not the common test type in this stQuestion
tests refera multiple question testssually paper and pencil tests, requiring
different types of answers. All other writing assignments used for assessment
purposes, such a&ssays or laeports, are here referred to as production
tests(cf. 3.6.2) The termproduction tests chosen, although the writing
assignments could be described as a kind of performance tests. The term
seemed appropriate in rel . ,oftehusedint o t he
FL-courses and the CEFHRhe terms wtten assignments and writing
assignnmds are often used synonymously in the literature. In thistetudy
term writing assignmentis used to denote a specific format, containing a
prompt or task éscriptiondesigned for the written modée term witten
assignments, when used, sigrafle®ader category, referring to the written
mode, as opposed to the oral mode.

The theoretical background this thesisis given in three separate
chaptersthe first dealing with CLIL, the second with assessment and the
third with language and contenttire three disciplines. The deswgas
chosen in ordeto provide a brieBummary of each individualldieeven
though there areverlapping feates, inherent tthe integrative character of
CLIL. Below follows a section on the empirical and theoretispkptive of
the study ere a more detailed overvieftthe outline of the thesis.

16



INTRODUCTION

1.3Empirical research framework

The enpirical research perspectivetled study is qualitative, consisting of
descriptive data. The material is collected through a dwietfiocal
triangulation using sestructured interviewsgathering of assessment
samplesjsed for a documentary analysis, and a questionnaire.

A cognitivst psychology perspectiieund in teacher cognition and
assesment literacy (see sectior) B.4ombinedwith a sociaonstructivist
perspectiveecommon in CLILcontexts (DaltofPuffer, 2007). The focus is on
how t he paetions cac be pralerstaasifpart of individual as well as
social practices

The theoretical framework leans oesearchin foreign language
acaquisition; (FLA) and second language acquisiti(BL.A) particularly in
relation to bilingual teaching and foreign language assetsamoriceptual
framework relies on thexpaned view of validity (Messick 1989 1996
Bachman2005. It stretclesvalidity beyondssues of construct coverage to
consideratio;m of issues of relevance, utlitgnd value implications
(McNamara2006 Shepardl993) Herebyconstruct bad interpretation and
inferences are emphasjzad well agossible consequences of test use
(Erickson2010.

The analysis of the interview mateibhsed on thematic analfRepley,
2011:274fwhereas for the document analyses, different features are used for
encoding structure and contehiikinson and Citey (201180 acknowledge
that documents adistinguished by certain types gadres and are marked
by the use of very specific language and form, as the assessment samples in
this study.

1.40utline of thesis

The current thesisuilds on three pilla@nd three disciplines, representing
the foundational building blocks of this giuakseen in Figure dbove. The
three main areaslready outlined in section 1.2, consist of the CLIL
approach, teacher cognition and asse¥s The thresubjectsare biology,
history and English in an upper secondary educatdtinay.sConsequently
chaptel2, following this introductory chapter, offers a brief overvi€iihf
and related teachiagproaches
Chapter Zovers a range of issues related to assesaArberef.review of
the Swedish context is presented and a description of assessment in relation to

17
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the three disciplines and the written format is provideithe core of the
chapteris the expanded view of validity. A description of a validation chain
model used in the current study concludes the chapter.

In Chapter 4language and conteare examineth relation tocognitive
and lingistic demands on the studehg three disciplines involved outlining
the core concepts of the Swedish ndti@o@riculaand the Common
European Frame of Reference, CEFR

Chapter 5 discusses the methods used and gives anaddbeumaterial,
thedatacollection procedui@nd the participants.

In Chapter 6 the results from the ssinictured teacher interviews, the
doaumentary analysis and the questionnaire are described and presented.

A triangulation and discussion of the findings in relation to the research
guestions is made @hapter 7, a chapter which also includesntative
validatiormodel forassessment in QLI

Chapter 8discusses pedagogical implications @medents possible
featuresfor the development of CLIllguidelinesfor assessent before
proposingareas of future research concerning CLIL and assessment.

The appendix section containglassary of important terminology, a
sample of the questionnaire as sent to the teachers and an ovewees of
teacheresponses to tliuestionnaire

18



2. CLIL AND
INTERDISCIPLINARY
TEACHING

2.1Introduction

Content and Language Integrated Learning, CLIL, is often referred to as an
umbrella term for bilingual teaching approaches with the aiomtmne
language and content learning to some dédgedasto, Marsh &rigols

2008) Content appears first, and investigations have shown that the method is
practi@d in content subject courses for the most pargsnwiuchn second
language coursesalnPuffer, 2007). Language in this context iesph
second or foreign languamegther words a nehl, used as the medium of
instruction in nodanguage classes. Other variants, such as Content Based
Instruction, CBI, or Content Based Language TepdBBLT, are curricular
models implemented in second or foreign language clas$tegarsiless of
model, the goal is to let the content or the language enhance the learning of
the other.

In this chaptera brief overview is offered of some of the mostnaon
interdisciplinary teaching methods involving content and language. The
purpose is to orient ourselves among the general characteristics of and
challenges associated with the methods, but also to clarify what CLIL
represents in the present study.

2.2Different variantanoverview

In interdisciplinary teachirane of the main questions concerns the degree of
integration(cf. section 2.5)whichdepends onthe context,the model used

and the usersd® reasons for g¢oepadsing
the language in contemaininghave been distinguishedieowhere the
language is seen as a tool or mediumstruction, applicabie mostCLIL

cases, and the other where it is seen as an additional learning goal, which is
consciously anglystematically pursued by the teacbergi®sComenius 2.1,

2009).
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In a global contexEMI, English a a medium of instruction, mbag a
more commonly used term, especially in tertiary education. Yoxsimer
Paulsrud (2014) chooses the label EMI to Hedbr practice of the tgers
in her study im Swedish upper secondary school context. She uses the term
to infer that it is not a matter of content and language integration, but merely
of language alternatims suggesting that the content is tangactly the
same way as in the native languageisknglonly used ast@ol and not
consciously or systematically processed in the classroom.

Immersion is a commonly used term for content and languagatedtegr
methods in Canagdaepresentingthe original model which CLIL has
developed from. Key factors to successful implementation have been the
involvement of parents and support from education authorities (Eurydice
2006). Immersion is contefriven, and the focus is to learn language
0 n a t uwithadn kengpbasis on the use of language for comnamidédi
research shows thagceptive skills imprevmore than the productive sne
and nativédike qualities are not acquired in speaking and writing. The age of
onset in language learning seemsave lan effectrothe results of the L2
studies; caequently early provision seems to prompt more analytical
language abilitider instance among older students (Sy2@84).

In an Amercan context, labels such as €Bitent based instruction, or
CBLT, contentbased lan@ge teaching have been u&gdtér & BHinger
2011) ad are compared withuropean CLIL (Brewste2004). As already
noted, CBLT is found in language classrooms, ustillicontentdriven.

Lyster andBalinger use a continuut® compare variants of bilingual
teaching. The only variants that can be said to be ladguageccording to
this model,are thosefound in more tmitional language classrooms
borrowing content themes for authenticity in the use of language.
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Content-driven Language-driven
yd LY
Y rd
Content Language
Language .
. courses . classes with
Total Partial Content classes with
. . . ) + . content used
immersion immersion courses thematic
language . for language
units :
classes practice

Figure 2. Range of CBLT (Content Based Language Teaching) settings

Sourckyste& Ballinger, 2011:280

The figure showsow dfferent teaching approaches rean more towards
content or languagéut as will be seen in the present study oh, @il
depa&dson the usex in this context the teackenn one definition of CLIL
it has been described as operating al
and the noAanguage content without specifying the importance aivene
t he ot h,ild2)( Coyl e
The next twosectios provide an overview of the main features
charactering the diverse CLIL practicas well as a bridéscription of the
Swedish CLllcontext

2.3 CLIL, discoursand practice

In 1995 he European Commissioexpressed their goab increase
proficiency inmore than one foreign language among European citizens.
Methods and measures to make students learn more languages other than
English, and become more fluent in all of those, are being promoted, CLIL
being one such suggested pmagi®ocrateSomenius 2.1, 2009 CLIL
contexts, however, most often English is the language used (Yoxsimer
Paulsrud2014), and ssome claim that it should be labelled CEIL, as in
0Cont e nEnglislRlndt egr at ed L ¢ 2018 ipergprtal ( Ha a
communication).The fact that CLIL is implemented in content courses rather
than language courses may be part of the explanation, although that question
deserves its own survey.

There exist nayuidelineson how to implement CLIKSylvén, 2013)
which has led to various efforts to distinguish some common features in order
to offer a 0scantl& oohedentrvigodrate€omenius r k 6
2.1, 2009. One of the main motives for choosing to promote the integration
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of content and languageaibelief that learners will benefit from a conscious
focus on both in a déning context (Mehisto, MarshRigols, 2008). On a
somewhat less positive nai@ne previousesearch has shown that the CLIL
approach sometimes fails to enhance the langubgiefskhe students
(Edlund 2011 Lim Falk 200§, at least in a Swedish contexturtherbe
discussed in the following section. C@04.0:3)admits that CLIL per se
does not guarantee effectigaching and learnimgd Coyle et al (2048
arguethat certain fundamental principles need to be in place for CLIL to be
effective; nofust any kind of teaching in @her language is CLIOhe
teachers in the presemudst do not call themselves Clidachers, but the
term CLIL is used since the resaftshe study will be compared with other
CLIL practices. Since the CLIL approach is flexible according to Coyle et al
(2010), and there no common begtractice, the terseems relevant for the
purposes of the present study.

Coyle (2010) articulates a need to state what Chdit GLIL is nota
trend, it has been around a long time. It \@dspted by the European
Network of Administrators, Researchers and Practitioners (EUROCLIC
2010:%1i n t he nHodevelleadiOgotisrough a foreign or second
language (L2) is anciadfing baclat leasto Socr at e s @&cordioga d e my
to Masih 1999). CLILhas been referred to as the natural approach by
Krashen and Terell (1983) The natural appr@sctwell as CLIL, sees
communicative abilities as a primary function of language to increase
motivation to learn languages (European Commi28ith

Further CLIL is not trying to replicate any other models such as the
Canadian immersion model, but it is rather a ranflexdfle European
modelsresponihg to contextual demandglassler Stotz & Quessig¢P014)
distinguish three forms of CLIL provision and assessment. The first variant
(A) means CLIL in sulgkelessonghe secondB), implies CLILin foreign
language clas®ms;and the third variant (C) means fully integrated learning
of subject and foreign language. In the schools studied by Massler et al, type A
IS most common in German sclwal primary level, whereas in Swiss
schools variant B is advocated, integr&@inlL in foreign language classes.
In Swiss schoqI<LIL cannot normally be integrated in science lessons.
Consequentlylifferent types of implementation are found across contexts.

In a wider European conteRaltonrP uf f er (2007: 3) Not e
classrooms are seen as environments which provide opportunities for learning
through acquisition rather than thro
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sociocultural and constructivist learning theory in joiningth&rgtwo
complementary views on learning, which according to Coyle et & (2010

means that oparall els between gener a

acquisition (SLA) theories have to be harmonized in practice if both content

learning and languaparningaretoseuccessf ul l'y achieved
It has been argued that CLIL differs from CBI and CBLT in that CLIL

i nvol ves a opl anned pedagogi c I nt e

cognition, communi c ait2010:6), oien efetta | t ur e ¢

as Coyl ed s, 1099)u Whetles thig i€toug oreot is a matter of
validation from case to case in the @ldhtext, and will not bgirther
discussed here. Nevertheless)tenaccording to Coyle defines the ¢opi
content in a course tessoncommunicati@iines the language skills to be

used during a lessoopgnitiaignifies the thinking skills needed for the class

or themeand finallyculture mp |l i es ref erence to the
surroundings, but above all the eartanguage culture. It is sometimes
labelled citizenshig:he table below, Table 1, providas example fro

teaching science in English

Tablel.Exampl e of the us e plaming@&sgehcelésson4 Cs when

Content Communication Cognition Culture (Citizenship)
The topic: plants. Language needed Thinking skills Find out about
Lesson and/or course | during the lesson: demanded of learners | indigenous plants to
content. comparing, during the lesson, e. the | earner
contrasting in order to | g. classifying, thinking | country, popular
analyze similarities about advantages vs plants around the
and differences disadvantages of world, compare
between fungi and growing plants in fertilizers used in
plants. certain environments. | different countries.
Using target Understand own
language. culture and that of
others

Tableadpted after Cambridge ESOL2008

The concept of integration is what differentiates CLIL from immersion and
the other variantsiccording to Cogl(2010). &erring to [ Bot(in Marsh

2003, Coyle states that integration implies that language and content teachers
need to work together to achieve a real integration of form and function in
language teaching, language being promoted as a medium for learning as well
as an object of learning, wiritee subject is safeguarded (C@@#0:3).
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2.4 Assessment in CLIL

Assessment in CLIL ismrsidered an underexplored adassler et al (2014)
even calls it a blind spot. Limited empirical studies have been conducted in
the field. However, several istigations have been reported over théelast
year s. H° ni g (2009) di scusses subj e
practices in oral exams in an Austrian context, whether teachers consider
linguistic performance or not. Wan(2014) investigates assessment practices
in primary CLIL in Finland, with a s|
target language, i. e. English. The study also looks into computer simulations
asa medium of asessment in CLIL. Massler et al (ROdeferringto the
Geman and Swiss contexts, noeg there are few accounts of how teachers
assess progress and achievement in CLIL. They point to a lack of policy
decisions and assessment guidelines and tools, suggesting a model for primary
CLIL assesment in which language and subject content are combined.
Gablasova (2014) presents a study performed in Stovakias t undieent s & ¢
of language to communicatentent knowledge irsgessment in bilingual
teachingby using the language of instructios, thst udent sd L 1, 0
both as in translanguading

In a CLIL contextthe effect of the language ostmiction, both on
comprehensiorand st udent s &  proadoction is @& gnatiters of i ¢
concern. The learner is exposed to linguistic inputetoadslanguage at a
relatively compke cognitive level, and therefdnas to process content
knowledge and language at the same timewvdéty the same isue among
native speakers when first introduced to a new disqptinessingoncepts
as well ascquiring the new disciplinary language (Ola2@ibt,personal
communication). This means that there are two gz@xenvolved in the
assessmerignguage acquisition and subganiingwhich in turn generate
the questiorof whether langgge and subgt content should kessessed at
the same time and through the same taskadvities. If a studepérforms
poorly on a test in history, does that mean that he or shet halerstood
the question,has limited understanding of the hisébriconceps, or
possesses insufficient languagpepetenceo express his/hezomprehension
clearly?

2 Translanguaging refers to flexible use of multiple languages in the meaning making process in the

multilingual classroom, cf. section 4.3.3.

24



CLIL AND INTERDISCIPLINARY TEACHING

All of the abovamentioned studiesGéblasova2014; Ho6nig 2009;
Massler et 22014 Wewer, 2014) acknowledge the issues in CLIL assessment
related to the dual focus on language and coKielyt(2009) discussethe
purpose of assessment in CLIL as welhasissues of language versus

content ; O[] Hl ow do we u s gate dadasce s1s me nt
CLIL practice between content and language, such that there is no fear that
children [students] achieve | ess wher

Morgan (2006) advocates new assessment tools for CLIL since she finds
that curriculum criteria amdirrent testing procedures do not accommodate
the specialskills acquired by CLIktudents.She underlinethat external
validation is articularly important in a CLiontext where the teaching and
the | earning O0stand out saccdréingtother, mai n
is whether CLILs associated witdn awareness of language skélsdedn
the content courses, and if students acquire different skills; if so which skills,
andmoreoverf the proficiency levalttainedn English can be rewarded in
the English language courses?

The students in the CLItlassroom are bilingually educatedn if the
subject specific concepts are not t a
guestionwhich language to chodee assessmertablasové2014) listfour
optionsithe students can be tested in the language of instriln&iag, onn
their L1;a third solution implies parallelsassment in both languagesa
mixture of both languagesnplying translanguaging, recommended by
among others, Gaag009).

2.5CLIL in Sweden

CLIL is contexembedded and the application of the approachllaasviee

results hingeipon the culturatonditions. The positive effects of CLIL in
Swedermave been questiongiEdlund 2011 Falk 2009, explained in part by

the already prominendle of English in SwedeBylvén (2013) compares and
contrasts CLIL in Sweden with the practices in other European countries and
identifies four important factors tater for differences in conteldck d

CLIL education, lack @LIL framework, the presence of extramuralifimg

and the age when CLIL is implemen&te confirms that the national school
policies differ markedly between countries: in some there are requirements for
teacher training and in others the amount ohitgpaaone in English is
stipulatedn orderfor the eduation to be labelled CLILxEamural exposure
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to Englih differs greatlynlthe Swedish context it is very high, as opposed
to, for instance Spain, which of course will have implications for how to
implement and evaluate CLIL.

There is no teacher certifioatfor CLIL teachers in Swedeatherit is a
matter of regular content teachers often with an interest in English, to teach
their subjects a nonnative languag8&ince content teachers uguave no
training in how to teach languadke processing of, for instapo@cabulary
relies on the insights of the individual teacher. As Dentler (2007:170) notes:

As there is hardly any support, neither on state nor municipal level, CLIL in
Sweden m@nages to survive through the endeavors of somé&0B00
teachers working (mostly aloms)fiery spirits against bad odds. This
implies that most schools have no internal monitoring system to evaluate
how the goals are fulfilled or how to facilitate fudbeelopment.

Dentler(2007 adds that there are schools which take on thensgsitity of
evaluatinghe CLILapproach themselves, but she comments that there are no
regulations regargjn CL I L o0 as | osncgnforansto thelsahoolp r o g r
law and th@ationalolg ct i ves ar e rDerilerbtatas thatthe 00 7 :
CLIL programs normally exist alongsidrdinary educational programs;
however IB schools (Interrieonal baccalaureateave increasau number

In Swedish schogleachers give evidence of informal initiatives among
colleagues to create croggicular and interdisciplinary themes for shorter
projects. At the same tinteere are upper secondary schedhich use a
conscious subjenttegrated teaching approachntarket their school on
their websites. Marketing reasons are acknowledged to be one purpose for
implementing CLIL, since this is considered to be attractive among
stakeholders and young peopl8weder{Dentler 2007;Yoxsimer Paulsrud
2014).Thus there are many variantdiree examples includ& schools,
following an international curriculurmternational schoold$pllowing the
Swedish curriculunbut do mat of their teaching in Englistind regular
national schools with one or seveladses withn international profile.

Kjellen Simes (2008) investigated the impact of English immersion by
comparing IB students to students learning English in regular foreign
language courses. She concludes that vocabulary competence had increased
among the imerson students. After a thrgear period the IBtudents
oused significantly larger proportions of motivated tense shift as well as low
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frequency vocabulary than the NP stud@nts ( 263)0 8vhich she
commentsagrees with reports from DaltBuaffer (2008).

Lim Falk (2008) compares CLIL to fohlIL students in Swedish upper
seconary school and notes that Cldtudents are less confident in using
Swedishthan their peers in the n@LIL classes. She also fitkat often
there is no interaction in the Cldlassroomavhich indicates that English is
seen as an obstacle, favoriegcher dominance instead of student
participation.

Kjelléen Simes (2008) gives a more positive view than Lim Falk (2008),
finding actal linguistic gains as a result of legrrihrough a foreign
language-dowever Sylvén (20Q0otes in her study that the proficiency level
of the CLIL students was much higher already atuteetocompared with
non-CLIL students. Moreoveshe claimshiat theexplanation is to be found
in extramural exposure rather than in the use of English as a medium of
instruction As in all studies on CLIL, the language proficiency and motivation
of the students dihe ouset haeto be considere€LIL students iprevbus
research, as well as thest@dents in Kjellén Sindstudy, measure higher on
both. Motivated students who already have a good level of English seem to
choose CLIL altertimes. The differingeports on the effects of CLIL
initiatives in Swedeaas well as thiack of teaching guidelines @ané ac her s 6
training suggestinconsistency and arbitrariness in the implementaition
CLIL in Sweden

As noted previously, tNAE performed a survdilixon, 20002001)to
investigate the spread and the s@dpELIL. The surveys fodnthat the
majority of the CLILprograms sprung from teacher initiatiidey were
mostly foundin municipal schools artie CLIL practices were poorly
documented and the schools lacked a qualifications policy for CLIL education
and teachers involved. CLIL was found in one form or another in 4% of the
compulsory schools and more thar®@0f the upper secondary schools.
Nixon, who performed the surveysports an increase in the implententa
of CLIL during the 1990ss ddEdlurd (2011)Lim Falk(2008) andylvén
(2004) Yoxsimer Paulsrud states that there exist no official national statistics
on the number of schools offering CLIL, partly due to the lack of a definition
of CLIL, since schools vary in their degree of implenmntaven between
lessons [and teachers] in the same school (2014:55f).

3NP = (regular) national program
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Haataja (2B uses a model called tBELIL spirab to distinguish
between different levels or degrees of integration in the implementation of
CLIL in schools. The firsimost basicel v e | IS characterisec
projectso i n f elingeistigsubjettawitly amegepon afr  n o n
target languageto subject teaching or vice versa. This level is for the most
part independent of systemic curricular or teacher catlabo

Level 2 means cresarricular arrangements of projects and trial classes.
The realisation is both in language and idinguistic subjeatlasses, often
in crosscurricular interconnection, by solving maths problems in Efmlish
instance.

Level 3 represents CLihodules with systematic developmentloi
teaching competences in language and subject content. As a result there can
be CEFRbased taskpecific assessment.

The fourth andmost integrated levemplies a sound curriculum,
accorihg to Haataja, with planning for CLIL, including examination
structures and degreksnvolves longerm program for inservice training
for teachers. It also includes organisation and accompanying longitudinal
research measures.

In view ofprevious @search on the implementation of CLIISwedenit
seems as if most CLHettings would be found on level 1 or 2 according to
Haat aj aods model , since t her e S no
competences$or instance. In order to see effects of tra@ent and subjeet
integrated teachinghere should be a more conscious integration and
interdisciplinary crossirricular collaboration (€oyle 2010).

2.6 Summary

In this chapter CLIL has been discussedimarizingts most important
featuresandconsideringLIL in relation to some related variants: immersion,
EMI, CBI and CBLT.Concerning the prominee of content versus
languageCLIL is typically implemented in content courses and subsequently
contentdriven. Seenboth from a Swedish aroh intemational perspective,
common issuesxistregarding théack of guidelines amtbcumentatio of

the effects of CLIL, encouragifugthe research in the fieloth Swedenthe

effects of CLIL are even harder to evaluate due to the great predence an
impact of English extramural exposure.
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Coyle suggests a planned pedagogic implementatibh. pfaking four
Cs into accountcontent, communication, cognition and culture. However
assessment in CLIthe focus of the present studystill consideredkdind
spot. Of particular concem this connectioms the dual focus on language
and content.

This chapter has briefly presented the historical backgoduidL, in
relation tormmersiorandthe goal of CLILto promote the learning of more
than one foreign languag€éhe next chapter deals with assessment.

29






3. ASSESSMENT

3.1Introduction

The purpose of thixhapteris to provide abackgroundand better
understanding abhe prerequisiteort eacher s 0 as sdhe s ment
subjectsand the Swedish CLIL context the presnt study.The main

concern incorporatéise hovandwhabf assessme(bhohamy2008:xiv):

Matching the 6howd of testing with the
periods in the development of the field, with each one instantiating

different notions of language knowledge along with specific measurement
procedures that go with them.

Whetheithe construct of assessmempt what to assess, is language orcsubje
content, or both, it isaffected byheories of learning aldrrent ideologies.
Hence,assessment will be briefly discussed in relatiorsttridal and
contextual factors, where the current Swedish context is given some special
attention.T e a ¢ hssessmdilitet@mcy and curricular features ofghbject
disciplines are presented befowking into modes and featureswoitten
assesment. The chapter ends wittiscussionf validityandpresentation of

a model for validation of assessment procedures.

32 Historical and contextual impact

Teacher assessment is affected by prevailing ideologiescfme tingplies a
need to be aware thfe epistemological bases ofeddht types of assessment
(Hofer & Pintrich 1997) InbarLourie (200Bargues that assessment practices
are compatible with social expectations, attitudes and values.

According to Tittle(1994), who represents an educational psychologist
view, the validation arguments for assessment will be stronger when they
Oi nc | wdce onetheicahstructions of teachers and students and the
meani ngs and use an assessment has f
(1994:149)Contextual frame factors can be found kmththe micro and
macro levelhe teachers and the assessmeanteuwt the school in question

31



ASSESSING LANGUAGE @ CONTENT?

with its resources, the motivation and background of the spadewssll as
the national curriculum and histdrantext

Bachman (1990:291) referring to the use of language tests in particular,
consides how these aresttrmined by political needs that change over time
and vary fr om o nWe nausiconsaéryhe \aloe sgsterast h e r
that inform test usé values of test developers, -takers, test users, the
educational system, and society atdarge

The curent discourse on assessment often usesdeamas traditional
versus alternative assessment, even tlumfgiitions are not clear and a
dichotomy thus hardliyuitful. Alternative assessment in this case involves
classroom interaction and dynamic asses$ (Lantolf &Pohener 2008
ReaDicking 2004, which can be deduced from sociocultural theory, but also
portfolios, which contain a collection of student work.

Shephard (2000:4dates thad i t I's I mportant to renm
traditional views of testing came from and to appreciate how tightly entwined
these views of testing are with past
She argues that theories from the past continue tocaffiesit practices and
that in spite of recent attention tlee reform of the content and form of
assessment, common practice has not moved signibegottgl the endf-
chapter test.

Someargue that there has been a paradigm shift where assesament cult
has repleed testing culturd.ndah) 2007 Taras, 20Q05Assessment as a
social communicative tool can help a learner move forward by developing
metacognitive skills and an awareness of what constitutes topical knowledge
in relation to theidciplinein question, and whet the next proficiency level
when it comes toognitive and linguistic skills (Broadfood & Black, 2004,
Gipps 1999;Harlen 2007 InbarLourie 2008 Shepard200Q. Formative
assessment meamsking learning visible to the learfidack & William
1998 Hattie 2009 Sadler, 1989which requires that teachers are able to
describe their often tacit understanding of course goals and attens et
learner pgormance.

3.3 The Swedish context

According to an OECD review efvaluation and assessment in education
performed in February 2011, Sweden has one of the most decentralized
education systems in therld This dates back to a major administrative
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reform which took place in the early 1998s.decentralized system ingdi
thatschool leaders amelachersiave wideeachingautonomy in deciding on
teachingcontent, materialanethodsand study optionsThe NAE has
developed common national curricula and sylabwithin each classroom

and school context, teachers dgvéhe specific goals for each course based
on the national documents, sometimes with the assistance of students
(OECD, 2011:35).

The impact of consumer decisions algs increased due ta school
choice reform. This hdal to a surgen the number of individual schools,
and the development of special profileaunicipal schools, e.g. international
CLIL profiles,to attract studenta an open markedweden has also become
a culturally and linguistically diverse country 2@ of the population
havingan immigrant backgrounazcoding to an OECD report from 2010
This implies that Swedish schools are facedyreitiichallenges in adapting
to a diverse student body.

Teachers in Sweden are test designers and agents in itmglestet
predominanyl consists of their own teacldewveloped tests and assessment
tasksHowever,m some courses there algonational tests with the qmose
to facilitatefair, standardized and relialearding of gradéSAE, 2005).In
upper secadary school, three courses are subject to national tests: the
English language course, Swedish and matheriiagcOECD report
problematizethe lack of guidelines as to how much weight should be given
to the national test result withime overall gradassigned to students. A
survey conducted by the NAE in 2009 shows great differences between
teachers in this regard (OE(AD11:50).

In the 1990s Sweden werftom a relative and normeferenced grading
system to a goeaand criteion-referenced gradingystemlin 2011 a new
grading scal with six grades was introgdc Socalled kowledge
requirementggrading criteria or performance standaxsjfor grade levels
A, C and EA being the highest grade. For B and D it depemadether
t he s thawt attaibesl the majority of the knowledge requirements for
the highe pre-established grade (i.eqrAC) ANAK, 2013.

Teacher training in assessmsntypically centred around formative
assessmerfubrics are ofterecommended as a tool to makenleg visible
(Jonsson &wingby, 2007)n the educational discoyrddferent forms of
assessment appgaortfolio, peer assessment and-astessent. However
surveys reveal thidlese are among tleastused and least preferred sources

33



ASSESSING LANGUAGE @ CONTENT?

for assessment, whereas grammar t est
communication are the predominant instruments among FL teachers
(Oscarsor& Apelgren, 2010urthermore the OECD reponiotes that the
use of computdrased assessments is vemyed in Sweden while at the
same timenternational test developers are now devoting significant attention
to developing effective compub&rsed assessments.

To conclude the section pteacherhe Swe
themselves express a need rhore training as regards sssent and
grading (Oscarson &pelgren, 2010At the same timéhe OECD report
notes thatittle guidances provided on how to appraise teacher performance.
Measures are suggested, some of which will be discussatext feetion
on assessment literacy.

34 Assessment literacy

Research suggests that teachers spend from one quarter to one third of their
professional time on assesshnelgsited activities, without necessarily having
learned the principles of sound assessnaccording to Stiggins (2007).
Assessment literacyaigerm that advocates evideimfermed practice and

for assessors i.e. teachers, to reflect on the effect of their teaching and
assessment strategies. Assessment literacy relatebtyoinvaésing and
assessme(fPopham2006:8%

[I]f a teacher mistakenly believes that validity resides in the test itself, the
teacher wi || be inclined to defer to
produces. Assessmditerate educators, however, understand that

education tests merely provide evidence that enables people to make
judgmentally based inferences about students.

According to Pophaif2009:Y, teachers who are gemely assessment literate
know both how to create more suitable assessments and agerfamivi t h 0 a
wide array of potenta | as s es s Hmvever,Maond (R0081225)
states that othere iIis no consensus
language instructors to reliably and validly develop, select, administer and
I nt er prAegp bdtveantlamguage testing practice and the training of
language instructors is acknowledged.JEFRis mentioned as one useful
tool to bridge the gap.

Shepard(2000) claimghat teachers need help in learning to use
assessment inwmeavays inorddodesr el op st ud edetstandingdr ob us
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All too often the same test typase used, implying thatastery does not
transfer to new situations since students have learnt to master classroom
routines and not the underlying concepts.

Assessment literateadleersconsequentiknow how to choose and use
the best method of assessment to fit the context, the students, the level and
the subject.Validity, reliability, authenticity, washback, purpose, student
impact and constructivegaimentare identified as floential concepts for
assessment literate teachers (Brown, 2004, 2008¢

Washback does not only relate to products, as in assessment outcome, but
also says something about particgpantl processeBdjley, 199%4ughes
1994. Brown andHudson (202) mentionthat a multiple choice grammar
testused to test communicative performance will haggyatrong negative
washback effect oa communicative curriculumWashback is related to
valdity, and MessicKl996)statesthat there needs to be andewitial link
between learning outcomes and test propdrii€3LIL, as in the present
study, such an evidential link may not be obvious as regards language. The
intentional learning goals focus on content, which is a matter of validity in the
CLIL approah and will be discussed later.

The teacherds | earning intentions,
of worlds be aligned thi course goals, course contettie type of
assignments, material and methods, @sedvell as what appears in the
assessemt. If that is the case, the learning outcomesagvédewith the
learning intention®iggs uses the conceptoohstructive alignme(Biggs
2001;2003) arguingthat effective learrmgnis a result of a well thought
through process where teaching and learning activities are aligiled with
Intended Learning Outcome (ILQ)urriculum objectes and assessment
tasksBrown andHudson(2002:48) claim

If the relationship between testing and curriculum is solid andf ¢hear
objectives do indeed reflect the needs of the students, if the materials are
designed to teach the objectives, and if the teachers abide by the curriculum,
then, the curriculum should hold together well. And in such a situation, the
tests clearlgind all the other components together.

In an ordinary Swedish upper secondary school, teachers have to abide by the
Swedish national curriculusnd the national objectives. The question,
relation to the passage just quoteayhether these reflecetheeds of the
students,ra particularly those in a Cléhvironment.
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Teacher cognitiors icharacterized by a multiplicity of lalaelsoding to
Borg (2003), which aiat describing the pdyological context of teaching
andthe way in which instructi@anpractice and cognitionutually inform
eachotherBor g (2003:91) di scusses t he 0 S
teacher cognition and classroom practice and notes that:

[ L] anguage teachersd classroom practice
interactingmd often <conflicting factors. Teat
emerge consistently as a power ful I nf |l ue
not wultimately always reflect teacherso
pedagogical principles.

Another approach o di scussing teachersodo prof
the notion pedagogical knowledge (PK), and pedagogical content knowledge
(PCK) terms whichare often found in research outside language teaching.

The terms were introduced by Shulman (1987) andisestd¢o define the
what (PCK) and how (PK) of teaching.
thanto dichotomizehe two fields of subject knowledge and pedagogy.

Sometimes the curriculum undergoes assessment and course content is
compared i n r el antendedmactémiod assessed curmcallomh e r
(Porter 2004). Alignment between the three is analyzed in order to answer
guestions whether teachers teslcht is tested, whether the content of what
is tested mates the content of the intended curriculum or whether the
content of the textbook is the same as that of the test. Porter (2004:7) remarks
that:

Teachers matgach what they believe is most impgrtahat they think

the students are ready to learnwloait is most enjoyable and easy to teach.
There are many factors that can and do inflteacker decisions about
what to teach.

The next section offers a bri@bk intoassessment in the disciplifestures
thatalso mpact teachpracticesb assessment

3.5Assessment in tlsabject disciplines

In this sectiopan overviews offeredin relation tahe threesubjectof the
study starting with language assessntbos building on the foundation
already laid in this chaptéfter that,assessment tradition and practice in
biology andhistory are examined.
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3.51 Assessing language

Language competence is usually described in tereteptiaad productive
skills, which can be demonstrated in different Wéglene (2008) describes
three periods of | anguage testing by
the prescientific, psychometric and sdmiguistic approaches. The first
represents opemnded taskssuch astranslation, composition or oral
performance, where tests typically consisted of only one or two test items.
The reliability of the tests was questioned due to a lack of common standards.
During the second perig@sts included many but shortemis, focusing on
discrete aspects of language, grammar or vocabulary.-bhdtgae true or
false and sheanswer questions became popdlae third approacmeant a
focus on assessing meaningful communicative competence, thus leading to
the developent of theCEFR

Brown andHudson (2002:15f) point to the fact that language acquisition is
different from content areas in how these are typically taught and assessed in
western educational traditions:

The fact that language is situated and interacfimtiaér makes its
assessment different from the assessment
sociolinguistic context of language increases problems in what areas of

language are open for testing and has a strong impact on the form that the

testing takes.

Shohany (2008:xiy argues that theories and practices in language testing
have been closely related to definitions of language proficiency. Consequently
the discret@oint testing era presented isolated test items; the integrative era
meant discoursal languagad the communicative era typically involved
interaction and authentic texts. In the performanceeattfe tasks were
used; and finallydternative assessment recagnthe fact that language
knowl edge (S a compl ex p Bne nvariete n o n
procedures to complement one anot her (

By referring to the change in theories of legrBrayvn andHudson
(2002) state that discrete item tests, as seen in the schuigdeformat for
instance, were possible as long as language leasiiogneerned with
specific grammar and language skills. When more complex uses of language
wereainmed for, e.g. pragmatic and sociolinguistic competeec®rmane
testing became more val&l. test items which cause the examinee to
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perform in the langge and show communicative ability for instance

(2002:57).
Bachman andPalmer emphasizbat there is no moddéhnguage test
(2010.8) ol n any situati on, t here wil/ b

advamh ges and dThsyadopaim dtbagifeve want to develop
language assessments wheresthésyustifigdhere need to bestification
for multiple qualitie$2010:63) o[ A] | anguage assessme
language use tasks. In designing language assessments whose use we can
justify, it is important to include tasks whose characteristics correspond to
thoseof TLUJtarge | anguage use] tasksoé

The CEFR (20045)stae s t dcla act 0b language use is set in the
context of a particular situation within one ofditvairis € ih which social
|l ife is organized©od. The four domai n:¢
occupationabnd the educational domain. Paramasssssg the quality of
the language used and its linguistic form infebteires such dhiency,
accuraayd rangef vocabulary.

To conclude, assessment in Engdiegtay is basedon communicative
language competenaad focuses othe use of languag&he European
Language dttfolio, henceforth referred to as the ELIPS e s e6can d
st at ement s ofor Anguistitpradiaiency, phereby emphasizing the
actionorientedappoach described in the CEF&so acknowledging the
learner as a central informant (Little, 2009). In spite afeogiption of
language proficiency as languagéatken the CEFR andhe ELP, a great
deal of work remains to be ddoencrease the engagement of learner agency
in asessment, according to Little &reckson (2015)hey point out that
oproficiency devel ops from sustaine
gradually deleping competences and the communicative tabkse
performance requires him or her to us:s

3.52 Assessing mlogy

In TIMSS assessment framework (20biblogy is described as one content
domain within the field of science. Parameters for assessment in science
including disciplines such as physics, chemistry and bldogybeen

4 TIMSS (Trends in International Mathematics and Science Study), reportsuaveryyfee ar s on st ude

achievements in mathematics and science in fourth and eighth grade in countries around the world
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identified at different cognitive lev€lensequentlywo types of domas are
specifiedthe conter@nd thecognitive domdihe latter includes skitlased
componentsto explain, describe, compare arehdawotelateall of which are
to demonstrate the studentodos | evel of
TIMSSstate that objecties in science are written in termbeifavias
be elicited by items that exemplify the understandings and abilities expected of
students. The objectives also represent a range of cognitive processes involved
in learning science concepts (2011:50)nittveg processes and the
understanding and use of science conceptaatiliely described as subject
specific language, are integratedthe learning process. The-catled
expectedbehavioiis thus what can be seen and assessed.
In terms of progressiphlMSS (2011:84) state

Reasoning is involved in the more complex tasks related to scieajme. A
purpose of science education is to prepare students to iangzgatific
reasoning to solve problems, develop explanatramsconclusions, make
decisions, and extend their knowleédgew situations.

Assessment in biology rests on cognitive processesn beseen in
B | o orevsedtaxonomy(cf. 44.2). There is a clear progression in how
scientific knowledge and thus reasoning evolve froenlrasic knowledge of
concepts towards the development of more complex cognitive skills.

Corrigan et al (20L8escribe various science framework matrixes which
have been in use in the American context. Quehalt is to be assessed is
described a&nowledgend abilitiesDuring the 197Qsconcepts such as
knowledge, comprehension, application and synthesis were used, features also
found i n Bl oomds t @xeotra@asythinking skills amce 1 9 &
the nature of scienegere usedA decadeater the knowing and doing was
described as conceptual understanding, scientific investigation and practical
reasoning. The most recent framework from 2009 identifieallesb
performance expedtasomsce content areas as well as in scienceepiacti
Swedish national syllaby#ies same definitions appear.

Biology teackrs in Sweden at tertiary lestalte that there is no model
biology test format regarding item typesl no standards or guidelines seem
to exist whether to use points or grades when scbnmglesign of question
tests seems to stem from a general educational tradition rather than a
disciplinary traditionpérsonal communicatiomth active teachgrs'IMSS
use two question formats, multiple choice and constructed response. In
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TIMSS it is noted that the choice oém format depends on the subject
being assessed and the format that best enables students to demonstrate their
proficiency.

3.53 Assessang history

The knowledge structure historyis not hierarchical as in scien€ee
question is what constitutes historical knowledge,cansequently what
generates more advanced historical thinRiace Z011:107¢iscusses the
difference betweescence and history and regrets the absence of the same
dOagreement about wh at shoul d be tauc
evidence that it has been headrnada@. n
compared to science. In an American frameworkssassmenhistorical
eventss well as these ofspecific disciplinary thinkingrekilisntione(Serve
Center, 2006n a Swedish thesRosenlund (2011) describesimportance
of developing competence timnking historically in order to handle the
historical information we are exposed to in society. He notes that a cognitively
advanced way of thinking is accompanied by a competence in how historical
knowledge is built, which in turn is a tool when understandhistpacal
processRosenlund argues that historyit is important to practicthose
skills, to thik historically.

Stohre(201) defines two distinct traditions that hawegpsd the view of
the disciplinghe AngleSaxon and the Germ@ranish traditn. The goabf
thefirsti s t o make st ud endithe distipliheimmsedbnhi st or
historical concepts. The concepts are referred to as first or second order
concepts. First order concepts are concrete and denote historical events,
whereas exond order concepts are abstract, pointing atkmetdedge
aiming at identifying underlying patterns and -edig@st problems In
Swedenthe GermasDanish tradition has dominated, according t@rgtol
representing. more holistiziew, focusingon historical consciousness and
identity. Stolare notes that recently the two traditions have come closer to
finding common featres. ©ntent knowledge has influenced narrative skills
which Stolare believes have been dominant in the classrooms, while objectives
actually stipulate medkills and second order concepts.

Rosenlund (2011) discusses the difference between substantive historical
knowledge and procedural knowledge by applying terms used by Lévesque
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(2009. He notes that there is a difference in histdr knowledge due to
historical thinking skills which become visible in how students ask questions.
Educators inhistory at tertiary level in Sweden have not been able to
identify typical disciplinary assessment foRaeferring to a report by
Forsbergand Lindberg (2010Rosenlund notes thassessmemésearch in
the humanities is very scar8edies in history and social sciences show
examples of standardized classroom question tests with some essay questions
(Odenstad2010Rosenlung2011)
In the next sectionthe written assessment mode is examined in a cross
disciplinary and generic way. The purpose of the presentation is to identify
and describe common features in the design of test items and writing tasks.

3.6Written assessment

Assessment acamescan be presented either in an oral or a written mmode.
the current study the focus is on the lafsr.seen in the description in
Figure 1(section 1.4}wo general formats are used for the purposes of this
investigation, i.e.hat arereferred ¢ asquestion tests amafoduction tests.
Below follows a presentatioh the two formatsWritten assessment is a
broad topic in its own righgnd the presentation below can only o#ier
selection of features, relevant forgresent study

3.6.1 Quesbn tests

In the same way as test types relate to a teaching approach or theory of
learning, different categories of test items or question tgpedaalifferent
types of assessmeritem famats are often dichotomizedoirconstructed
respons€CR)or selected respongeR) but asHogan (2013:3)oints out
owhat gets classified into each category is not always the same from one
sour ce t dn tksnsudyhhe rclassification of Popham (2011),
McMillan (2011) and Hogan @QZ0 is used, categong shoranswer
guestions and completion iteassCRtems, rather tharSR as has been the
case in some textbooks on educational assessment.

The table belw presents the most commonly fdwdefinitions am how
theyareusedn the present study.
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Table 2. Common written test types and question/item types.

Test type Item type/Example
Selected response tests Binary choice/True or false
Matching
Multiple choice
Constructed response tests Fill-in-the blank/Completion questions

Open-ended questions

Short answer questions

Essay questions
Production tests Essays

Papers

Lab-reports

Project reports

What arecalled poduction tests in this study dadeled essay tests and
performance tests by Hogan (2013). He points out that tthgestber with
portfolios are actuallgxamples of constructed response items. This is true
considering the requirements of the students, but in this stu@i fkems
are solely used for test items in the question tests. The test items in the
productiontests are referred to as writing prompts or tasks.

In assessment literacy programs, teachers are suggested to write a short
statenent when test items are writtdascribing thekill thethinking process
or thestrateggquired in order to answ@e question. This statement, called
anitem descriptepresents a point of learnii¢hen item descriptors from a
unit of questions are ordered by difficulty, the sequence of learning becomes
clear (Brown & Hudsqr2003. In a manual for language test lbgwveent
teachers are asked to consider all the competences needed to accomplish a
successful response: O0The task shoul c
a judgment t o be ma d e ity anbtbeu ¢hoseh h e (O
competence@) ( A ROTIEL4).

3.6.2 Production tests

As previously mentiongproduction tests reféo fairly longessays initiated

by writing prompts. Since the written texts in the current study represent a
broader rpertoire of texts covering botharrative, exploratorand
argumentative essays as well as laboratory and project reports, an overarching
label was needédf. section .2). The term essay will appear in the discussion

as well, this being a term used in the literature.
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Written skillancludemary overlappingompetencesn order b produce
a readable, communicative and qualitative thextauthor needs to possess
language knowledlgalsostrategic compdiadaman &Palmey2010).The
complexity of required writing skills becoreeen more apparent
looking & the multiple aspects in Wang ang n 802) model. D
exemplify, ey divide language knowledge into organizational and pragmatic
knowledge. The first category is further divided into grammatical and textual
knowledge, where the first idigled by knowledgef vocabulary, syntax and
phonology. The second, textual knowledge, consists of cohesion and
rhetorical and conversational organization, including how to write different
types of textsTexttypes or genrerepresent teaching pedagogy which is
presenteth moredetail in Gapter 4.

The CEFRlikewise accounts fgeveral different competenoegded to
representvritten languageroficiencygg. linguistic competence defined by
lexical, grammatical, semantic, artiographic competence .(€EFR,
p.109)as well asociclinguistic and pragmatic competeRasearch shows
that students are more motivated to write and make accelerated progress
when they are given clear instructions about what a quality perfooolace |
like and they know how they will be asseblgand 2007)Once again, the
teacher has to be clear abthég motives forchoosing one or the other
written famat since the construct may vary betwedimg skills or subject
knowledgeas in questiotestsor both(Tardy, 2006)

Alderson andBanerjee (2002) note that essay writing used to be
guestioned due to the threat of subjective grading and the lack of control that
a prompt or task would eligitthe targetanguage. They refer to the current
view that writing ability is more thanumacy in vocabulary and gramntar,
also includes aspects of discourse structure. Concerns about appropriate
scoring of the extended writing haised questions regarding the design and
application of scorgprocedures. Alderson aBanerjee conclude that the
more structured the writing task and the scoring criteria provided, the more
reliable the assessment.

Figure delow summarizes the description of different written assessment
types. It shows a continuumapresenting the progression and complexity
levels of different CR test items.
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Completion Demonstrabons Eitended performances
Fall-m Short projects Term papers, long projects
Short answer Bref watten assignments Portfolos

ra b
) Cal
Short Simple Long Extended

Figure 3. Continuum of constructed response test-items.

Figuradapted frétagan, 2013

In the next sectigrvalidity in assessment and related conceis as
reliabiliy and generalizabiligre discussed. Threats to validity are presented
in relation to a validation model.

3.7Validity in assessment

In this study evidenceof validityis s ou g h't I n pedagogical e ac he
orientatiorasexpressed in interviews anthieir assessment pradies seen

in written assessment sampksvalidation tool used in thenalysis and
discussion of the assessment mexctn the current study is presented below.

In an article on teaching and assessment, Erickson (2010) refers to
s t u dimplidit de@initions of andiews on validity, which include relevance,
authenticity and construct coverage. In the CE&lRlity is described as a
measurement of how well the assessed qualities, the construct, correspond
with what the taskstseut to assesbor instancenia language test language
knowledge and strategic competence representsdparate constructs
(Bachman & Palmeg201Q. Bachman andalmer comment h at o0t he way
define the construct will have clear implications fof té&€ met hod to
usedod (;2rGHo0ldhavé inplications, one might adideyfurther
acknowledge that the way the construct is defined will guide the process that
follows (2010:215).

Construct validity was first used by Crohnbach and Meehl ({@1955) i
relation to psychological tests and was later developed by Messick (1989), to
define the overarching validity concept. Messick identifies two major threats
with respect to construct validity, namaiystruct ureéeresentatiamd
constrdctelevanariancéhe first one signifyirtgo little ofwhat is supposed
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to be measuredavhereas the second implies that interfering factors affect test
scores or the outcome of an assessmemiCLIL context, iterfering factors

mi ght rel at e usé or misusef linguistic celementd which
inappropriately impathe weighing of test results.

Crooks et al (1996 comment thatvalidity relies heavily on human
judgment, as @sassessment, and can be hard to carry out and defend.
Validity, howeveraccording to Messidk, about finding evidence to support
ot he adequacy and appropriateness of
scores or ot her mo d e BvenotHouglra \algdigyans me n t «
assessment is desirable, it is important to note that it springs from
interpretations of inferences made from tests scores or observations, where an
element of subjectivitg alwaypresent. However, the better educated
assesment literateghe assessors are, the more valid the interpretations will
be. Reliabilityand generalizabilityefe to more quantitative aspects that
constitute common rasures of quality in assessment, as will be demonstrated
in the model introduced bal.

3.7.1 A validation chain model

Croolks, Kane andCohen(1996 suggest a validation chain model in eight
steps which take different threats to the validity of assessment into account
and can be usea existing assessment taS§ke model builds on thahdity
argument approach of Kafi®92) and Shepard (199 ose models in turn
build on earlier work by Cronbach (1988)st of the threats have been
identified in previous research, but never placed in such a structured model,
according to Crooks dt &hey argue thaakdation can only take place if the
purpose of the assessmentadl understoo@nd the strength of each link in
the chain depends on the appropriateness of the tasks to these.purposes

The importance of each link, as well as whrelathapply, dependn
context. Crooks et al (19867) suggest that the user of the modekneed
identify ofurther threats which are
context 6. | n, for ihsteanc@hie pastieutart rolesot langagin
the assessments used in subject content courses needtkenbmto
accountValidity is claimed toe limited by the weakest link, which needs to
be identified in the assessment material in the currentT$teadyodel was
found to be suitable fahe validation of the assessment tasks in the current
study due to the transparency of the threats which have been identified in
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relation to each of the links. The same threats apply to ithgy \@
assessment in the Cldantext.

Student

Assessed
Domain Scores

Figure 4. The validation chain model, suggested by Crooks, Kane and Cohen (1996).

The chain model starts waldministratiorfollowed byscoring, aggregation,
generalization, extrapolati@valuation, decision and impaeg kgure 4
above

As mentioned previouslgnany different threats can be identifieith
each step depending on contBetow bllow some exaples used by Crooks
et al (1996to clarify how the model can be applied. The model will be used in
the analysis of the assessment material pneteatstudy and subsequently a
clearer picture will appear in the analysis ch@pegter .7

Theadministratimk is the first, and has to do with the implementation of
the assessment and the task performance. Possible threats to the validity of
this link might be if the student receives too little time on task, fails to
understand thastructions, or if the studentuamotivated or suffefrom
assessment anxiety.

Threats associated with the seconddowingonsist of undue emphasis
on sone criteria or scoring which faite capture important qualitiessues
which relate to what Messick (1989) labels constrgsrepresentation and
constructirrelexant variance. Crooks et al (1298) use arxample which is
valid in a CLIL context, wbre undue emphas n student so W
expressiongr ammar and spelling, omi ght be
whose knowledge of history and skill in historical analysis are strong, but who
are poorly equipped to write wel!/l I n

46



ASSESSMENT

The validity b the third link, aggregatiocan be threatened kan
inappropriate balance between different tasks, which may occur if an
assessment involves two different test items, an essay and achuittgle
test, and these are equally weighted even thougffittydof the abilities
canrot be compared, an example use@rooks et al.

The fourth link igeneralizatioften identified as generalizability in validity
discourse. It is closely linked to the reliability of a.mgkioo few tasks are
usedto represent the assessed domain. Also, failurettol ¢on different
variables, likéhose mentioned ued the first link time on task and task
format for instance, constitutes a threat to the generalization of an outcome.

Extrapolatias the fifthlink and represents a wider sample of assessment
tasks than discusken relation to generalization. Has to do with the
relationship between the assessed dol
degree of risk to the validity of the extrapolation gsog@ies inversely with
the degree to which the assessed domain coverstheta domai né ( Cr
al, 1996 2 75) . |t also relates to -Messic
representation, which can be seen in scoring and generalization as well. The
asessment represents a sample of the target domain, and the question is
whether the assessment succeeds to give a valid sample performance of the
full range of tasks in the target domain.

The figure beloyFigure % illustrates how the assessed domainsesyise
a condensed sample of the entire target domain for learning (to the right). The
goal is for the selected test items, or task types (1.) and number of items (2.) to
represent a valid sample of the target domain (3.) so thdtagolatican
be maeé from the inferences made of the assessment to the universe score of
the entire domain. The target domain refers to the course goals and may
represent a thematic content unit and/or a skill. The scores on each of the
individual test items of an assessi{festtarrow to the left) arggregated
produce a combined score for the sample of tasks used in the actual
assessment or exam, which can thengdyeeralizdtbm the specific
assessment to represent the assessed domain, since no single test could cove
every aspect of the objectives.
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> 1.5ample of tasks >> 2. Assessed domain > 3. Target domain

AGGREGATION GEMERALIZATION EXTRAPOLATION

Figure 5. lllustration of the relationship between aggregation, generalization and extrapolation
and target domain.

The sixth step represergsaluationvhich means forming judgments
about the studentodos performance. The
by the person evaluating the assessment, i. e. the teacher, can be a threat to its
validity. Ondhreat consists of teacher bias,aglditional kawledge about a
student affectshe interpretatignor teaches makeconments about the
wrong constructy h a't the studeént wbeni tsehse weo
knowledge a$cientific concepts.

The seventh link involvetecisiobased on the judgments maadich
could be referred to as twashbackeebf an assessment (see Ed)oks et
al (199p I denti fy a t hreat t o val i dity
standar dso. They describe how defini
can be awardedrfa given assessment score. This means that teachers need
to be able to provide this information when asked, which requgbtansi
transparency. In a CLkiontex} this can be problematic when no standards
are articulated regarding the role of lamguaghe assessments. Even if
language is not explicitly accounted for in the judgment, its effects on the
capacity to communicate content knowledge need to be addressed.

The lastiink isimpactand will not be immediately discussed in this study,
eventhough it is an important issue in relation to the purpose afrassés
or as Crooks et al (199@ 7 9 ) put T 0The effort
process can only be justified if the assessment leads to worthwhile benefits for
students or other stdke | der s 6.

The userds awareness of the theoret
goals is crucial for the validifiythe assessment. In the Clckintext there
needs to be an awareness why certain assessment proeedppep@ate
or not, and ifthe purposes are identitalthose of a noiCLIL context.

What then are the intended outcomes regarding language and the possible
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interferences of language on content ledye? How the role of language,

a toolor a goal in itself, nceived in asssments hawvaplications for the
validity of the test items. Possible threats to the validity of CLIL assessments
need to be identified and acceanfor, a discussion which is brought up in
Chapter 7as a result of the present study.

3.8Summary

It has already been noted thatlidry is an overarchingnd foundational
featurein establishing good practice in assessWalittity has been said not
to reside in the test itself, but in the inferemm®mssions and actions based on
test outcomegMoss etl, 2006)directly pointing to the teacher who make
those inferences, and oftae testas wellStiggins (1995:240) claims:

Assessmedti t er at e educators [ é] come to any
they are assessing, why they are doing so, how bassess the

achievement of interest, how to generate sound samples of performance,

what can go wrong, and how to prevent these problems before they occur.

Teachersd responsibility in assessme
carriers of personal valuasd disciplinary historyexecutors of teaching
pedagogy and learg culture in their educational context and agents of
assessment. They have to beatfle and open to test impazte able to

provide students with necessary scaffolding and accommodaithout
jeopardizing the validity and reliability of test scores. In the folohairigr,

howeverthe focus will not be so much on the teachers, but on language and
content in the disciplines andnsequentlyn assessment.
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4. LANGUAGE AND
CONTENT IN THE
DISCIPLINES

4.1 Introduction

Learninga language mearsating tosubjectcontent in the same way as
learning subject content necassitlanguage in order to communicate. Yet,
language coursesdasubject content courses are ofteated as separate
entities ineducational contextss pointed out by Mohan (1986h Subject
matter learning we overlook the role of language as a medium of learning and
in language learning we overlook the faet ttontent is being
communi cated. 0

This chapter starts by looking at linguistic and cognitive skills in
combination, the way they are materialized in the Commmpe&n
Framework of Reference, CERRdthe course goals for the subject content
coursesn biology and history. Next follo@section otanguagealiscussing
form and function as well as different types of lgegnogolved in the
disciplines. e notion of translanguagy and interlanguage are briefly
presergd, before noving on to contentral alook atB|l o o md s revi ¢
taxonomy and lower and higher order thinking.skils chapter concludes
by combining the learning of languaggcontentlooking at genre pedagogy
ad Cummi nsd® quadrant, combining cogni

4.2 Lingiistic and cognitive skills

When investigating c¢ hicbmtarnennvbat waglse v el o g
their cognitive developmems influenced bytheir access tanguagéct.

Siegal & Suria@012). The same concern, regarding the relationship between
linguistic skills and learning content, is a focal question in research done
among bilingal students (e.g. Cummi@600).As children grow oldethe

role of language within the disciplines curiously seem to become less
prominent, as noted in CLIL corte However, curricula and syllabi for
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language courses as well as subject content courses reveadistence of
descriptors including communicative skills as wetladenaic knowledge.
Below followdescription$oth from the CEFR for the teaching of foreign
languages and from the Swedish national course objectivesubjebe
disciplines involvediology, history and English as a foreign language.

4.2.1 Descriptor words in the EFR

Descriptordrom the CEFRhave leen used when formulating theedish
national objectives fohe& English language courses in uppeonsiay
school(NAE, 2012a The CEFR (20011) focuses oocommunicative language
competenod acknowledges language use and learning in combinhtion wit
academic knowledge in a professional field:

All human communication depends on a shared knowledge of the world.
As far as language use and learning are concerned, the knowledge which
comes into play is not directly related exclusively to languageduwaad cul
Academic knowledge in a scientdictechnical educational fielhd
academic or empirical knowledge in a professional field clearly have an
important part to play in the reception and understanding of texts in a
foreign language rétay to thosdields.

Consequentjythe CEFR addresses the fact that language and academic
knowledge are integrated in reception and understanding as well as in
productionand interaction. The CEFR (2(D) recognizes that different
competences are activated dutheodifferent caomponents and features of a
task

The | earner 0s di fferent competences ar
characteristics of @gnitive, affective and linguistic nature which need to

be taken into account in establistivggpotentiadifficulty of a given task

for a particular learner.

The difficulty of a task relates tbe cognitive, linguistic and affective
charactastics of the task as well asttche | ear ner 0s C Omp e
descriptors in the CEFR udman destatementsto desribe the proficiency

level of the learner and how language can be used in different tasks and
situations. A sigraded scale is used, ranging from Al to C2, describing
progress tim basic, to independentpmoficient user of the language. In the
presenstudy the students in the CLioursedave attainelbvel B1 during

their first year of upper secondary school, and B2 during their second. Those
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| evel s are supposed ,inmther wopdsstiderta t oen
with the lowest grade. The mereficient students can be expected to attain
level C1, angdossibly even d#fore graduating. The ClLébntexttypically
attracts students with relatively hpgbficiency leve{Sylvén & Ohlander,
2014) which will be discussed later.

As an example afesciptors appropriate for the CLItontext of this
study,a couple of descriptors for written producti@presenting lesB1,
B2 and C1 (CEFR200161f)are presented’he CEFR makes a distinction
between different types of written productidhe frst example for each
level belowis found underOverall written produictitne CEFR, and the
second unddReports and essays

B1 Can write straightforward connected texts on a range of familiar
subjects within his field of interest,lioking a seriesf shorter discrete
elements into a linear sequence.

Can write very brief reports to a standard conventionalised format, which
pass on routine factuaformation and state reasons for actions.

B2: Can write clear, detailed texts on a variety of sulejatesl to his/her
field of interest, synthesising amdluating information and arguments
from a number of sources.

Can write an essay or report which develops an argument, giving reasons in
support of or against particular point of view and explagqithe
advantages and disadvantages of various optiars. synthesise
information and arguments from a number of sources.

C1:Can write clear, waliructured texts of complex subjects, underlining
the relevant salient issueganding and supporting iutsi of view at some
length with subsidiy points, reasons and relewsatmples, and rounding
off with an appropriate conclusion.

Can write clear, wallructured expositions of complex subjects,
underlining theelevant salient issu€an expand and qumt points of
view at some length with subsidiary points, reasons and etavguies.

Without venturing a detailed analysis of the descriptors quoted above, worth
noting is firstthe progression inognitive demand irelation to the topic:
going fromfamiliar subjects (B1), to a variety of subjects (B2), in both cases
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related to the field of interest, to complex subjects (Cl1l). Second, the
progression in the requirements of the student can be fesnnes such as
connected texts, linking shmdaetgBl), synthesizing, evaluating, developing an
argume(®2) expanding and supporting lengthier pdigts.oCuegmitive and
linguistic requirements merge, as well as subject content and language.

In the following sections a brief outline is given of the combination of
requirements found the different course objectives

4.2.2 Coursegoals

A new curriculum for uppesecondary school was introduce&weden in

2011. Diversity, but at the same talistic aproachis being encouraged.

The different disciplines share some common features which can be seen in
the examples beloWwhe curriculumacknowledges that it is hard to decide
what to teach todagince we do not know what knowledge wilidegledn

the future, which requires active discues about concepts of knowledge
(NAE, 2013:6)

Knowledge is a complex, miitceed concept. Knowledge can be

expressed in\ariety of forms® as facts, understanding, skills, familiarity
and accumuled experiencd all of which presuppose and interact with
each other. Teaching should not emphasieespect of knowledge at the

cost of another.

Each of the disciplines states #wn of the supjiéwt core contantd the
knowledge requirefoentse different gradetserms used by NAEWhen
comparing the aims of thedk disciplinespmmon featuresppearbutalso
obvious difference®veahg the different knowledge structure and aims of
the subjectdUnderstandiagpears in all of théree disciplines, but with a
different meaning and to a different extent:

In biology:

It [the teaching] should contribute to students developing their
understandingof the importance of biology in society.

Knowledge of concepts, models, theories, wonkatigods of biology, and
also arunderstandingof their development.

History teaching should help studelgvelop:
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€ a nunderstanding o f how hi st orupderstandinggagd ed [ é] an

' iving condi ti on s unddrstartlingfof teerpeesent ages [ é]
andhe ability to orient undestarsliiegl ves to th
[ ] to assess how different people and ¢
hi story [ ahderstamdgdf lusporical processes of change in

society.

In English as a foreiganguage:

Students should be given the opportunity, through the use of language in
functional and meaningful contexts, to devele@waid communicative
skill s. T h e s ereception, Iwhich meaasvderstanding |
spoken language and texts

Lookingat the examples abovebecomesgjuite cleathat understanding
is especially prominent in histoHistory is a discipline which aims at making
interpretatioand develomg a historicalawareess, whereasin biology
interpretingis not a key featurén biology understanding relates to the
importance of the subject itself but alspresentsa more evoludnary
perspective oncause and effect. In the English language ¢course
understandingefers tareceptive skills.

Language and communication is pitdaethe aims of all the disciplines:

[ é ] communicate using scientific language. (biology)

The ability to use knowledge of biologycoonmunicate, and also to
examine and use information. (biology)

Through teaching students should be given the opportunity to present the
results of their work usimgrious forms of expressionboth orally and in
writing (history)

The ability to use different historical theories and concefotsmialate,
investigateexplain and draw conclusions (history)

In the aims of the English course goals it says:

Teaching of English should aim at helping students to dk&meleledge

of language and the surrounding worldso that they have the ability,
desire and confidence tse English in different situations and for
different purposes.

In this description of aims, it is apparent that in order telage
communicative skillstudents need to develop both knowledge of the
language andf the surrounding world, to be able t@ tise language in
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functional and meaningful ¢erts The Englishnational syllabufurther
acknowledges that:

Teaching should encourage students' curiosity in language and culture, and
give them theopportunity tdevelop plurilingualism whereskills in

different languages interact andupport each other Teaching should

also help students develapguage awarenessand knowledge of how a
language is learned through and outside teaching contexts.

The Englishsyllabusconsequently encourages translangyagimchis in
line with what haseen suggested for CLIL, i@.deepen the awareness of
target language as well as mother tdegu€arcg, 2013.

Sudents are supposed to odevelop cc
speech and writing, and alke ability to express themselves with variation
and c o mphe frst pointyofdthe core content in communication in the
| anguage <course mentionm:tesdulejdauctat a
which may implysubject content courses, particularlyseéhwithin the
educational profileften inthe natural othesocial sciences.

As canbe seen frorthe examplesbove,dnguagand communication are
present in the aims of ditee disciplines. At the same tithe objectives for
the English languagmurse stress the use of language in meaningful gontext
exemplified by subject content from t
encourages the same integration of language competenceacemdicac
content. In the next sectiothe learning of linguistforms, functions and
registers is disceskin isolation, before looking into the knowledge structure
and cognitive demands of the disciplines.

4.3 Learning language

Learninga languages often interpreted as the learning or acquisition of a
foreiglanguage. In primary educatibowever, the main goal is to become
literate in the first languadéd, Nevertheless, in education the learaimg
relates to the current proficignevel and age of the students, regardless of
whether the goal is to comnuate using basic language or to produce
academic texts. Immigrants find themesein an intermediate posititirey

are supposed ttake part of relevant instruction at their cognitive level
without always beingroficient in thetarget language. Themsaissue is
discusseth CLIL contextsln foreign language teaching and learning, focus
on form or focus on function represents a vast topic in its ownThghaim
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in CLIL is to have a dual focus and regard language both asrdéool
object of studyand sdocus on form and explicit teaching shoulohtleded
in a CLIL context Dalton-Puffer, 2011 Llinares et al2012 PéreVidal
2007 Weweyr2014).

The chief focusherewill not be on language learning theories,rhtlter
on vocabulatymeaningand use in relation to differenisaplines and
thinking skillsjn other wordsin relation to content, communication and
cognition, to borrow Coyleds categor.
in communicative language teaching (@Gob) pragmats (e.gCanale &
Swain, 198Hymes 1971 Krashen 1989, 2008), i.e. what people do with
language, learning to use appropriate language in context. The classic quote
from Hymeq1971:278ends itself well to synthesizthg approach, stating
thatthee ar e oOrul es of ussoé grammdr wauld e whi c
usel esséd

4.3.1 Form versufunction

Cummins (20QCexplains the development of academic expertise in terms of
three dimensionfocus on meaninégnguage and use. The first doeys on
maninghas to do with receptive skills and making inpoprahensible. hie
second focuses danguagend includes an awareness of language forms and
uses as wWehs a critical analysis ofshaotions. The last dimensjamsg
involvesusing language to generate new knowledge, create literature and art as
well as acting on social realities, which could be compahnedhevit
affordances of a language, pexceiving, interpreting, making sense and
possibly acting in response to the enuiient (e.gGibson 1979;Van Liery
2004).

At upper secondary or tertiagvel in Swedish educatitinsometimes
seems as if teachers belthats t u d Englishproficiencyis so highthat
there is no need to focus on making input comprehensildie,descuss
semantic nuances; students are supposed to be ready for language use (Airey
2012)Previous research suggests that there is a neeldltfemntext to
focus more on meaning, uses anddéwelopent ofcritical literacy, as e
as targetanguage forms, but not so much grammatical progression as in
traditional FL teaching (Coy2€10).
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In an academic settinthe languages within a language have to be
identified, often referred to as different registers orsgasrevill be seen
below.SchleppegrebndO 6 H a h (R04.1:3) note:

Academiclanguage refers to the disciplinary registers that students
encounter in theecondaryyears, and using academic language calls for
advanced proficiency tomplex language across subject areas, posing
challenges for teacher preparation

Edlund (2011eans on his owwork as well asn previous research when
concluding that the increased degree of exposure to language, according to
Kr as h e n 0 shesisniginsafficiényfqar €lilhstruction to suassfully
contribute t o sldipmeahtanracadetnic tegistegp.dtingst i ¢ d ¢
that there is a need to developnppenr e awar enessHei n stu
alsosuggests that thpsesuppass a systematic focus on genre and registers in
the teaking, with teachers scaffolding and modelling language by targeting
linguistic form in the interaction with students (2011:99).

4.3.2 Types of language

Yoxsimer Paulsrud (2014) notesher study on EMI (EnglisAMedium
Instruction) in Swedish upper secondary schools that teachers as well as
students seem to be unaware of the difference between atauguaige
and everyday languagecademic language often refers to disciplinary
registers and temdto be more cognitively challengwhereas everyday
language tends to involve more contextual édwasemic languags not
uniform. Subject coursesolvesubject specific diptinary language, as well
asgeneral academic language relatedgnitve skills. Consequently,is
important to note that multiple registers are involved in all disciplines. It is not
only a matter of an L2, in this case Englsisus an L1, in this case Swedish.
Coyle, Hood andVarsh (2010) distinguish three differgmes of
languag@o be acknowledged in the CLIL environmkEmguagef, foand
througlearningThe language of learning could be compared with disciplinary
languagenvoloving subject specific concepts. The language for learning
represents a more univetgpke of language, requiring spelifguistic skills.
The last typdanguage through learning, eésmbinatiorof language use and
cognitive processes which includes Bd@S and CALP, aangms coined
by Cummins(1984) CALP, i.e.cognitive academic language proficiency,
refers to the ability to think in and use a language as a tool for learning,
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whereas BICS.e. basic interpersonal communicative skills, is a contextual
and cognitively undemanding laamgg used in informal setting€ummins
1984).

Another way of labelling the registers involved in the classroom was
introducedoy Snow, Met and Genesee (1,386jmingfrom CBHteaching,
where a distinction is made bs#w acontenbligatory, (CO) lancuadjea
contenbmpatible (CC) langliagefirst, CO, could be compared with the
language of learnimgferred taabove, or the academic regidtethe table
below some of the features of the two regis@@ard CC are presented:

Table 3. Content-obligatory versus content-compatible language

Content-obligatory (CO) language Content-compatible (CC) language

Necessary to learn the key content concepts | Expands the language beyond academic
forms and functions

Primary, usually generated first Provides extra | angua
Content- or discipline specific, more Include more communicative forms and
academic in nature functions

Whator i ent ed, t he A wh a How-oriented, more than what

Required to learn for success with the Complement and supplement the CO-
assessment language

Some features of language objectiveddssritenCRBldapted after Fortune and Tedick (From the
CoBaLTT Project website: http://www.carla.umn.eduleshaltt/modu

In tertiary educatigrihe labed English for Special/Specific Purposes
(ESP) or Englis for Academic Purposes (EAP) arsed to describe
disciplinary language which relates to certain educational or vocational areas
andrequires training to use domappropriate language. The emergence of
ESFEAP canbe traced talevelopments linguistics, with a new focus on
the ways in which language is used in real commun(eatioas, 1971)

This also meant appreciating the ways in which written alashgualge vary,
and low different situations requuléferent variants of English (Gatehouse,
2001).
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4.3.3 Translanguaging and interlanguages

When acquiring a languagee learner canngbossilty be fluent in all the

registerdrom the start, which in @LIL context means that the student

movesbetween different levels of accuracy and fluenayder to become

functionalregarding bottCO and CCwhile very likely mixing regess.

Yoxsimer Paulsrud (2033 refers to the senseaking processs languag

alternation. OThis concept of usi ng

can be extended to using all oneds |

alternating languages in the process of learning, ma@mmmdafrguage to

t r ans | anlanskam@ugaing,. a term used by Garcia (2012), has

become more used in language teachmgimerPaulsrud (2014:33) prefer

not to usethe termocodeswitching ¢laimingthabt r ans | anguagi ng

move away both on the focus of language as a code to@ftdweispeakers

i n context and hawiewshanedipthissgudy. | anguaged¢d
Olander and Ingerman (2011) explore the roleteinguages a hybrid

language in the science classrodmre everyday expressions are seen as a

resource while students work on making sense of the scientific language

Inter -
language

AEveryday language
AAcademic language

AUnderstanding
AMeaning

AContent obligatory
language

AContent compatible
language

Target
language

Figure 6. Model of language exposure and language use in CLIL. Sense making and acquisition

process.

The above figure demonstrage how stidents need to first receive
comprehensible input to make sense and understand the content of a course.
Before acquiring the appropriate and accurate target disciplinary,ldreguage
students need tdiscern and us¢he different registersincludingboth
academicand everydajyanguage as well as CO and CC langUdnge
intermediatphase may sitiy a period of hybrid language, intedanguage

before acquiring the accurate academic register, and learning the associated
course content, which will beess®d.
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If a constructivist view is adopted on assessment, where assessment can be
seen as another opportunity learning, the role of hybfahguages coul@b
acknowledged hgacherss part of the #&&ning process. This would include
both the subjeedpecific academic languagel the more general academic
language.nl a CLIL context and in a study as the present, gbssible
combination of registesgems fruitfuleven thouglthe goal is to acquire the
target languagén assessment, the progressmward target forms can be
recognized, especially if production tests and writing assignments are used.

4.4 Learning content

Course content is an interesting concepte it raisethe question what
ocontent 60 $ere miscipliree A hisioian nay €laim that it
represergtdifferent eras or the skill to make interpretations, whereas a biology
teacher might ggest scientific conceptsforming hypoteses. A language
teacher magay gammar or literatur€oyle, Hood antarsh(2010 state:

It is useful to think of content in terms of the knowledge, skills and
understanding we wish our learners to access, rather than simply knowledge
acquisibn.

It is important to ote, as in thabovequotation that content is notntited

to knowledge ofacts;it may also represent skills and cognitive processes, all
of which presupmelanguage as a todblifferent disciplines have different
traditions whichaffe¢ the way knowledge is perceived, and consequently
whatshould be tauglaind assesd

4.4.1Knowledge structure and epistemology

Views oflearning in different disciplinesge uporepistemology, teaching

tradition and knowledge structuseme of this haglready been mentioned

in conjunction with assessment gefction 3.5)The natural scieces are
predominantly hierarchical in their structure, acgotdiiirey (2012who

drawson the concepts of Bernstein (199%9 hierarchical structure the

sciences is contrasted with the humanities \ahecklescribed as haviag
predominantly harontal knowledge structumccording to Airey (2011:68):
ohere it I's the new perspectives off
[the academic registers] that protide e d e v eAireysuggents that

there is a@entialconflict when a teherof science is supposed to teach the
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language ofa course, especially in a Cldétting, since two thfent

knowledge structures intersédbrgan (19990 notes thathi st ory i s
subject suitabl esindethe teriminologynsdessatdcal t e a c h |
than in a science subject, which could mean less of adeokhgtan
communicatingwhich may explain th@moother fit betweenidtory and

bilingual teachg in CLIL according to her.

4. 4.2 Thinking skills and Bl oomb6s revised t
In the natural sciences, but alsth@humanittsB| o o md s i$ citeno n o my
used as model of reference across different discipliméise new revised

taxonomy (Anderson & Krathwo@001) the descriptor nouns ahanged

into action verbs, going from rentm@ring at the bottom, to understanding,
applying, analysing, evaluating, to creating at tis=&ure7 below.

Evaluating

Analyzing

Applying
Understanding

Remembering

Figure7.Bl oomdés revised taxonomy

All the levels are present e degree in the objectiveshsd disciplines
involved in this studyThus, they are also present in the way teachers
construct assessment items, as will be seen in thptidasafiassessment
samples in l@apter 6. Théevels are closely relatedlifberent thinking skills
and consequentwith the giestion words used

Lower order thinking skills (LOTS) represent the two basic levels in
Bl oomos taxonomy, comprehensi on an.
remembering and understanding. Typical questions caskesining thee
thinking skills argvhat, when, wiaaekwhiclgquestions. The other levels in
B | o orevidextaxonomy involve higher ordeintking skills (HOTS) and
include howand whyquestionswhich require the use of more complex
| anguage: oln CLIL contexts, and esp
have to answer higher order thinking questions at an early stage of learning
curricular contento6 (Cambridge ESOL,
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4.5 Learning language and content

In CLIL, where the wordintegratiodi s used, the centr al
goal sdé6 bet we subpct laccording o dCeyle,aHood avidrsh

(2010). Daltoiruffer (2007:5) notes, however, that despite the word
ointegrateddé in CLIL, there is a 0go
bet ween t hwhichshe oclainseemsats stem from thempetition

of the primacy of one over thther. Gajo (200664, states that integration

IS a ocompl ex Il nteractional and di s
language(s)nad t h e \Whetbher & ostadmatter of building bridges
between two areas or identifying existing common denominators, integration

is a crosslisciplinary process, cutting through all discipBedésw,a couple

of pedagogical perspectives or tools for an intertiggjplstrategy are
presented.

4.5.1 Genre pedagogy across the curriculum

Genre pedagogies are concerned with how language is structured in particular
contexts of use. Language is seen as a tool to achieve social purposes in
various types of text for difemt purposes in different environments outside

of school (Hallidayl994Hyland 2007). According to Hyland (2Q@®nre
pedagogies enable teachers to ground their courses in the texts that students
will have to write in their target contexttsl genr@pproaches see different

ways of writing a® pur posef ul , socially situal
contexts and c¢ q 8003uld)Geénre epsdagogy kentifiasn d
certain shared linguistic features in specific texts which can be taught, whereas
writing process approaches focus on cognitive developmibet writer

Without advocating one approach over the other, from an inte@iafive
perspective genre pedagogy incorporates features which lend themselves to an
interdisciplinary perspective. Asatgl (2007:149) points out:

The old certainties of cognitive homogeneity whigiported process
writing models for so long are no longstainable, and there is an urgent
need for more theoretically robust, linguistically informed, and research
groundedtext descriptions to bridge the gap between home and school
writing and prepare learners for theinres.

Setting goals for classroom teaching is about finding relevant tasks in order
to prepare students for the future, academically as well as pedfgsSiokh
IS, as stated above, about fusing goals between content courses and language
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courses. The question for instructors is how to do this in pedagogy and
pradice If genre pedagogies look outside to distinguish target contexts to
facilitate learningCummins loakinside the learner to describe how context
embeddedness supports cognitive processes and thus linguistic skills.

4.5.2 Cummins® quadrant

Cummi ns 0, algokeodia & n€Cu mmi nsd mat,offes ( Cu mn
a way of integratinanguage and knowledge acquisition, by comlaning
continuumranging from cognitively usmhandingskills at the bottomto
cognitively demandisgills at the topn thevertical axis, with an intersecting
continuum representing the degrele context embatbchess on the
horizontal axisnore context embedded to the left, meaning more contextual
support, and less context embedded to the right, making it more difficult due
to the lack of supporting cudde two intersecting contintizat illustrate

C u mmi twosdimensions of degree of context and degree of cognitive
demand can be arranged such a way that they form foguadrants
characterizingenguage antkarning activities. Figusellustrates one of the
original variants of the quadrétite order ofA-D, and the position of the
cognitive demandamsay vanacrosyariants

Cognitively demanding

g B ]r C ™
Context — _J L J Context

embedded — ] [— reduced
\ y

Cognitively undemanding

Figure 8. Cu mmi ns 6 quexamplaaf dne of the original versions.

Quadrant A: Cognitively simpleasks with support from contexsed in
everyday communication. Help found in a picture, a prompt, discussion,
teacher or peer support.

Quadrant B: Cognitively demanding tasks, but with support from context.
This is where most of the tasks should be to help bilingual students.

64



LANGUAGE AND CONTENT IN THE DISCIPLINES

Quadrant C: The goal: cognitively demanding, but ultimately not as much

need for contextual support.

Quadrant D: Fill in the blank: tasks with no or very limited cognit
demand and little context. This quadsaould be avoided.

The model isntendedor teaches when planning lessons and lesson content

in order to consider the appropriateness of different tasks tedp=pially
bilingual students to gete right linguistic input at the rigtugnitive level.

The progression is supposed to move from A, tand® on to C. No
coqritively undemanding or conteégtluced tasks (quadrant D) should be
used since context together with more cognitively demanding tasks offer
more learning opportunities. Cummins actually argues that the meaningful
context is reduced wh tasks are broken dowto isolated parts (Cummins

& Swain, 1986).

In the matrixoedlow adaped by Coyle (1999nguistic demands have been

added to the model.

High cognitive
demand

Generalises

Compares and contrasts
SMmMmarises

Plans

Classifies

Transforms

Recalls and reviews
Seeks solutions

Arguesa case

Identifies criteria

Develops and sustains ideas
lustifies opinions

Evaluates critically
Interprets evidence

Makes deductions

Forms hypothesis

Context Predicts results Context
Applies principles
reduced
gjm‘“b“e‘lg“gfg‘g' Analyses and suggests solutions e
Linguistically Reading for specific information | Parrots, repeats Lingustically
undemanding Identifies, names, matches, retells | Copies demanding

Transfers from one medium to
another

Applies known procedures
Describes abservations
Segquences

Narrates with start, middle, end

Reproducesinformation

Low cognitive
demand

Figure 9. Alternative of Cummins quadrant

Matrix adapted after Cummins (1986) &r@bHpih Coyle (1999)

Coyle claims that the challenge for teachers is
demanding taskget using less demandiagguage, as in quadrant B above
(upper left corner). In the present siutg features of the matrix will be
used in tle analysis of the test items (cf. section 6.3)
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4.5.3 Language in all the disciplines

The concept ofademidanguage functions are of interest in CLIL settings
(DaltonPuffer, 2007)focusing on how cognitive thinking skills can be
identified in languageanifestations. The academic language functions are
similar to cognitive descriptor wordsis seenin the quadrant above,
describingvhat to expect of performance in an academic task. At a very

basic levelve find words such aefinanddescrip@heeasanalyzandargue

are useat more advanced lev@dg DaltorrPuffer, 2007, NAE2012acourse

plans) For this study these descriptor words are definadaaemic function
wordsThese are compatible with the | ev
(Anderson & KrathwopR001)as can be seen in Table 3 below:

Table3.Compari son of academic | anguage functions, cogni
and Cummins®é | anguage proficiency | evels.
Bl oomdés r evi s eagnittiva x of Cummi n s Bitive and linguistic
descriptors levels
Remembering: A.
Recalling, recognizing, listing, describing, Identifies, names,
retrieving, naming matches, retells, applies, describes,
Understanding: sequences
Explaining, interpreting, summarizing,
classifying B.
Applying: Generalizes, compares, contrasts,
Implementing, carrying out, using, summarizes, plans, classifies, transforms,
executing recalls, reviews, seeks solutions
Analyzing:
Comparing, organizing, deconstructing, C.
interrogating, finding Argues a case, identifies criteria, develops
Evaluating: and sustains ideas, justifies opinions,
Checking, hypothesizing, critiquing, evaluates critically, interprets evidence,
experimenting, judging makes deductions, forms hypothesis,
Creating: predicts results, applies principles,
Designing, constructing, planning, analyses and suggests solutions
producing, inventing, generating new ideas

The firstcolumnindbled | st s t he de gavisedpxdXormmys | n
with the bottomlevel athe top, the reversader fromwhatis usuallythe

case in the pyramidhe secondtcolumn names the descriptors found in
Figure 8using the A, B, C, levels as seehdarotiginal matrix in Figure By
comparing the academic language function wandsthe @gnitive
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descripors (column oneit becomes evident that the progression in the
achievement levels can be appliegbadisciplines

Looking back athe matrix in Figure, & distinction is made between
academic function words representing high versus low cognitive demand:

Low cognitive demand:
1 identify, name, retell, copy, reproduce, narrate, describe

High cognitive demand
1 generalize, compare, summarize, classify caaatyre, interpret

Academic functions which require a higher level of cognitive skills include
activities inglving making inferences and integratiegy knowledge with

old, whereas tasks with a low cognitive demand deal with membhieing.
cognitive dscriptors are used test itemsacross disciplineand require
cognitive skills along with linguistic skills. They are inseparable, which become
apparent in CLIL contexts. The cognitively demanding descriptors usually
appear in assessment tasks requmamg production of language. Comparing

or analyzing requires the use of nioiguistic competendban identifying

or reproducing, for instance.

Krashen andBr o wn (2007) devel op Eummi ns
(Cognitive Academic LanguagefiBiency)by proposg two components
academic languagedacademic conterAcademic langisagiearacterized by
complex sytax, academic vocabulary aondplex discourse styMhereas
the academic comédais to theelevansubject contenKrashen andrown
(2007)also propose a third componesumpetence in the use of stratbgies
they argue can have an effect on both the acquisition of languagged
matter learning.ti@tegic competence includes making academic texts more
comprehensible throughffdrent reading strategies, as well as activating
problemsdving through academic writifidne components suggested above
are useful in CLIL assessment in the subject disciplines. For assessment
purposes, students need to possess strategic competencelevant re
academic language to be able to produce qualitative texts, presenting relevant
subject content.
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4.6 Summary

Content and language, cognitive angliktic skills, represeatoss and
interdisciplinary concerns, covering both the features of andsthe
teaching material as well as the required skills lekther, as illustrated in
FigurelObelow.

Langauge ™

Pedagogy Skills
Teaching material The learner
Content 1 Cognitive skills
N . _.'\// Linguistic skills

/

Practices
Figure 10. The twofold processing of language and content in assessment practices

The figure illustrates the two sides of the coin; the pedegysgegn in the
material used for learning, often texts, and the required literacy skills of the
learner in order to succeed when processing the material. If the material is
multimodal and consists of pictures and diagrams for instance, other
processing ahissues arise. Thimweverwill not be covereah this study.
Content and language merge in the assessment practices, represented by the
content and langga of the actual assignments as wdlly ake twofold
demands on the learnewvhich become pagtilarly important in CLIL
assessmentn the CEFRIt is stated that it is necessary to take both the
| ear ner 0 s/skitsand phe ¢corditian®asnd constraints of a particular
task into account when considering task peagioce in pedagogicaintexts.
Corsequentlyuses of the CEFR (20044) are advised tonsderin which
domains theelarner will need to be equipped and to operate, as is the goal in
genre pedagogy:

If I cannot predict the situations in which the learners will use thegigngua

how canl best prepare them to use the language for communication
without ovettrainingthem for situations that may never arise?
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To concludebefore discussing material and methods in the next chapter,
the goal for good practice is to align the methrothsk used with the
intended outcome, which is highly dependent on whether the learner
possesses the required skills orlht.also dependent on whether intended
outcomes are expressed and targeted for both content and language.
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5. MATERIAL AND METHODS

5.1 Introduction

This chapter gives an account of mha&teriad and methods usedh the
present studyThe first section presents the data collection procedure
followed by goresentation of the participating teachers and schibels
follows a description of the tools uded the data collection and for the
analysis of the materi@bme comments otthéecal concerns arte validity

of the current study follow, includisgne remarks othe limitatbons of the
methods used.hE chapter ends with a brief summary.

5.2 Selection and data collection

As previously mentied, thepresenttudy is incorporated the largescale
CLISS project (for a fuller description see Syh&nOhlander 2014)
Therefore, tb schools involved in the CLI®ject are also the schools
where this study was conducted. The schools were contacted for this specific
investigation on assessment, and the material collection started?@a8y
with a fisst visit toschool B in late February. Tingrpose of the study was
explaird, and one of the assigned contact teachers organized and prepared a
selection of four teachersvo English language teachammnd two biology
teachers,or the firstindividual sai-formal interviews. One of the four
teachers retired in June 2013, and a colleague at the same school with the
same combination of biology and CLIL was adaldbe studyin the fall
2013.

After the first visitto school B, the need for one more schoat w
acknowgdged for a larger samplee Bame procedure was repeated at school
C, where one of the organizing teachers sent contact information to four
colleagues, two English language teachers and two history teachers, who after
e-mail contacivere interewed individually

In the fall, when the collection of assessment samples started, the two
English &nguage teachers at schoolodonger waed to take part in the
study. Since no colleagues at their school were willing either, a third school
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was addedschool A, even though it is slightly different from the other two,
due to the international profile of the entire school. Three teachers were
willing to participate after direetrail contact, two English language teachers
and one subject content teadhnehistory. No biology teachers were willing
or availale at that pointOtherwiseit would have been profitable for the
design of the study to have representatives from all of the three disciplines
from the international schofdr comparative purposesspecially in the
subject content courses.

The process of collecting matenas not uncomplicated,bu e t o t eac h
reluctanceo sharetheir assessment tools. Previous &wtiknowledge the
same problem@onig 2009. Among the teachers who stayed throughout
the study, the content teachenared their assessment samplesng the
English language teachémweverit took much longein severahstances,
to deliver any materiaft some casesaothing was presenteThis will be
discusseth more déail in Ghapter 7.

5.3 The schools and the participants

The study includes twelve teachers at three upper secondary schools in
different parts of Sweden, here labelled school A, B and C. Three of the
teachers come frosthool A, five from school, Bnd four from school C.
Consequentlythe teachers will be labelled, AR and so forth. For an
illustration of the distribution of the teachers in the scheedsTable 4
below.

Table 4. Schools and teachers included in the study

School A School B School C

International school, Two programs, with one One program with two

Swedish curriculum class each/year mostly in classes/year partly in
English English

CLIL history teacher CLIL biology teacher CLIL history teacher

CLIL English teacher CLIL biology teacher Non-CLIL history teacher

CLIL English teacher Non-CLIL biology teacher CLIL English teacher
CLIL/non-CLIL English Non-CLIL English teacher

teacher
CLIL/non-CLIL English
teacher

As for the English languatgachers in the stydsincesome of them teach
both CLIL and norCLIL classes they are labebeth ways(school B). In
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school A, being an international scliolkdwing Swedish curricuthere are
no nonCLIL classes.

School A is situated in a laog®. It has a heterogeneous student asdy
regar ds t hand dferutdoenational prograing; the social sciences
and the natural sciences. School B is located irszedctity, as is school C.
They both have mtherhomogeneouSwedish Lktudent body. School B
offers two programshe natural scienseand the social sciensewith one
class per year mostly in English. School C offers one progthesadnial
sciencg with two classes per year partly in English.

Table 5below presents summary of the participants and background
information used for the discussion in Chapter 7
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Table5. Teachersd background

Teacher | Subjects Year of Years of Degree in Other
diploma experience: English
teaching/CLIL
Al English, Spanish 2007 6/6 Yes, native Examiner for
CLIL speaker ILS,
Cambridge
exams

A2 English, Swedish | 2005 77 Yes, native
CLIL L2, speaker

Communications
A3 History, religion 2007 6/6 No Teaches
CLIL geography
B1 English, P.E. 2002 14/14 Yes
CLIL/non-
CLIL
B2 English, Swedish | 1982 20/17 Yes
CLIL/non-
CLIL
B3 Biology, - -/- No Retired in June
CLIL 2013
B4 Biology, chemistry | 1984 28/- No
B5 Biology, social 1996 16/7 Yes Has taught
CLIL science English
C1 English, Natural - -/15 Yes
CLIL science,

Computers & ICT
c2 English, Russian - 15/- Yes
C3 History, religion - 20/4 Yes Master degree
CLIL abroad
C4 History, social 2001 11/- No

science

Since the teachers amefocus in the present studizeir background is of
interest for the outcome of the study. Thecteae r s 0 gender
concealedor anonymity reasons, but their certification (subjects they teach),
yearof diploma, years of experienbeth overall teaching experience and
years of teaching in a CLIL contexé presented. Since certification tchtea
English may be a requirement to teach CLIL in other countries, but not in
Sweden, this informatios added. The last columis, included for any
additional background information which may be of interest.
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5.4 Tools and analyses

A mixed methods approach used where different tools of analysis serve
different purposegErcikan & Roth, 2006 he initialtentative plan was to
collect assessment s#&spand to interview teachers two different
occasionsyefore and after the rendering of assessmeplesamhe second
interview was suppas to serve as a kindretrospectie interview, asking a
few weldefined follomup questions, whereas the first was more open and
semiformal. After the first four intervienthe material seemed too small to
genera enough informatiofior comparability, especially with regard to
English. When two more schools had been added, there ugls eaderial

to excludeghe second interview, also due to time constraints and the lack of
rendered assessment samples for avfopo Insteada questionnaire was
used to substitute for the second interview.

After the analysis of the data generated from the three data collection
methods, a holistic validation process of thesasient procedures in the
CLIL context was performedsng Cr oo k s, Kane and Coh
validation model in eight steps, presented in section 3.7.tBelthwee data
collection methods are described, starting with the intefoiéavged by the
documentary analysis dietcollected assessment samgtésfinally, the
guestionnaire.

5.4.1 The interviews

In an interview situatiohere is always the risk that the interviewer may
influence the responses of the intervieWwhe semstructured interview
format was used to reduce the effect oinmwowlyrestrained questions, as
in a structured interview. The themes coviaréte interviews are presented
below.

Interview guide:

Teacher background

Views on and experience of CLIL

Views on teacherds own disciplinel
Assessment practices used

Course ad textbook material

Course outline and plan

= =2 =222 =
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9 Disciplinary and/or interdisciplinary collaboration

The present studg limited® t h e peecaptonscoredining the
assessment practices in use, both in CLIL and Cldaninstruction.
Therefore thet eacher s o background regardin
profession, as well as experience of teaching CLIL, when applicable, was of
interest. Since the lack of formaloadion and preparation for CLikéachers
Is an issue whidtas been raised in sevetdlLQontexts (see section 2.), the
teachersdo exposure to and/ or certifi
possible crosdisciplinary teaching certification among the English languag
teachers was equally worth notingT he t eacher s8alsattit uc
consideredelevantsince this may have an effect on their practice. For
aligment purposesiot only assessment practices were discussed, but also
course material and course layout regarding content and teaching methods.

Integration is supposéd be a key feature tfe CLIL approach. Hence,
this was discussed even though it is not immediately expressed in the research
guestions. Interdisciplinary collaboratias heen stipulated in some CLIL
frameworks, and even considered rareguisite for swoessful CLIL
implementationSubject integration exists in other instructional contexts, not
specifically CLIL, where it usually implies interdisciplinary collaboration.

A particular focus in the study is placed on the mutual relationship
between conteraind languagsithinas well abetweasnbject content courses
and English language cgrs in the same school et especially in relation
to assessment purposé&berefore the teachers were interviewed regarding
the role of language in their coursed how they deal with language in the
classroom. Since the present study is limited to interview data and no actual
classroom observations, the teacher si
compared with how they design their assessment tools irs¢ébewteere
samples have been rendered.

The interviewsat the first two schoolgiere conductesh March to June
2013. The thiréchool was added and three more teachers were interviewed
in December 2013 to February 2014.iiteeviews lasted between 16 a8d
minutes, depending on how much ttheeteachers were able to sp&ine
paired iterviews, one interviewee an@e with the interviewer, took place in
the teac,ver & dfhfei csesh ool | i brary on
schools.A coupk of the interviewgB2 and C2)were interrupted since
colleagues needed to be interviewed in between for schedule reasons. Twelve
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teachers were interviewed at the three schoossibgectcontent teachers,
three CLIL and three ne@LIL, and six Englistanguagéeachers. For an
overview of the teachers, their saty and the time ohe interviews, see
Table @elow School A was added last] ¢he labelling of the scho(s B
and g isthe same an the CLIS®roject. The table is organized aftdmool
and teacher, starting with school A and teacher Al.

Table 6. Overview of interviews with teachers

Teacher School Time Date

Al English CLIL A 54.07 December 2013
A2 English CLIL A 34.19 January 2014
A3 History CLIL A 49.00 February 2014
B1 English CLIL/non-CLIL B 34.28 February 2013
B2 English CLIL/non-CLIL B 19.56 + 20.36 February 2013
B3 Biology CLIL B 34.41 February 2013
B4 Biology non-CLIL B 16.44 February 2013
B5 Biology CLIL B 41.30 October 2013
C1 English CLIL C 23.44 June 2013

C2 English non-CLIL C 34.34 + 19.38 June 2013

C3 History CLIL C 58.00 June 2013

C4 History non-CLIL C 41.44 June 2013

Two of the English language teachers are native speakers of English, A1 and
A2. Those interviews were conducted in Englilslthe others in Swedish,

which means that quotes from ten of tieelve interviews have been
translatd from Swedish. TeaclseBl and B2, teach High to both
international CLllclasses and neLIL classes. Teacher B3 retired after the
interview and veareplaced by a colleague at the same schpulh® came

back from materniteave and was interviewed in October 2013.

The interviews were recordedgcasionallyfollowed up by -enail
communicatiorfor clarification purpose$he recordings weteanscribed,
analyzed and compayeding the themes from the interview gaide the
research questioras guidelinePhrases and comments representing the
themes were highlighteddaczoded, one theme at a tiarel one school at a
time. Initially all responses were thus categorized thematically, regardless of
discipline.

In the next step the interviews were arranged according to discipline,
contrasting CLIL with ne@LIL for each theme to find similariteasd/or
differencesSubsequently the interviewsh the biology teachers were read
simultaneously to finpatterns within the subjetdliowed by the interviews
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with the history teachers, and findlgse withthe six English language
teachers, who represent the largest sample.

A selection of answerepresenting the research questions and interesting
features regarding CLIL and disciplinary collaboration was made. The latter
since it was considered relevant for the bigger assessment picture in relation to
teacher perception and implementation ofLCIhe interview data is
presented one discipline at a tifimst biology, then history and English.
first the answers were categorized across disciplines, to focus on the
comparison between CLIL and AOhIL, however, this proved problematic.

The anwers relate to teacher perceptions and disciplinary features to a large
extent, and this needed to be made clear by categorizing answers discipline by
discipline. In Gapter 6the headings in section 6.2 reveal the chosen themes

in chapter /a trianguldon is made of all the three data collections when
discussing the three research questions.

The aim of the interviewsas to seek tainderstand and explain the
experiences and beliefs of tleachers involved in the présstudy, beliefs
which may affedhe assessment practices used in a CLIL cécitdxgure
1, Outline of study, section J1.By contrasting the views and #ileged
assessment practiod<CLIL teachers with those of n@LIL colleagueshe
goal wago find out if different or partiular theories hawan efect on the
assessment procedut the CLIL teachers compared to the -irlL
teachersDiffering practices @uto the status of the second language, i.e.
English, used as a medium of uttton weref particular interest. Teach s 0
beliefs in relation to their disangliand assessment in general alspenoted.

5.4.2 Dbcumentanalysis

During the interviewsthe teachers were requested to present some written
assessment samples from one or several of their coutseserathem in
after being givesome time to gather the material. They were also asked if
they could show a plan of the differér@ntes and assessmeastsd during a
course. Some claimed they did not lsacé a planyhile others presented
very explicilists.

Some of tk teachers expressed concerns dtirengnterviews regarding
the anicipated workload igatheing the materia They wanted to know if
this would generate aogmpensation. As a consequetite teachers were
given the possibility to waitl @fter summer and submit the material they
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used during a course as it was used or produced Herioliptving school

year. Neverthess, several teachers hesitated, and two of the English language
teachers decided not to particigatgfurther. Other ¢achers claimed to be
positive duringhe interviews, but ended up not sharing any material in spite
of several reminders vianail, and in some cases a new wvisitetir school.

As time passed, a dgon was made to use the availablkerial as it wasd

not to bother the teacherany further Corsequently the submitted
assessment samples are as follows:

Table 7. Overview of submitted assessment samples by discipline and school.

Discipline

Assessment samples

Biology CLIL, School B
Biology non-CLIL, School B
History CLIL, School A
School C

History non-CLIL, School C
English CLIL, School A

English CLIL/non-CLIL, School B

English CLIL/non-CLIL, School C

4 tests

1 writing assignment

4 tests

4 writing assignments (reports)
4 + 2 tests

2 tests

4 tests

No tests, nor portfolio description
1 standardized rubric

8+ 6 + 1tests

1 + 1 assignment

None

As can be seen in thbove tableassessment samples in English were only
submitted from one of the schools, school B, wihmst samples were
providal by one of the teachers. Samples were presented from three different
courses: eight from English 5, six from Englisin® one test from English

7. English 5 represents the firsayef English atpper secondary school,
English 6 the second yeand English 7 the third yehr.the same watwo
samples of writing assignments were presented, one from English, 5 and 6
respectively. For the other stated writing assignrtientsacher referred to
descriptions irthe course book. In one casee d the English language
teaches handed in student texts, representing samples of what students
produceand copies of rubricsincehe did not have angdts or instructions

for writing assignments to submie kanddin a brief list of different genre

texts to include in a portfolio, but no task descriptions or knowledge

requirements.

Assessment sampl| history were submitted daye noRCLIL and two
CLIL teachers at two different schools, whereas biology CLIL derives from
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one teacher, at the sasoh®l| as the noi€CLIL colleague. At school A, the
CLIL history teacher handed in four tests or writing assignments from history
la, and two from history Z8he two coursesepresent two consecutive
courss, taught either during the first and second geaecond and third
year of upper secondary schot. history the teacher refers to all the
samples as testbut four out of the six (two fur in history 1la and twadf
two in history 2aatherrepresent essays or writing assignments.

Altogether 2 assessment samples were collected. For reasons of
delimitation not all of the samples alescribed or ahaed in detail ithis
study. A choice was made to focus on one cour$e isubject content
coursesthe first given in the upper secondary ai¢lualled history 1b and
biology 1, were chosen.

For the documerdnalysis, a combination of models was used to describe
the features of the tests and the interplaylgjectcontent versus language.
This constituted the most demanding part of thesisially choose relevant
features and how to combine those across disciplines, since no existing model
was found. The terminology relatingthe different models coerning
language and content wdiscussed ilChapt er 4 (cf. Bl o«
taxonomy and €mmi ns o matri x) . T h avrittems s es s n
assessment and tests weesated in Chapter.3lable &elowprovides a
summary ofhe layers and the features used for the documentary analysis of
the assesnent samples. The description rarfgem surface features (first
and second rasy toa more irdepth description of contemats seen botmi
the content of the test iteraad in the required knowledge and skills of the
test taker, i.e. the student.

The features were selected avasiting literature on assessment design
(Brown & Hudson, 2002;evin & Marton 1973; Wedman 1988ikstrom
2013 and previous research in the field of Cldlg. Honig, 2009; Wewer,
2014) as well as assessment in the subject content dis¢lphaesark,
2013; Odestad, 2010; Rosenlund, 20Ngtional ourse goals, the CEFR
and Bl oo mdmomy were usesl doompaaexthe features in the
assessment items. The language was destiiadsof academic function
words(cf. sectiort.5.3) adaped after a list ade by DaltoiiPuffer (2007) in
combination wivyvhaBtdoB8mdh maax)damgetmP al me
| anguage use, TLU domai n. An adapted
1999) served as a tool to combine a comparison of the cognitive difficulty of
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content lower order versus higher order thinking skmlésthe progress of
language in the samasks. For more details seetion 4.5.

Table 8. Areas and features described in relation to the assessment samples

Features
Course layout Number of tests
Type of assessments
Design/layout Number of questions
fiHowoO Question type:

- Selected response
- Constructed response
- Production test
Modalities
Scoring/Grading
Time on task
Content The test items:
i What o - Subject theme:
In relation to course goals
- Language:
Academic function words
Question words
Context embeddedness
Required knowledge/skills:
- Linguistic skills, target
language
- Discipline specific/Content
obligatory language
- Communicative
function/Content compatible
language
- Cognitive skills, high vs low
demand

The description of the assessment sampl&hapter Gstarts with a
comparison of thhowthedesign of the tests in the content courses, followed
by a comparison of function words and question words used in the test items
in biolbgy and historyzor English, no such comparison will or can be made,
due to the lack of assessment samples and the fact that the submitted test
samples are used in both contexts at the school in question.

The rest of the sectiodeals witlthe content othe test itemsstarting
with biology and then historpllowed by English. The presentation starts
with a brief introduction of the course, caliéml/rse description where
couse books and course material rmentioned In those cases where
teacherprovided a course plan or a list of all planned and used assessment
tasks during a course, this will be mentioned as well.
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A presentation of thethatthe content and formulation of the questions
concludes the descriptioft is accompanied by some it@m question
samples from the tests. This part is orgaaizearding ta@uestion and test
type, starting witkelected respSRymllowed byconstructed resfioiRyand
finally, production tedtse intention was to present samples in order of
difficulty, but some of the test items may generate a mix of grades (A, C and
E), thus preventing such a categorization. However, the questidres wil
described in terms of what demartde questions make ot udent s 0
linguistic and cognitive skills. The fioxcword used in the gation signals
what is required.his asogoes fothe entire phrasing of the question and the
guestion words used, whether it is a matter of low or high cognitive demand,
lower order versus higher order thinking skills; remembdereaall or
analyzeContextembeddedness in the question will also decide the level of
difficulty. This analysis will follow after the headhogient of the test
items.

5.4.3 The questionnaire

In order to acquire additional informationctamplementhe semiformal
interviews, a questionnaire was conducted in the spaA@4 After going
through all the interview data, questions remained and due to tfegrsami
format of the interviews not all interviews hg@herated the same
information,complicating comparability. Alasnoted in the introduction to
this chapter, the initial ideas to include a second retrospective interview
with theparticipants after submitting the assessment sathi@dmwever,

had to beexcluded.

First a pilo study was performed with four teachers from all the three
disciplinest twomunicipal schools, o themusingsubject integratioim
certain coursedAfter the pilottest some minor adjustments were made
regarding the formulation of a couple of times but the questions
remained the same

The questionnaire consists 26 questions, divided into three thematic
units coveringeacher backgrasstssment and courseacahtastly issues
related tanterdisciplinary features and a&sesgopenidix2 and Jor a full
sample of the questionnair€he design of the questionnaire was adapted
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from a previous questionnaire @docted among language teachtrdit the
presat study and its purposes, and literature in questionnaire design was
consulted (e.g. Trost, 2001)

Nine out of the original twelve participating teachers responded to the
guestionnaire, one hadired at that point, arthe English teacheas school
C were no longer part thfe stuly.

The answers to the questionnaireewampared, trying to distinguish
patterns or differencesthne acher s answers dependi nc¢
vs noRCLIL. General features relating to the prevailing national context were
i denti fied concerning teapeeptiondf at t i f
different assessment tools. Specific features relating to the research questions
were identified. Aetection of questions was made to be presentadre
detail in section 6.4.

5.5 Ethical concerns

In this study the ethical guidelines oé Bwedish Research Cou(&6l1)
were followed. All efforts have been made to conceal the identities of the
individual participants as well as of the schools involved in thisTsieidy.
schools were randomly assigned letters, and consequently theatéettbers
and a number . To further prevent t he
revealed, all of the teachers at ssi#oahd C are identified as male, whereas
the teachers at school B are identified as female.

No written form of consent was coligttsince the participating school
had alreadggreed to be part of the ISISproject. Howeverthe teachers
who took part in this study volunteered and could dacaiey timef they
did notwish to participatany further At the interviewteachers wertold
about the purpose of thstudy. Before collecy the assessment samples,
teachers were informed that entire tests would not be spread, only individual
questions cited, due to confidentiality in assesdom®mhents in current use
for assessment. de&hers Wwo handed in samples were infednthat the
analysis would be merely descriptive and if questiongpatant nature
arosethey would be contacted for clarification purposes.

5LUB, (Lararenkat angaende fardighetsbedomspnaiGothenburg Wiversity
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5.6 Validity of the study

The present study is qualitativiéh the purpose to examine the assessment
aims and practices of a sample of teadherter (2000) states Cohen et al
(2011:182 hat o[ v] alidity in qualitative
the participants, the actors, and the appropriatefiethe data collection
methods used t@ at ¢ h t h o sAssespingrvaliditg alwags entails
fallible human judgments the partof the researchesince validity is a
property of inferenceg¢eaning on experience with the topic (Shadish et al,
2002)

Generalizability may be limited due to the small number of partitipants
the study, thus affectirexternal validityThe validity of the construct is
similarly threatened by the tedi sample material for the docuneeralysis
in terms of construct underepresentation(Messick, 1989)Moreovey
construct validity may be questioned sit&ggsimom observationas/ not
possible to conduct itne limited time the data collection took pléces.
knownthat what participants say theyirdmterviewsandwhat theyactually
do, donot necessarilyorrelateln the words ofSiverman (2011:5:[ | ] f we
want to understand behavior and interaction, it is not enough to ask
guestions. We must observe the routines and practices bf sawiat or s . G
However, the assessment samgidsaddvaliable information when such
documents were renderetihe aim it should be rememberedas to
contribute albeit to a modest extetd theunderexplored area osassment
in bilingual teaching.

5.7 Summary

In this dapter, the design of the study has been described. The data collection
procedure anthe methods oénalysihave also been outlindd.order to
gainsomeunder standing of t h eactigegainthe ci pan
particular CLILcontexts involved ihis study,a documentnalysis was
performed together with interviews atié use ofa questionnaire. A
triangulation was deenh appropriate to better understémachemroutines.

Since very little research exist to date as regards CLIL and assassment,
existing method or model for the analysis was found. Moreover, a study such

as the present, being crdstiplinary, has to consider multiple variables in
relation to the features of the individual subject disciplines.
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To canclude the methodology chexpt flowcharfrovidesan overview
of thedifferent steps and methods used duringttity process.

U Preparations, deciding design of study

o
o
o

Visit for interviews at the first school (B)
Decision to add one more school and one more discipline (history)
Visit and interviews at the second school (C)

U Interview data

Listening through recordings, one school at the time
Second listening, transcribing

Adding one more school

Visit and interviews at the third school (A)

Listening and transcribing interviews

0 Analyss of interview data

o

O O o o

o

Reading transcriptions using interview guide
Categorizing answers, one school at the time
Comparing answers, one discipline at the time
Selecting interesting/relevant information
Compiling significant answers using the RQs
Selectingepresentative quotes

U Questionnaire

o

O O O o o

o

Designing questions

Making pilotstudy

Analyzing answers, modifying questionnaire

Sending a digital version of the questionnaire to the participants
Analyzing, comparing results question by question
Complementingackground information in thesis

Selecting interesting/relevant information

U Assessment samples

o

O O O

O O 0O oo

Selecting sample tests, one course/discipline in biology and history
Analyzing rendered tests to find appropriate descriptors/features
Describing the design feeds of tle individual tests (cf Table 8
Categorizing tests according to test type: Question tests and production
tests

Describing tests one discipline at the time (the how)

Analyzing the content of the tests, using item types

Categorizing questions tgm types

Making a frequency count of function words and question words
Selecting and describing test items representing different cognitive and
linguistic demands (cf Tab)e 8

U Holistic analysis
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o Triangulating data, analyzing using the RQs
o Validatingdatasi ng Crooks et al 6s Chain mo
o Making suggasens for assessment guidelines
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6. RESULTS

6.1 Introduction

This chapter peents the results of the studytriangulation of the findings

iIs made starting with a presentation of the intervoata (section 6.2)
followed by a description of the assessment samples (section 6.3) before some
results from the questionnajsection 6.4) amesentedTlhe interview data

and assement samples adescied one discipline atime, comparing and
contrasting CLIL with ne@LIL. The presentation begins with biology,
followed by history and finally Englishsummary (section 6.5) wgbme
concludigg remarksends the chapterThe presdn chapter is merely
descriptivean analysis and discussibthe results will follow inf@pter 7.

6.2 The interviews

In this sectionthe rendangs from the interviews greesentedyy indirectly
referring tot eacher sd c¢ommen tthem. &s medtimd ect | vy
prevously the quotationsare translated from Swediskcept for those
derivng from interviewwith the English L1 teachefd, and A2, which were
conducted in English.
The interview data is discussed #i@ally in accordance with thoé¢he
major thenes of the interviewguide (For a presentation of the whole
interviewguide see section43l). For the English language coursése
second theme regarding language is not used, since it only applies to the CLIL
content classe8. summaryoncludes each disciplimdere the findings are
compared withother informationfrom the interviegconcerning eac her s 0
background and views in relation to the implementation of CLIL. For a
di sciplinary overvi ewseeAppenndeed cher sd ge
The informants are labelled according to which school they represent (A,
B or C) together with a numbgiven randomly in theresentation iffable
5, Chapter 5In ordertod st i ngui sh t haadrelagkoan oher s 6
CLIL, whencited, arabbreviation for the subject they represent as well as for
CLIL versus noiCLIL is addegas in the examples below:
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Al/En/C = School A, teacher 1, English CLIL
B2/En/C/nC = School B, teacher 2, English CLIL and-G&uL
C3/Hi/C = School C, teacher 3, HistcCLIL

B4/Bi/nC = School B, teacher 4, Biology +@inL

6.2.1Biology: CLIL and non-CLIL

The interview material in biology derives from three interviews with two
CLIL and one noi€CLIL teacher at a municipal school with an international
profile in twoof the programswhere one class per year is taught mostly in
English. Two of the teachers teach biology and physics, and one of the CLIL
teachers teaches biology in combination with social science.

Assessment

Written assessment seems to be importansuiommative and formative
purposesn both CLIL and notCLIL coursesThere are tests, tedports

and writing assignments in castimn with excursions. The CLiourse

book contains objectives for every chapter and tests which can be used to
practiceon for the final exam, but one of the teachers mentions thad sh

not so fond of those tests:

1. B5/Bi/C: | dondt | ike their way of constru.
the details come first. [ é] I dondt k
produce a text of theawn, to be able to explain to someone who is
not familiar with this theme.

The CLILteachethusexpresses oné leer intended learning outcomimmt
students will be able to produgdext. She also mentions thslhe asks
coannoyi ng & thg estssvhichathre sstudents have already been
exposed to. The first time it magvebesnin a labreport on with they
receive formative felealck, and then theyambe asked the same question in
atest for summative purpos@sius they have hadmple oppdunitiesto
preparefor the test She claims that she likes written tests, but also lab
reports:
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2. B5/Bi/C: | think written tests have the advantage that you [as a
student] have the possibility to sit on your own and to really express
yourself, to use youariguage, Therefore | think tests at the end of
almost all themes are good. However, labs are also opportunities for
assessment, their [the studentsd] way
the classroom, which they have to receive feedback on as well.

A reason for the advantagevaitten tests is notedtudents can use their
languagehe devags time after everystefor oral feedbaglall of which is
done in English. She stresses the impertaficfeedback fost udent s o
development, but adds that iscateaches her something about the way
students think ananost imporant about their goals. HELIL colleague
remarks thaghe tries to have some oral presentations as well and to find time
to talk tostudents in small groups, since personal comnmmisatmportant
for assessment purposes fidsit hard because there is not enougke,tim
and some students are not very talkatigdanguage might be a barrier, even
though they are allowed to use Swedish.

When discussing the possible hanmgedfect the Hglish language may
have on sttopesanttier &novdeoge,l onetofythe Clidachers
says that since the students have received all of their instruction, practice and
teaching material in Engliiey should be able to do it in Eslgl

3. B5/Bi/C: The question ishether the instruction has meant that the
teacher has transmitted his or her knowledge but not put the students in
a position where they have practiced how to present their knowledge
[ é] I bel i eve t ha ttdiffculuta presantstheis o met i me s
knowledge regardless of language.

Both of the CLILteaters mention progressionsnt udent sd know
when constructing teséms and when assessing

4. B3/Bi/C: Well, you try to make the test items graded by difficulty,

acco ding to the grading system that i s |
guestions, some-@liestions and somedtestions, maybe, and then it

shows how wel |l they are able to solve
with points as well, but that maybe shibhwe sameeasults, and that is

as good.

The CLILteacher in thabove quotationotes that tod@ystudents should
be able to draw conclussoon their own. The new gradsgple does not
change anythifgut the fact that there are more steps. Regarding the grading
she argues that there are different philosopb@stwhether to put a grade
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or a score on the teSthe notes that you have to answer the more demanding
guestions in order to receive a higher grade. Full score on the easier test items
will not be enoughSq in order to answer the more demanding questions,
what does this CLIteacher believe the students need to know?

5. B3/BI/C: | dondt require that they have t
when it comes to the kidney; renal pelvis for example. They probably
knowo ki dneydé, but if they dondt rememberl
it in Swedish. [ €] 1 dondt require that
that is not the main point, they need to know relationships; how does
the kidney functiodd es cr i be [@&t KrAow halyl dtome wor
English, then it works just as well in Swedish. They need to know how
to describe what happens.

The nonCLIL biology teachestates that assessment in biolegyns on
evolutionary principles and thiais pervades the whole subjetat governs
which genes are passed on and so forth.

6. B4/Bi/nC: It is not so much about going on about taxonomies, or
wh at is the name of t hat class [ é].
perspective, how has the view on people, nature and science evolved
over time; that is the foundation.

The followup question concerns how this affects test design and the way
assessment tools are formed:

7. B4/Bi/nC: There is a lot of problem solving, and you build on cases,
phenomena and to explain phenomena which have eoccamd
compare different systems. And then there is-warassessment, if
you think of tests, where you have to know the meaning of concepts,
there are many concepts and models.

The nonCLIL teacher explains knowledge development in biology as a
process Wweremuchattention in assessment isdpti the working methods

andthe character of the subjeantd the use of academic language, i.e. to form
hypothesg, drawconclusions and practiaealytical competence. Therefore
classroom assessnt is important to see hatudents tackle problems. In

written testsit is more about explaining concepts, theories and models
including questions whestudents need to explain a sequence of events.
Students also need to shidweir knowledge of keyoaocepts, something

whichthe nofCLILt eacher r el atwoc d&loulaasr Yy all insotss
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Language in the course

Regarding the language used in class, ubgositvaries. Both of the CLIL
teachers note that oilt ithem, &randtating o f a
everything into English. This also means that they have to think of the
students and provide them with spedfisciplinary concepts, -called
contentobligatory languagseg sdmn 43.2 on contenfobligatory versus
contentcompatild language), which is something both CLIL teachers
express, but deal with a little bit differently.

8. B3/Bi/C: Sometimes when you know that this is probably a term they
dondt Kknow, i fooit i's a disciplinary te
the sametmgnd t hey get an explanation so i
block all the time.

When asked aboutlasspom language the teacher deslanat all the
communication on hgrart is in English, and the students try, but sometimes
they us Swedish if thdgelunale todo it in English.

9. B3/BI/C: It is better they that they say something, even if it is in
Swenglishor Swedish, than them not saying anything. It can be a bit
tricky, but it is not the language which is the main thing, it is still
biology that is the main thing so to speak.

She explains that there have not been any restrictions from the school
managemerihat you have to skiavith English even though the school has
an international profile, bgte argues that since the languaggconstitute
a hindrancstudents shdd get all the help they neede @bknowledges that
when the content theme has beartigularly difficult, as when they were
working on the anatomy of the human body, some students asked for material
in Swedishwhich theyalsoreceived.

The other CLILteacher states that she allows the Gtudents to have
more time on taskn assessemt situations, which is an effect of the use of
English. Shealso teaches social sciencg#ng English as a medium of
instruction. She notes that it is hard for the students to adopt the special
vocabulary, but her English colleagues have inspireddt@ywith words
and make word gam&he acknowledges that theregeeat deadf content
obligatory language and subgpecificdisciplinary concepts. She argues that
this may be more striking in social scjevicere the students seem to believe

6 Swenglish is a term coined to denote a mix of SwediEhglisth
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thai t 1 s a s ubanesttal whde rues lapgmpgepwhidhiisn ar y
not the casenlbiology on the other handheople are awaithat therare

many subjectspecific conceptsWhen asked if they deal witfeneral
academic contegbmpatible langgein class, used as fillergot corcepts

in context, the teacher seembit startled at firsEhestarts to think laud,
discussindnow sheis workingwith the writing of lalbeports and remarks

that flueng in writing is what yastrive for,andsofiller languagshouldnot
constitute a hindrance, or else she would have noticed.

10.B5/Bi/C: | dondt know how much | wor k on t
classroom where there is a | ot o f t al
concepts, but | put them in sententesreate a story, and in that case
it is my way of talking which is eithe¢

But | have not experienced that this should be a problem.

The teacher sayhat she providesudents with linguistic input when they are
listening to her speaking EngliShe notes that she not only comments
the contentbut alsoon their way of using the terminology in written reports.
The other CLILteacher & a different approach, claimthgt the students
may use Swedish if they gjatk

11.B3/Bi/C: | donodt car e ,thd o wgto thenknglidhanguage
language teachers.

Thus,the CLL teachers express differgr@ws regardiniipe use and role of
language as part@ajurse contergnd assessment.

Course content and design

When asked about how to align the English material with the Swedish
curiculum and syllabore of the CLILteacheradmits that this invabg a

great dealdf work, partlydue to the implementation ohawnationalgrading

scalan 2011. Furthethe teacherxplains how the English course book they
use focuses meion details and less on the lapgeture. She notes that this

may derive from a different approach in the English way of presenting facts.
While talking about course content, the question arisgisewhie use of
Englishas a medium of instructibas an effect atourse content.

12.B3/Bi/C: No, it does not affect the content, even though there have
been concerns that you dondt have ti me
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content since it is a little biickier of course, but | feel that they [the
students] are so motivated so it is not my impression that we cover less.

Both of the CLILteachers believe that they cover the same contériras
nonCLIL colleagues, somethitigy know due to close interaatwith non

CLIL colleagues. They all claim that there should not be a difference in course
content since it is just the language and the literature that differ.

Summary of interviews with biology teachers
To summaze, the CLIL teacheshare a positivaew regarding the effects
of CLIL, especially for them as teacl{efs Appendix ¥ Concening the
effect of CLIL onstudentsthey believe tlireproficiency irsubjectspecific
English vocabularimproves As for other possible effecthey ask for
research to prowwhat sucleffectsmay be

None of the CLILteachers has received apgcialCLIL education, but
they have been able to look for learning opportunities when going to England
wi t h t he school &8s e Xx ¢c hamgnediuprob gr a m.
instruction is timeonsuming and demandiegpecially the ne&mifind and
create course material. Both of the GkHchers believe that they are able to
cover the same amount of content as tiee+CLIL colleaguesThere is no
interdisciplinargollalmration between biology anddlish language courses.
CLIL and noRrCLIL teachers agree about the analytical character of the
subject and that assessment should provide oppesgumdi mirror
progressionist udent sd cogni ti veofladguageltss |1 n |
express what you know, one reason why they favor written assessment.

The two CLIL teacherdliffer in theirviews regardingt udent sd® usS e
English. One of the teachers believes that translangsagisgctio.3.3 is
acceptable argballows theuse &we di sh or oaBovtkamsg | i s h o
of dictionaries. The other teacher arguessthdents should use Engligh.
teachingactivities are aligned with assessment praciodents receive
opportunities to practice and prepare for the t&stis.the nonCLIL teacher
and the CLIL teachers araware of the need fatudents to learn key
concepts. Howeveahe nonCLIL teacher is the only onéevalso mentions
the need formore general academicdaage, although one of the CLIL
teaherssaysthat concepts armgot really importantand students can use
Swedish if they do not know a word. What matters is that they can describe
relevanprocesses.
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6.2.3 History CLIL and nonCLIL

The interview material in higtaterives fronthree interviews with two CLIL

and one noiCLIL teacher.One of the CLIL teachers works ahe
international school whereas the other two, CLIL andChtn come from

the same municipal school where onergnogvith two classes every year
taught partly in English. The CLIL teachers are certified to teach religion as
well and the nofLIL teacheto teaclsocial science.

Assessment

When it comes to assessment and the effect of the languageaisé¢dhe
CLIL teachers notethat it is not only a matterf ainderstandinghe
acknowledges that he has been concabmad the ability to showontent
knowledge.

13.A3/HI/C: Well, it is a bit tricky, because they are supposed to show
t heir understanding, t hat s the thoug
concepts and so forth, and sometimes when their writing is confusing,
and it is not correct, it makes you wonder if it is amudittmguistic
problems or problems in understanding.

Thi s t eationhte theéd moblemsimilar to that of the other CLIL
teacheris to approacthe student and aslbout ambiguitiesle agrees that
it works a little bit like a portfolio, where yman look back at written
assignments for formative assessnherg.described aa written dialogye
where he comments in the margin if there is something he does not
under st and i n hehle maytkthd sudantdos clatifieatian. T
makenew comments before handing it back to the student when he has some
more information, which may be a process that takes a couple of weeks.
When asked if the use of appropriate vocabulary is part of the assessment,
the other CLIL teacher comments that hesfimo room for that in the
objectives. Instead he brings it up in his feedback to the students.

14.C3/HI/IC:. 1 f 1 am unsure [what a student mec
understand what you mean, Sso can you t
English proficiecy cannot be part of an examination as little as
Swedish should be part of assessment in history.

His CLIL colleagu@otes that teachepsefer written testsince it is easier to
gradeessays are much more demandkhg.uses a mix of tests and essays.
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However, he belies it is difficult to show evidenokdifferentproficiency
levels in a regular question tesha test situatiogou only have one or two
hours at your disposal while you may need to sleep on it and come back the
next dayn order tome&e an analysi$here is not enough time imgaestion
test to show proof of analytical skills, he argues

One of theproblens with written assignments ass$ays is the possibility
of plagiarism, but the teacher ckithat the language the studentuszsl
reveal s if It I's the stude&ndfoteer own w
issues in assessméwoty to know what a student knows if he or she does not
dare to speak in oral assessntenifd group workwho has contributed with
whaf These are someasons why written assessmegdsgerHe states that
students prefer written over oral assessment as well. When questioned why, he
mentions that the language barrier might be one explanation, but also that
students are used to written tests from @ueschooling.

The other CLIL teacher also favors essays and the writing process for
assessment purposes.

15.C3/Hi/C: On the whole | work a lot with the writing process and try
to target that it is the tool of the historian; history is basically the literary
genre.

The teacher quoted above wants to distinguish a certain written genre which
he believes is important in his disogpliHe mentions that heolleagues

work particulayl with what might be labelladademic essays, with features
typical ofa PhDthesis, something he also uses in certain contexts. However
he feels stronghphat you have to start withatrrative storytelling, which he
believes has to come first.

16.C3/Hi/C: As a historian you have to elicit interest and creativity. To

write convulsivelya c ad e mi ¢ essays, [ é] before
storytelling, I feel that the storytel
you can be bridled into the writing of a thesis, into the academic

structures.

He explains that he usually has four written tests in a@odis@rts up with
a fairly traditional written test and finishes with an independent written
assignment. Heids to leadtudents into the everyddg of the historian in
the most authentic wagssible.

Both of the CLILteachers favor written prodioo, but seem to picture
different types of texts. Whereas the teacher quoted above fetis that
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narrative genrsehould precedacademicmore structwed texts,his CLIL
colleague believes that structured texts helarity ehat is required from
stucents. He mentions that the new national grading criteria in history require
more analytical skills even at the most basic level in order to receive the lowest
passing grade, an E on certain assignments.

17.A3/HI/C: We try to struct uherisiwellit [ €] t he
depends a little bit, an introduction, some sort of descriptive body, an
analytical part and conclusion, and then there is a bibliography. |
introduce the different parts, and her
deals with a certatype of knowledge, or the knowledge levels.

The other CLILteacher on the other hardkclare that helislikes matres

and manualsand see a problem irwhat he feels is mechanization and
bureaucracy in assessmiet.finds the dialage with the indivigal student

to bethe most important tool and it works just as well without rubrics. The
national course goals are enough for feedamkding to himiWhen asked
how to make progression visible and hovexplain different proficiency
levels tostudents he state that this becomes visible in the dialogue which
surrounds the development of a text, where peer feedback as well as teacher
feedback hetpdevelop therelevant skills. How wedtudents handle the
questions which appear while working with ta derstitute a variable for
grading.

The teachers mention source criticism as a key element in Qtkiry.
important skills in relation to the subject inche@ehinggood conlusiors,
basedn familiarity with facts, the usfethe right terminologand theoratal
frameworks for history, theseof different explanatory models; how to view
and explain histor@ne of the teachers mentidiswy to argue around cause
and effectWorld war two for insince: [ it happen because of a person,
Hitler, orfor financial reasofs

As regardsassessmenthe nonrCLIL teacher mentions that he prefers
tests, even though it depends on tlrdume of students in the clasbat
works best. He compartbe tests with a match or game:

18.C4/Hi/nC: We practice and practice and then there is a game, and
then we practice and practice and then there is a game, right. So of
course it [the testplays a major rolan grading. That is how the
students prepare as well. Now, this is it, sort of.
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The assessmietype used also hasdo with the level of the cour3dae first
course, history 1b, is more bastuch iswhy he feels tests work well. In the
next coursewhere there is more specialization, other modes of assessment
might be relevant. In the desmjnthe test items$e notes that he might be
stuck in othe old way of thinkingo,
The old way is represented by conceptual questions for an E, and analytical
guestion for higher grades. A concern in the past hasshents
sometimes targey only basic questions, hesitatingeven try to answer
guestions generatiaghigher grade. In making questionEhvmg generate
all grade levelstudents answer gliestios andsohave a chance to receive a
higher grade.

As to the character of history as a discipline, theChdinteacher states
that it is a subject suited to do things chronologically, to turn it into
storytelling. While he argues for academic and structuretktettie CLIL
teacher in the internati@inschool, he also shathkse desiravith his CLIL
colleagu¢o developst udent sd skill s i n storytel
make them interested in history. He argues thatatiegyis based drow
articulatestudents are.

The nonCLIL teacheihas been asked if heulsb consider teaching in a
CLIL context, busaydhe is not willingo do sounless he receives tragin
English.

Language in the course

Both CLIL teacherglaim touseonly Englishin the classroom, even though

Swedish may hgsed occasionally in individual conversatah students

about the achievement©ne of the CLILteachers refers to what he calls

t he oIl i nguiThd teacherlstatesithatahe is oseryodametuto

correctst udent s gr amenaor writtendandgudigence he n s p o
himself makes mistakes.

19.C3/Hi/C:  When | switch into Swedish it is mainly for student
feedback on grades and course evaluation so there are no
misunderstandings, if Swedish is the first language of the student that is.
[ é If the students want to ask something during class, and want to ask
in Swedish, | accept that of course, and answer back in English. It has
to do with not inhibiting them from asking questions.
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What matters most is to choose the right semantic nuances This
something he claims foeuses oin the classroonthe meaning of particular
words and carepts to avoid misunderstandiig an examplée mentions
the difference between farmer and peasant when discussing agriculture. The
teacher says that he inlwgces a newheme by looking at languageis
providing the students wivordlists.

The teacher in the international school eplhat he sometimes gives
students some terminology or sentences in Swedish, especially in their first
year of upper secasy school He feelshat they need it and notes that
studentsaythey wish more teachers k& him asnot all students in their
school are highproficient speakers of English when they Sthet.teacher
remarks that tricky subjesgecificconcept become even harder when
English is used as a medium of instruction.

20.A3/HI/C: | transl ate certain words. [ é] I
Sometimes the translation is in parenthesis, some words, some
terminology and such may be tricky. | have subjectd, ssence for
instance, where there are lots of words that are tricky even in Swedish
to explain and such, so doing it in En

He alsanotes that he makes cleastwdents in the international school from
the very start #t it is possible that the use of English as a medium of
instruction may inhibit their understangwilgich in turn may slow down the
learning process. The facatthhis very likely meatigat studentgeceive a

lower grade than theyould have if their first language had been used, he sees
asonlynatural.

Course content and design

Regarding teaching methotlse nonCLIL teacherclaims to berather
traditional;just like the studentbe prefers lectures and have a course

book Both of the CLILteachers mentiothe use ofpictures and other
multimodal instruments, both during classroom lectures and in assignments
and testsConcerning the alignment between national course goals and the
use of English textbooks one of the CLlIcless notes that the course goals
leave roomto design the course, butgeeat deabf content should be
covered.

21.A3/Hi/C: The course goals are tough, which means that there is a lot
of content to be covered, [ é] i f you
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objedives in all of the themes, there is not enough time for them [the
students] to be able to makedapth analyses and to have analytical
teacher briefings and assignments, it takes several weeks. | know of no
teacher, even in other schools, who feelghisatan be done.

Time constraints amentioned by both of the CLikachers. One relates to

how the allocation of time in the schedule is much tighter in Sweden
compared with what the international course literature assumes, where they
have the double amnt of time to cover course content.

22.A3/Hi/C: You almost have to erase certain [things] from the course
plan to have some quality in what you do. It is a little bit slower pace
than what would have been the case if it had been done in Swedish.

One of theCLIL teachersloes not believe that the language of instruction in
the CLIL approach has an effect oourse content. He thinks it has to do
wi t h t he t ea celeecesdmedagogiaalsethosageneral inerests
and student inpuHis CLIL colleagg howeveracknowledges that he has to
slow down the tempdue to the language of instructmhich means thée
has to skip certain themes thatsapailated in the course goals

One of the CLILteachers sees the advantages in having access to a much
broader source material in English.the same timehe notes that the
English literature obviously implies a more international perspective and when
the national course goals stipulate insights regarding the Vikings from a
Nordic perspective, for instan&wedish sources have to be used. He does
not believe in translating all the material, but accepts that some material in
Swedish has to be used.

Summary of interviews with history teachers

Both of the two history CLIlteachers are positive to CLIL. Timegntion

the possibilities fatudents to study abroad agsult of English being used

as themedium of instruction. One of the two ClLlkachers has a
background from studying abroad himself and does not see teaching in
Englsh as a problem. The othéLIL teacher would not necessarily have
chosen to teach in English, but was offered a job which he needed. He also
feels that teackhgnin English has been very ticemsuming and challenging,
especially in the beginnidgter investing all the extra tintee now feels
happy to have o6agaof the dLILteachera mag receiged 6 .
any training from their schools before starting to teach in English.
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The CLIL teachers do not fe#hat the language afstruction has an
effect on the selected caiontentbut one of them believes it will have an
effect on the amau of content covered. HIELIL colleague refers to
teachestdodemtds 0 preferences. Ther e [
collaboration in either of the schools, but in the inten@tschool an
interdisciplinary project between Bnglish language teacher and a content
teacher has been stipulated during the school year.

Regarding the language used in class, both tesaphdiey only use
Engish andprovide the students withykeoncepts when introducing a new
theme. One of the CLllteachers discusses semantic aasanvith the
students in the choice of one word over ano#liene same timbae thinks
students should be allowed to use some Swedisyhpfeéfier.

In assessmerdll teachers prefevritten tests, althougthe norCLIL
teacher favors smlled traditional tests and the Clifachers advocate
essays or st ude@ne sfdhe €Miteaclimers mates ¢thati o n
writing a textis more in linewith the cours goalssince analytical skills
requirethatyohave ti me t o go ,Whicmgnotahedased s | e e
in a traditional teske and the nofCLIL teaher atthe other school both
mention academic essays as a Intodieachstudentswhereaghe other
CLIL teacher speaks about the writing process in terms of the narrative genre
which he believes should confiest. Hisnon-CLIL colleaguenentions the
narrative character of history, but does not feel there is time within the course
to work with the writingnocess the wayou wanas a teacher.

Even though there are similarities between dh@ c her s Vvi ews
perception oftheir discipline and assessment, ther@kaieusindividual
preferences and experiences which have an effect acttiegractice.

6.2.4 English

Six of the participating teachers are English language teachers, two from each
of the three schools. &h all teach English as a forelgnguage in
combination with one other subjestmost cases another language (Swedish,
Spanish or Rus®) or a content subject (sports, natural science). Two are
native speakers of English, and thearesiative speakers of Swedish.
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Assessment

The teachers, except for one at the international school, state that they use a
mix of tests to assess diffietr skills. When asked what they include in their
assessment of a course, they particularly mention different skills and
vocabulary.

23. B1/En/C/nC: We | | itds all the skill s; read:i
comprehension, speaking and writing. | may hax@abulary test, but
| dondét do much words. They can show t

their vocabulary and so forth.

The teacher describes that she is not interested in assessing vocabulary
homework, since shg onlyinterested in the use of words.eTiorCLIL

teacher mentions the importance of vocabulary as well and says he has
homework every week, but without quizzes or tests. Another theme in the
English language course is realia.

24. BLIEn/ICInC: [ W] e | earn about Great Britain
ard we finish with a knowledge test on Great Britaigbena little
vocabulary test @

However hercolleaguewho uses the same fesates that she does not put
much emphasis on the test results; the purptseheck that the students

have ¢éarned Wwat they have been tolshe adds that she actually thinks that
teachers should not be involved in grading their students at all, and that
Sweden should adopt a system where someone from outside grades the
students through a final exam.

All teachers use oral assessment in different forms. They state that the
students speak very fluently in these activities. In writing assigheents
requirethe students to writidings in class faeason®f reliability. 1 is so
easythese days to cpphings ohine andwrite book reviewwithout even
having read the book.

25.A2/En/C. So sometimes | write exams with questions that you only

know how to answer to if youdve read t
evil. So tests, | like tests, oral presentabecause that also gives them

a chance to show their knowledge in a
theydre doing it here. [ €] An assignme

it worries me sometimes that once again the internet is the devil in
everything.

101



ASSESSING LANGUAGE @ CONTENT?

The teacher saybat there are so many things that you can grade in an
assessment , | anguage and oOi nformatio
which cover a mix of things, tests which include a multiple choice section,
vocabularyasks includindefiningdifferent words, and a section with longer

essay questions. The assessment in English 7, the last year of uppgr secondar
school, is more geared towasbkays in general, whereas the first course,
English 5, includes a mix of tests and assignmentststloedrse generally

contains more diagnostictsesypicallygrammar and vocabulary checks, a

well asold national tests covering the four skills. TheGidh teacher

exprases the same views as his Chlleagues in this regard.

Written tests seemmmon and very often teachers mention scores when
grading or correcting tests. Sometimes it is only a matter of pass or fail and to
decide studentsodo initial proficiency
school. However, one of the teachers at the atii@nal school claims he
does not use tests, except for the national tests and a few grammar tests in the
past, targeting cam aspects that come usin udent sd olwen pr od
teacher explains that he prefers to work on the writing processo loat als
dictationswhich he feels works really well, even though he comments that
this may seem old fashioned. When asked if he is grading the dicéations
admits that it is not done in that sense, even though he states that he has told
the students thawverything is graded. He prefers to work with porsfeinal
havestudents work on theown texts. In gradingthe teacher claims he
focuses on the language, notcontent or argumentation even though he
admits that these are important too.

26.A1/En/C: 1| tend to focus on the language, how well they are able to
express themselves, the vocabulary, that they have as you know an
indicator of their general fluency, and being able to express themselves
in a coherent way; which is the intent behind the thoughts.

When asked how he worksth the writing process and how he is able to
clarifyto students what is required for a certainegrad explains that he
makesstudents think about the choices they make in their writing, but not
necessdy using a rubric or ammmg.

His colleague athe international school argues that writing essays and
sending them back and foighitoo timeconsumingsince he has 130 students
andsoi t consequent !l yoéoivbim|Ohe obthe CLLhe de
teachers at the international school states that writing assignments could be
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suitable to work on together with colleagsese they might have other
goals or criteria that they would be looking fomvéver, B would not be
comfortable grading a subjbetis not familiar with. Even though he might

be able to interpret a question, he might not know how the students should
apply theiknowledge in that discipline, ldotng it with a colleague, looking

at it from different perspectiveguld bea possibity.

When one othe teacheris asked if the writing assignments are used for
interdisciplinary collaboration around assessshenotes that this would be
difficult since assessment in those disciplines concerns two very different
things.

27. B1/En/C/nC: We never assess language in math or geography for
instance. If you present something in a written test in biology, it is not
about | anguage, they [the students] wo
but they will be assessed on knowledge in the subjéct,rj s o we donot
have such collaborative assessment.

However, the no€LIL teacher notes that he ude®ge parameters tine
assessamt of writing skills in essagentent, strucinelanguagee claims
that he has used argumentatsgays all th@ay down to ninth gradend he
believes it works as long as you choose a topic which is relevant and
appropriate at that level.

The national tests are higfakes tests and important in the English
language coses. Although all teachers admintbeitests and acknowledge
their importance, the teachers sometewedifferent confidence in the tests.

28.C2/En/nC: | compare everything | do with the national tests, and if
you are lucky there is a correlation, then it is fine. If you get totally
different reslis on what they have done in class and on the nationals, |
have to test them more, which | do.

The teacher explains that this procedure helps in attaining a valid grade,
especially since none of the teacher:
oral exams are recorded in case a colleague needs to listen for a second
opinion.

One of theteacherat the international schoekplicitly raises concerns
regarding the effect of English asealium of instruction in a CLtontext.

29. A1/En/C: We were talking a lot about how we can help our students

i mprove and potentially achieve highe
concerned about grades and rightly so,
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studying something i n anokrow,r | anguage
graded on that understanding, that you will achieve the same goals,
although the language is not necessarily there in all cases.

He also talka b o u t di fferent ways and asses
informationdé about datnsutdbaethetteadherspat hasf i c i
school have mentioned oral exams or other ways to assess; ptherwise
should be writing a texte concludes, not a question test.

Course content and design

When discussing methodology and course daBighthe Englishanguage
teachers refer to the natibnests in the courses; teaching to the test could be
used in this contexteachers use old tests to practice for the real tests close
to the end of a course. They make sure they practice on both receptive and
produdive skills.

The teacherstate that they like variationdividual work, group work,
discussions and oral presentationseyTals state somewhat different
methodological preferences, thongh expicitly due to a delibera@LIL
approach.

30.B1/En/C/nC: We have like a basic plan for all of the courses [English
5, 6 and 7], what we think we should
how is a little bit up to the individual.

One of the teacherstai international schoobtes that ahe beginning of a
schoolyearhe prefersvorking on spoken goals so ttsiidents can interact
in a good wain their different classes. He dilsesto work structurallywith
essaywriting, whichmeans basic thisdike paragraphingince students are
not always familiar withis. O looking into what makes scientific reading a
little bit diferent from reading a novel. He ssdiat he checks for
comprehension and understagdof words, using the words bketi as a
naive speaker, and hoping to gfjetents to use those wards

31.A1/En/C: That 6s you knodow tthheey Orealprtodsutc, ng
afterwads. Modelling | think good behavior, or good language behavior
| guess in a sense; what kind of words would | use, or a native speaker,
surrounding a certain text type.

When asked the CLIL students ever bring material or topics from their
content courses into the English language clasdstooreachs give the
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impression that iis rare or nomxistent although it does hpen atthe
international schoolvhen choosing a topic focomparative essay®r
instance.

The nonCLIL teachetries to integrate somewse content which relates
tos t u d esld bfstddy &nd notes thetidents like the fact that texts are
authentic.

32.C 2/ En [/ In Zlittle it over a year from now yeilll be studying at
theuniversity, antt hi s i s what you wil/l be facin
p cked Ti m Jac kistohnodust PGrooswtehr.i tyélw O Thi
popular scientific text in English in the field you have chosen, you have
chosen economicsboé.

The eacher explains how he workeolnd the text and helpsiidents with
key concepisuch agecessi@andeconomic grdvdforethey discussed the
text, listened to a speeahd were given a test. The same teacher also states
that he has tried to symonize hiscourse with a history teacher when
introducing the booRnimal Farrby George Orwell right after the students
had dealt with the Russian revolution in history class.

When asked what they include in their course layout, the teachers feel they
need to covethe content desdred in the national syllabasd thathe time
is limitedwhich prevents them from adding other content.

33. BZEn/C/nC : | focus on doing whas in the national syllab{isé ]
and it is very clear in our local plan ih&ngish 5 we are working on
Great Britain and in English 6 we work on the US. You can say that is
the ideal.

The nationalsyllabustipulate what skills to include, but teachers are free to
choose whataterial to usét the international schothe teachers do not

use a textbook since it would contain wordlists in Swedish and would be too
basic for their students. The teachers at the other schools use textbooks (se
section 6.3.5 belowalile13), but explain that this only constitutes one part

of the material they include in their courses.

34.C2[EN/nC: [ The textbook] i asea Btrobreatlyi ou s . [ é]
good exercises to build vocabulary. It depends on how much you feel
you can do. It is impossible to do it all, so | am guessing, less than half
of the course is in the course book.

Even though the ne@LIL teacher quoted above notes thatre is more
than enough to damithe textbook, he and his Cldblleagues agree that they
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want to include other things in itheourses. At the same titeacherdeel

that there is too little time to @mything else thamhatis required in the
syllabusSome of the teaelsstate that they plan some of the course content
with other cokbagues within the disciplii@erefore course content is very
similar regardless of whether it is CLIL or not, whereas interdisciplinary
collaboration is somewhatore scare, partly due to the lack of tinas
previously noted.

Summary of interviews with EFL teachers
The background of the teachers as well as the individual school context has a
effect on the attitude toward CLIL. éte of the schools the teachersiclai
that students in the CLiirograms are motivated and proficient at titset
whereastheir colleagues at the international school express a need to
encourage students and help them with the language during the initial phase.
Not much of the contenhithe English languageucges can be traced to
the CLIL approachTeachers relgn nationalcourse goals and preparation
for the national tests whetamingthe course design. Thieglthat there is
too little time to cosr muchelse. The English langeacoursedeal with
vocabulary grammar andther formal aspecisessay structur® a large
extenfas well as the four skillsading and listening compreh@mswriting
and speaking.efchers state that they uagousoral activities described as
sProntaneous i nteraction around astuden
formal speectook reports and discussion around different topicalsore
included.
Teachers like written tests or assignments. Essaylytgpioaar more
and more astudentgeach the higher courses, English 6 and 7, except for
one of the teachensho preferavorking withs t u d e nt suétiontagaxt pr o
general method and tool fassessmerdlready from the startVritten
production and argumentative essays are used imaltourses, bthe use
of rubricsis rare Feedback ts t u d e n t thi@ughwsitterdcomneents.
One of the teachers uses portfolio for assessment purposes, and some
teachers claim to work with peer assessment as a tool in the writing process
CLIL advocates interdisciplinary collaboration, which some of the English
language teachers clainythreght consider if dlleviate stress for stuakés.
All of the teachers stateat they are concerned that it would take too much
time, and severaf themsaythat they do not really see how it could happen.
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This is partly due to organizational issues at their school and what they
perceive of as coltpal e s 0 unwi | ltoi diffgrenees detweepar t | y
disciplines. Some of the teachers have tried intendgsgigbrojects and

believe it has worked out w&lkgardingassessmernthey generally do not

see how interdisciplinasgllaboration could be done. dte of the schoqls

they have been asked t o rtheywafeetosldac h ot
be tre start omore interdisciplinary projects.

There is no appent difference due to the CL#pproach in the English
language course in any respeat. dily norCLIL teacher expresses more
concerrmover authentic texts and describes more spontaneousdaipindry
exchange with content ealjues than do many of the Cldachers.

6.3 The assessment samples

In this sectionthe collected assessment samplaeteaceibed, starting wigh
crossdisciplinary summary of the design of the, tdstfiowin biology and
history It is followed by an overview of thumction and question words of
the test itemscombining and contrasting CLIL with AObIL and the
disciplines.

Next followsan outline discipline by discipline, starting with biology,
history and finally English.The presentation provides brigf course
description andhe content of the test itenthe whas described inmore
depth regarding the lingtic and cognitive demands ttiet test itemaake
on the test takeiThis sectiorshows soméest items from the assessment
samplesFor a more exhaustive description of tlethiod and featuresee
Table8 in Chapter 5. Chaptemill deal with the research questionsiore
detai) such as the comparison of the CLIL and theGidh assessment
features.

6.3.1Design of the tests in the disciplines

Table 10 offers an overvieWwtbe general design features of the testse
differentsubjectsincludingnumber of questions, types of test items, scoring/gradir
and modalitie¥he test types irhé second row are in bold, to make the
categorization into different types of items clearer.
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CLIL biology Non CLIL CLIL history Non CLIL
biology history
Number of 7-8 (10-21) 7-11 (14-26) 5-9 (14-26) 4-6 (8-15)
questions 1-3
Prompts/Essay
topics
Types of items Selected Selected Constructed Selected
response/SR: response/SR: response/CR: response/SR:
Matching Matching Completion Putting in order
Putting in order Constructed guestions Constructed
Constructed response/CR: Short answer response/CR:
response/CR: Completion guestions Short answer
Short answer questions Essays guestions
guestions Short answer Production Essay questions
Production questions tests:
tests: Essay questions Essays
Lab-reports Production
tests:
Lab-reports
Scoring/grading | Both: A-E + Both: A-E + Both: A-E + Both: A-E +
points points points points
Modalities Mostly text Mostly text Mostly text Mostly text
Pictures or Pictures or Many pictures in Pictures or
diagrams in 4 of diagrams in 3-4 one of the tests diagrams in some
the questions of the questions No pictures in the | questions
ot her tea
samples
Biology

The biology teachers submitted three tests each, representing the same course

content and theme#\s can be seen inable 10, CLIL and norCLIL
assessment practices in biology shammey common features regarding

number and type of questions, as well as scoring and the multimodal nature of

the testsAs regards the mber of questions, several ig=ns include sub
guesions,in the able represented by the number in parentiéssCLIL
tests catain between 10 and @&kt items, includirgubquestions. Similarly,
the nonRCLIL tests contain betweenddd 2Gest items.
The tests contain mostly CR questions and ahswter questions. Some

of the questions in the n@LIL tests require longer answers and could be

described as essay questions.
The scoring of the questions is done using grabasequentlya
guestion may generate one specific grade, an E for instghaag that the

expected answer is factual or very basic, whereas other questions may generate
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two or three grades depending on the quality of the answer. This will be
presentednore in detail undeTontent of the test items

All of the biology testare multimodal, containing text but also several
pictures of plants, animals, figures, diagrams, thematic illustrations and
disciplinary symbols. In connection with some questiosisations refer to
experiments made in the classraama jar whenhte students are supposed
to describe an experiment containing a jar.

History

In history the CLIL assessment is more varied than theQudb, since

essays aresed alongsidgueston tests. Furthrethe two CLILteachers differ

in their practices as Wéne of the CLIL ¢achers (C3) submitted two of his

four written assessment samples which represent two rather dissimilar test
designs. The first test contains a migitberent CRcompletionand short

answer questions. Thettie€ludes a total of 2fuestionsincluding the sub
guestionsA number next to each question reveals the maximum score.

The second test by the same teachexislced OHi st ory nove
students are supposed to write three articles containing@bwatds each.

Two should be written in English and one in Swezlish though all the test
items, consisting of writing prompts, are in English. No instructions
concerning scores or grading are provided.

The other CLILteacher (A3) uses two essays andqtvestion tests,
containing eight and nine questions respectively, the latter comprising sub
guestions resulting in a totallg@fquestions to be answered. The first essay
offers a range of topics, whereas the second is an assignment on World War 1.

The ron-CLIL teacher (C4) uses four written question téditdests
include sulmuestions, implying a total of between eleveriatest items
The second paim two of the tests includas essaguestion where the test
taker can choose one of three topide grading of the questions is done
using grades or points. On the first two téisés possible grade is marked
after every question. Consequetitly grade level is predetermined. Some of
the longer essay questions may generate any of the grades Bnplying
that the quality of the answer is decisive. No rubrics or knowledge
requirements are attached to the tests.

Pictures are included imettests from teaclse€3 and CAwhereas the
secondCLIL teacher uses merely text in the written tests.
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6.3.2 Function and question words in théest items

The next area of interegincerns théunction and question words used in
the test itemgfor a description of function words, see 4.38)important
guestion ihowthe test items are pbel and wdit is required o$tudents
when dealing with the test items regarding language and cognitive skills.

The presentatiobelow starts with a comparison of academic function
words used in the test items in CLIL vs-@bfl to find out which ones are
most fregient. Nextthe use of question words is presented. The fanctio
words as well as the questwords represent different cognitive demands
where some require higher order thinlkkiis, whileothersrequirelower
(see section 4.5.3).

The instancesounted in Table 11 represent six of the submitted CLIL
and nonrCLIL biology tests and four of the submitted CLIL and @il
history testsLooking at the table, the function words listed at the top are
function words connected with lower order thinlgkdjs, LOTS, words
found in SR test items suchpasin ordenatchor less cognitively demanding
completion questions, such waste in the right paunameThe three
function wordsname, stated mentiomay be considered to be more or less
syronymousrepresenting similar level of difficulty. Since they all appear in
the test itemghey hae been given separate eninethis frequency count.
The discussion on complexity will follow, botthis chapter, and ©hapter
7.

Explainis by farthe most common function word in both CLIL and-non
CLIL test items in biology, but there are four instances in tR€Lton
history test as well. In the biology CLIL tedtscrilaad explairsometimes
appear in the same test itaswill be seen in onkthe item samples below.
Statés common in both CLIL and ng@LIL biology tests, but not in history,
wherenamend mentioare more common, representing the same cognitive
level.Analyzeppear once in the n&®&LIL tests, but no instarsare found
in the CLIL tests. However, analytical skills can be triggered by other
wordings.
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Table 11. Function words used in the test items

Function words CLIL Non CLIL CLIL Non CLIL
biology biology history history

Encircle 1

Match 1

Put in order 1

Write in the right place 1

Name 1 2 4

State 6

Mention 5

Mark 1 1

Give an example 1 1 1

Define 1 2 1

Describe 2 1 4 1

Discuss 1 1 2

Explain 12 14 2 4

Draw 2

Show 4 2 1

Compare 2 1 1

Motivate 1 2

Analyze 1 1

Give arguments 1

The CLIL history testdlid not show verymany instances of function
words, butcontain more question woriistead as will be seen in Table 12
below.

Table 12. Question words used in the test items

Question words CLIL Non CLIL CLIL Non CLIL
biology biology history history

What 7 3 43 2

When 2 1

Where 1

Who 2

Which 3 5 1 2

How 6 3 2 1

Why 2 1

Yes/No-question 1 2

The question word in itself often signals a level of cognitive difficulty even
though the wording of the rest of the question also has to be con¥ulsred.
and howare generally considered to represent nogmatively demanding
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guestions.Questions containg the question wordvhatmay display a
continuum ofdifficulty depending on context; consequently it merits some
speciaattentionto be giverbelow

Looking at the instanceswhatndwhiclaboveit is worth noting that in
Swedish the wondhiclicf. vilka) is more typically used thamain certain
qguestionswhich may explathe difference ithe numberof instances found.
As regardthe level of difficulty of the test itgriss not enagh to consider
the question words usadsteadan anlyse of the ést items is necessary as
done below

In the history CLILtests the total number of functiowords is higher
than inthe noRCLIL tests, 1instances compared withih2Zhe norCLIL
test itemsLooking at both tables above (11 any @tz differerce in the
number of instances bbth function wordsand question words is abte
The number of question tests used for the count is the same, but-the non
CLIL teacher often usamse question entrance containing the instryction
followed by seveal subquestionswithout further question words, e.g.
OExplain the following conceptso.

In the next sectigran overviewof course content andmaore detailed
description of the test items arevided, one discipline at the time, starting
with biology. Tie description of the test items starts with the lowest cognitive
level foundand progresses towamore cognitively demanding questions.
Academic function words and question words in the test items have been
highlightedor easy identification

6.3.3Assessment in biology

Course description

Theasessment samples represemtegyear course of biologgught during

t he st udeyear sfupper secanaad/ schealled biology 1. A
course book is used, in the Cldlass a book in EnglisBther teaching
materiad,such as handouts, pedagogic film, power point presentations, visuals
in the form of laboratory exercises and field, @mgsused in both classes
Theteachergresent four written question tests each during the course, tests

7 Since classroom observations are not part of thenpetsg, the information relies on reports from the

teachers anobservations frormfewvisits insome of thelasss
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usedtomssess studentsd knowl edthreeof n r el
which are identical in the CLIL and f@lL coursesThus three question

tests from each context are used for the description below, tests representing
the same content themes.

Biology CLIL & nonrCLIL

9 Structure and dynamics of ecosystems/Systems ecology:
Forms of life, energy flow, recycling materials, ecosystems, disturbances
in the ecosystem, variation and composition of species

1 Genetics:
Cell division, DNA, gene expression, hgrediitl environment, genetic
applications

9 Evolution and diversity:
Origins and development of life, natural selection, behavior of
organisms, taxonomic systems

For assessment purpgsd#e teachers also mention the use of writing
assignments in the form laboratory reports, field notes, other reports and
oral activities in class, especialpted tdaboratory assignments. The desig
and content of tree are discussedlow. Next follows description of the
content of the test items

Content of the test items

Selected respons&R

An SRquestion usually requires ljtileany production of languagk.does

not offer much context, but relies on the -testk er 6 s me mor y
understanding of the individual cepic It may as in the example below

offer multimodalscaffolding in the pictures; each phylum is illustrated by a
related synd). The function wordombinsignaléower order thinking skills,

typically generating an E, the lowest grade. Howlewdesitem below may

generate an E or a C. The maximum score is seven, although ten
characteristics are listed.

113



ASSESSING LANGUAGE @ CONTENT?

Example 1/Bi CLIL:

Combine pictures with the night characteristics. Put the right letters in the boxes undermeath the
payla below. EXC (5/2)

A}  No hssue F) Tssues

Q) Cosbomate D) Accelomate

5 Diploblaste F) Radually synunetrscal
&) Assymetncal H) Billsterally sysumetrical
1) Sessiie 5 Trploblastc

Characteristics phylwn 1 Characteristics phyham 2 Characteristics phyham 3

Likewise, iranexample of a selected response test item from@Lhion
test, the teghker igequested to match contewith letters to fit thenmto
the right place in a figure.

Constructed responséCR

Most of thequestionsn the present material in biology are CR questions at
different cognitivéevels. Examples tdsscognitivelychallenging questions
inclucke naming and completion questions, e@Name the plant§,
accompanied by picturda. an examplein a norCLIL test students are
supposed to write a name on a line next to each ptbeneby identifying
owhich phylund the animals belong to. Both thesamples represent test
items athe E-level.They areslightly more demanding than the SR question
in example 1 above, since the student has to remember the names of the
actual phylum. The questiwrord whiclsignals ampasier agnitive levelSome
slighty morecognitively and linguistically demanding short answer questions
very often involve questionsasking tdoriefly explairconcepts They appear

both in CLIL and notCLIL tests.They are notontextembeddedo a high
degree but relyon the tsttakerto remember facts, i.subjecispecific
corcepts, often generating no more thah
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Short answer questions may congaimix of different cognitive levels
within thesame testem anda mix of function @d question wordss seen
below In Table 1labove,describend explainappeared to be the most
commonly useflinction wordshere used in the same question

Example?/ Bi CLIL:
The nitrogen cycle (E, C, A) 2/2/4

a) Why is it so important for a living organism to be paithe
nitrogen cycle? WhatNs used for in life?

b) Nitrogen, N, is a major part of the atmosphebescribe and
explain how nitrogen can transform into forms for living
organisms to use.

c) How come the level of Nstagthe same?

Example3/Bi CLIL
Dogs (E/C/A)

Among cocker spaniels the colour of the fur is inherited from two different
loci at two different chromosomes. The phenotypes are:

AB black colour Ab red colour aB brown ab yellow colour

The black cocker spaniel Lufsen ohatéth Lady,a beautiful yellow
coloured female. They got a yellow puppy. Not long after Lufseh mate
with the shalog Black Lady (according to Lady a real bitch), who has got
the same genotype as himself.

a) Statethe genotypes for Lady and Lufsen respectively.
b) What ganets can be producey lbbufsen?

c) CoudLady and Lufsends puppy turn out to
yellow Explain your statement.

d) How big is the probability that Black Lady and Lufsen give birth to a
brown puppy?

Explain your statement.

The question wordsshyandhow comused in example 2 above, entail higher
order thinking skills since the test taker is expected toeaaatyzapply
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knowledge. The tedem may generate all gradtes. Once again a similar
test item can be found imetnoRCLIL test.

In example &he answers to the first three sulestions repraselower
order thinking skillSubquestion number three is a-fres-question, but the
urge toexplaimmakes the expected answer slightly more demanding. The
fourth subquestion is introduced by the question wboidv which is
considered to represent a questiemandindnigher order thinking skills. In
this questiorthe student may attain the highest grade, an A

In the nonrCLIL teststhere are some examples of eggestions where a
longer aswer is expected, as in the followexample

Example i non-CLIL:
Evolution (E/C/A)

a) Give an account of howscientists think life evolved during the early
years oaoistorgart hos

b) How has it been possible to illustrate this in an experiment?

In the example abovéhe testtaker has a full page to answas single
guestion, an indicator thataarly longanswer is expected. The tesnmay
alsogeneratall grades. Outof thistéess seven i tems, five
The CLIL test on the same togdmes not contain loregsay questions.

Production tests
Except forquestiontests,other types of writing assignmeats usedor
assessment purpos@&se assignments are similar to essays and represent
more extensive text production and genre writing. In the biology courses,
CLIL and norCLIL, these consist of laboratory reports and reports from
excursions. In the neé@LIL course students receive galohes for what to
include in a report. A report often follows a model, but the model can vary
depending on content and scope. There is a description of the language to be
used oformal writing with objective and focused coiteihe language
shouldbe caorect, free from slang expressiothhe wods are to be chosen
with care an@xact concepts and terms may need to be defined. (@sidelin
for reports, school B.)

The structure and content of a report should contain the following:
informative title, purpofmoblem, background/theory, material/method,

116



RESULTS

outline/implementation,  results/observations,  conclusion/explanation,
discussion and sources.

The guidelines for written s also includ&nowledgaequirements
knowledge obiologicakoncepts, models éitheories, ability to analyze and
look for arswers to disciplinary questidnsdentify and solve problenasd
ability to use knowledge lmology to communicatdhe accurateise of
academic languagealso described as a prerequisite for diffesetd tpvels

The following example is an extract from a laboratory report in the CLIL
biology course. The first part of the assignment consists of background
information, as seen in the quotatimiow, as well as instructions for the
task. The assignmesidone in groups in class. The topic is evolution:

Scientific theories about the origins and development &viifetionary
mechanisms, such as natural selection and sexual selection and their
importance in speciation. Behaviour of organisms anchpbetance of
behaviour for survival and reproductive success.

The students are supposed to use variougépoésenting different animals:
chopsticks, tweezers, fork and spootctase pasitaon a t abl e. 0 Wh
the most?d6é6 The results should be wri
asked to observe adchw conclusions of their own:

Examples/Bi CLIL:
Conclusionsd show your line of argument
What conclusions can you make due taontbemation in the tables?
Explain the results.

Use the theory of natural selection and the following key terms:
competition, extinction, adaption, fitness.

Does it matter which studegbt a certain device
Motivate your answer.

Did time matter®lotivate your answer. &3 541
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The laboratory report is highly contextbedded irclassroom practice,
making it somewhat difficult to grasp the entire task witthservinghe
procedure. Four disciplinary concepts shbelahcluded in the answer. A
theoretical fraework is stipulated, i.e. natural selection. The writing
assignment, even though contaxbeddednd scaffoldeth the classroom
exercise, requires the student to nrd&e=nce and to interpret the evidence,
implyingthatstudentdiave to usbroaderihguistic registeand higher order
thinking skills.

In the next section the assessment samples from historytasgiteab
similar way, firghe design anthenthe content of the test items.

6.3.4Assessment in history

Course description

Theasessment samples represent ayeaecourse inistory taught during
eithers t u d e n t sedondfyear of uppeosecondary schaléd history
1b. A ourse book is used, in the Cldlass a book in English. Other
teaching material usestcordingd the teachergonsists of handouts, film
and power point presentations.

The teachergpresent four written tests each during the course. The non
CLIL teacher uses four pajmancil question tests and one oral assignment
for summative purposes. The Citdachers have four written testsvating
assignments eatb assessimilar course contefithey also indicate that they
use oral assessment forfeur question tests from the two CLteachers
and the nofCLIL teacherrespectivelyhave been usedrfahe analysis,
together with writing prompt$he content areas in the tests vary to some
extent. The following themes are used in the present sample material.

History noRCLIL:

9 Eras and source criticism = Question test

! The double revolutions (the ™M&entury and enlightenment) =
Question test
The interwar years = Question test

1
1 World war Il = Question test
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History CLIL (School C):
1 Antiquity and the medieval period = Question test
¢ 16" 17"and 18 centuriesn Italy, Germany, France and the US.
= Production test

History CLIL (School A):
9 Ancient Greece and Rome = Production test
9 The industrial revolution = Question test
1 World War | = Production test
1 World War Il = Question test

Content of the test items

Selected respons&R

Only one question rements the SR category, bémmd in the first test in

the nonCLIL history courselhis test item is considered less demanding by

the test designer, i.e. the teacher, and can only generate an E, the lowest grade.

Examples/Hi non-CLIL:

Placethe following evenia chronological order The timeline starts year
1000 B.C. and ends 1500 A.C. (E)

a) The Black Death

b) Christianity becomes the official religion in the Roman Empire
c) Alexander the Great conquers the Middle East

d) Sweden, Denmaakd Norway are united in the Kalmar Union
e) High Middle Ages start in Europe

f) Julius Caesar becomes a dictator in Rome

g) Athens is the leading tate in Greece

The original language Swedish, and the student only needs to recall
information, idetify andlist the eventm the right order.
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Constructed responséCR
The CLILtestsincludeonly constructed response items, as do the rest of the
nonCLIL tests. However, they vary greatly iir tteeige of complexitas
will be seeelow None ofthe noRCLIL tests use test items reog only
one word. BothoftheCLiLeacher s6 tests do.

The use of the question wanrthatvas discussed aonnection witiTable
12 above. The example below represents a questiow @bgnitive demand
where thetsdent only needs to remember and recallsidme found in the
same CLlILtest as the previous question. The same test c@ztastances
with the use ofvhatn similar types of items, requesting a name in most of the
cases. As noted previouslys test generates a C at the moet;higher
grades, A or B, can be attained. The scoring has not been described, but the
two namesige four points.

Example 7/Hi CLIL:

What was the popular name for the young Macedonian king who was in
charge of the Macedonian troops and personalized this development? He
had also a very famous teacher, almost as famous as\Mhaelfas his

name? (4)

Answer:

The king: A

His famous teacher: Ar

A similar function word requiring a response ofdognitive and linguistic
demandsthe vertnamen aCLIL-test itemONamethree r ea s dflhes why 6
expected answer to this test item may require the use of several seritences, bu
the teacher does not want stedet to describe the reasansany depthA

total of three points may be awarded.

The next example shows another instance of an item using the question
word whatand comes from one of the other Cliélsts. As seen frorha
example, the teacher specified & lengtler explanatoranswer is required.

The first part of the question deals with the understanding of a concept. The
test item provides some context, but the question gives rather little scaffolding
unless yoare familiar with the woappeasemé&he answer requiresadarly

long explanation, and can generate four points.
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Example8/Hi CLIL:
More explanatory answers needed. Points in brackets.

What does the concept appeasement mean?giMdsocan exampleof
whenone can say that the UK and France used that way of acting. (4)

Other test items including the question weh&tusually generate low
grades or scores. Examples found generating one point or an E, the lowest
gradei ncl ude gqueMNhatwass hesupholaest aori at ?0
OWhati s t he difference bet-@dLe Bothsot or i e s
these questions could generate a short answer or a longer essay, but the
grade/score signals the firstjen though the question is ojsaed.No
contextis provided so the student has to know the concept.

I n another exampl e f rWhathappedthdt t est
madeUS A j oi n t h etwowaintsamd isioang ungar thecheading
oDescri pt i »gain theuseoses sigmal ghe scope of the exgect
answer. This question, just ltke previous one, is opended and could
represent a writing prompt where a sequence of events could kel report
thus represeintg an essaguestion.

Two of the four nofCLIL tests have a sort of dual design, where the test
items in the first part requiexplanatiorof concepts, and the second part
contains essay questions, requiring longer answers. In one of@hdlLnon
tests the tem type requesting explanatwdrtconceptanay only generate an
E; in the other test$i0 scoring is mentioned. The essay question in one of
the tests may generate any grade on the séall fhe other testsio such
information is givenOne explanatory question contains a total of twelve
corcepts tobe explaird, representing Worl&var 1l and the Cold War:
OExplain the central concepts in thr.
be written on a separate sheet of paper. Examples of conbegspiaied
are The Spanish Civil War, Theld#w-Ribbentop pact concepts which
could constitute writing prompt for essays.

Below is one example of a test ifeom a noRCLIL test. The essa
guestionrequires both a supposedly lengttiefinition on a separate sheet
of paper of the concepttotalitaria® and higher order cognitive skills in
order to be able toompateo ideologies. Thieoweveris bne in Swedish
The test item is accompanied by two pictures and a caption, providing some
context.
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Example 8Hi non-CLIL:
Theinterwaper i odds political and economic

The interwar period implied the emergence of two totalitarian states
in Europe the communist Soviet Union and Nazi Germany.

Define what totalitarian means and rexhparethe two states and
their ideologiesitih one another (communism and Nazism).

The nextexamplas from one of th CLIL tests. Itis found in a test on
World War Il and is conteginbedded but in turn contains several sub
guestions. The anew is supposed to be analytical and argumentative
expessingg he studentdés opinion. The test
thinking skills and more demanding linguistic, skilte a thorough answer is
needed, containing both subgwoécific concepts and conteatnpatible
academic genre words.

ExamplelQHi CLIL:

Level requiring a moemalytical answer. Try to answer thsroughly as
possible and, if needed, point out what your opinions are.

The Holocaust is the name given to the atrocities during which the Nazi

regime in Germany systematically killed millions of people, not least Jews. It

is easy to see the responsibility of the Nazis in thishButesponsibility

did the Germans as a gmoand as individuals have concerning the

Holocaust? Andvhata bout ot her countriesé to what
that other countries had a responsibility and could have acted in ways that

perhaps could have prevented or stopped the Holocaust?

Try togive agumentsbased on for exampl eé
T your knowledge of peoplebdbs awareness

1 your knowledge of how other countries acted towards Germany and
Hitler

The next section deals specifically with writing assignca¢egerized as
production test
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Production tests

Essayquestionsre ofterfound at the endf the question testdhusimplying

written production Teacherdistinguishproduction testsor essaysfrom

mixed question tests. Sometimaing promptsare used together wihort

arswer questions in the same teBti® noRCLIL teacheonly uses the mix

inthe renderedtestndn 0 Opur ed essaysreusedfarr i t i ng
assessment purpos€ensequentlyhe two exampbk below are both found

in CLIL tests, one from eackacher. The first example represents one out of
three prompts, cal |l eddstooyRdval st scened i

Examplel VHi CLIL:

Believe it or not but you are a famouSckhtury talk show host in Italian

TV. At last you are able to present ofighe most weknown and
controversial characters in your time, the 80 year old Florentine multi
skilled artist Michelangelo Buonarroti. You have a lot of questions about his
artistic dreams, his many conflicts with both profane and spiritual rulers and
his secret private life. This article will be about 800 words and witten as
speech manuscripwith a frequent use of quotation marks. (English)

The prompt describes the expected genre, a speech mamupooyites a
great deabf cortext, but the dst itemis fairly operended. The studerd
supposed to include questions and quotasoggiesting thdie or shehas
come across theslevantgene and context in the coursEhe genre is
basicallynarrative in characteather than analytical and argumentative,
requirng a specific type of language.

The example below represents a somewhat different test design, although
the impact of the surrounding society is included here as well. The example
comes from a pduction test inhe other CLILcontext. This is not a test
done during one class, as the previous example. The assignment should be
worked on and haed in several weeks lateéund8nts receive a three pages
long description of the assignment, inolyich page givinthe relevant
knowl edge requirements, mentioning t|
of processes of change, evenfagpicand pe
suggestionand instructions regarding length and which font tarasgiven
in the instructios. The suggested topics cover a range of themes mentioned
under the headings Individuals, Groups in society, Wars, Entire societies,
Concepts and processes, all of which are exemplified.
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Example 1/Hi CLIL:

After studying Ancient Greece and Rome durioguple of weeks, you
now get a chance to work on your own within this field of studies. You will
write about some person/event/phenomena from the two civilizations
mentioned abové both providing facts and trying to find what kind of
impact your chose gabt has had on the world since the ancient of times.

[ €]
What to include?

Facts: Provide facts to describe your subject. This will of course look a bit
different depending on your choice of topic. What wasulehcyclopedia

article on your subject inclu@ddJse that as a guide on what to bring up.
This is seen as a strictly descriptive part and needs to be well sourced.

Influence/impactiin what ways was your subject influenced by earlier

times? Andhow has it influenced | ater ti mes?
analytical and gives you the chance to make comparisons between
cultures/times [é] This part might consi
and information taken from sources.

A writing assignmends found inthe aboveexample requires certaikills
from students. Except for linguistic and cognitive skills, metacognitive skills
and skills ihe writing process are needexw to plan the work and how to
compose the textf. section 3.6.2).

Below follove a description odssessment samplkesm the English
language coursesopstly consistg of national test samples.

6.3.5Assessment in English

Six teachers of English participated in the interviews, two from each school.
Two teachers teach both CLIL and 4@l studentsdepending on which
classes they are assigned everyQreamore teachewho only participated

in the interview, representachonCLIL EFL teacherthe rest teach in a

CLIL context Bythe end of the study, only one of the original six teachers
had haded inassessment samplebe Ttwo participating teachers at that
school claimed to follow more or lgb® same planysing the same
assesment material. One of the ClLikachers at the intermatal school
presented portfoliprompts used in English 4tmo instructions or grading
criteria for those written assignments.
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Below is a brief course description of the English language courses,
including a summary of the reported course material and assessment types.
Due to the small sampknd the allegethportance of the national tess,
brief description of the writing assignmentthe Swedish national test is
included. The Swedish national test is compulsory during taedissticond
year of English atpper secondary school thus represeatiegtdesign and
contentto which all students are expased

Course description

The teachers and the assessment samples represent all of the three English
language courses taughtiper secondary schoéhglish 5, 6 and 7.n8e

the interviews providesuch varied pictures of the courSebvk 13 gives an
overviewof differences and similarities between the three scuwlthe

potential influencef the CLIL approach

Table 13. Course material and assessment types in the English language courses

School A School B School C
Course material Novels, film, articles Textbook: Textbook:
ABl ueprintofiContexto
Novels, film, articles, Novels, film, articles
field trip to England
Assessment types | Portfolio Old national tests Old national tests
(written) Written production Book presentations On line quizzes
National tests Vocabulary test Vocabulary
Tests Grammar test quizzes/test
Realia test Written production
Essays Grammar test

A course book is used in two of theagidls The teachers at the international
school (A), do not use a typical coumekIsince the textbooksund in the
English as a foreiglanguage (EFL) classrooms aliguhave wordlists
translating words from English to Swedish, whigetbaches did not find
suitable.

Other teaching matatiusedaccording to the teachers at all three schools,
Is represented by novels, film and articles. All of gleetsause old national
tests forpractice and preparatiolm English 7teachers recogniztudents
higher proficiency level and use adednwriting assignments, where the
mainfocus is on producing different academic text genres.
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Design of the tests
A range of designs are used depending on content and purpose. Completion
tests with filin-the-blank test items are used to assess vocabulary and
grammarwhile multiplechoice tests are used to assess cultural knowledge
aboutEnglish speaking cotnies. These tests are nailtrmodal;they only
contain text. A flag representing the country caounel fon top of the tests
on Great Britain and the USA. The gradintheftests is done using scores:
one mint for each correct answer.

Old national tests are used to assess listening and reading skills. These tests
consist ofmatching, multiplehoice completion and sheanswer questions.
Two to four pictures are included in each test. The tests are divided-into sub
parts,each with individual scorinbhe production tests typically contain a
longer description of the assignment, sharing information on
form/genre/type of text, topic, and content. Grading criteria and instructions
what the assessment will be based on are usually included. Writing
assignments used in the differentrsgsl during the three years pper
secondary school include the foilkmy

English 5:

1 Book presentations, film reviews (CLIL/AOhIL)

1 Portfolio (CLIL):

1 A narrative text, e.g. short story, poem, texts based on personal
experiences

1 An informative text, e.g. news article, topic summary, personal
statement, statement ohtent, presentation slides (possibly an
argumentative text)

1 National test: essay (CLIL/n&1LIL)6

English 6:

1 Argumentative essay, discussion essay (CLOhthr)

1 Portfolio (CLIL):

1 An argumentative text, e.g. personal project, argumentative essay,
formd letter

1 An analytical text, e.g. history assignment, film/book analysis, blog
posts, short answer

1 National test: essay (CLIL/n&1LIL)
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English 7:
1 Novel analysis, exploratory essay, argumentative essay, university
application (CLIL/norCLIL)
1 Portfolio (CLL):
9 All of the abovementioned (English 5 and 6)

Content of the test items

In this section wherdenglishis in focus no frequencycount regarding
function and question words was maadgead a couple of examples 8R

test items follow, focrossdisciplinary comparativeasonsNo CR items
were found The most important investigation concerns the content of the
writing prompts involved in the praxdion tests

Selected respons&R

In the questiontests used at one of the schools, thesiienthe vocabulary
and grammar teséseusually remsented by completion questionsaigap
and a word in parenthesis in neettarfslation as in the example below:

Example 1En CLIL/non-CLIL:

The guitar has (kostd) over £100.

Each test consists 85to 100similar test items, usually generating one point
per correct answer. The sentences are muhgs|yendentso there is no
real coherence or contektaretetween them. The test taker is supposed to
know the word to be abtomakethe translation into English.

Other test itemsn one of the testsonsist of sentences to translate from
Swedish into English. In one of the grammar tests, the suggested words in
parenthesis are sometimes in Swedish, sometimes a wordglmnt&@ngect
This implies that students have to do some-awdehing while taking the
test.

The next example represents a typical itemtfrerknowledge tests on
Englishspeaking countries. This one comes from the test on the UK.

8 Kosta = Cost in Swedish
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Example 2 En CLIL/non-CLIL:
In the following tasks (1p eacti)cle the correct alternative:
We know from history that England has been attacked by
1.Vikings, Romans, Angles, Jutes and Saxons
X. Vikings, Romans and Russians

2. Vikings, Romans and Chinese

The aboveexampleis a multiplehoiceitem The entire test conssif 17
such itemsne including matching of eight concepts represented by countries
and geographical terms. Himvetest items notlinguistically or cognitively
very demanding. The content istardisciplinaryinvolving geographical
terms.

Since the research question in ghesat study regarding the English
language courses concern whetheotthe content isffected by the QL
profile of the school, the national tests are not descHuoseever the
writing part represented by a writing prompt and the production of an essay
will be presented below. This is done to be abdenpare the expected
proficiencytevel of students in EFL compared to expectdohgvproficiency
in thesubjectontent courses.

Production tests

Writing assignments and essays are a natural part of the Ernglegelan
courses at all levetmly the topics differ. For English 5, where students
should have reached the B1 proficiency level according to the C&afledso
familiar topics are used. In Englisimére academic topics and forsraae
used. This can be seen in th@nal testsasexemplified below:

Examplel5 English 5:

Music means a lot to most people. We are surrounded by music; in the
supermarkebn the bus, at work and at home. Can you imagine life without
it? Doyou prefer to listen to classical music, or is pop/rock music your cup
of tea?How does your taste in music reflect your personatylié® Do

you ever go tbve concerts, play arsirument or sing in a choir?

Your task is either to write a text about a specific musical nf€omcyl)
or to discuss what effects music can have (Topic 2).
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During stucent®second year of English giper secondary school, the
character of the themessnmewnhat differentn linewith the curricular goals.
Sudents are supposedpieesentargimmentsa nd t he t heme i s
Six titles are suggested, @&goking ruins your heaittor 6Gambling might
lead to troubl@

(@Y
_|

Examplel6 English 6:

Try to convince your reader that your position is the right one and
remember to bring up some of the counterarguments aBefiek your
issue clearlfpevelop and support your argumentsvith examples.

In the English language courses at the schools stutttys the same kind of
progressionn text genrg can be seen. In the courses English 6 and 7,
argumentative and analytical tasks are used. Thadopiding to one of the
assignments in English 7 at school B, can be one of the following: politics,
society, religion, literature, film, art in an Engpsglaking country of the
student 6s own choi ce-5padeh as weltagite s houl
page and list of references.

To concludewritten assessmeim the EFLcoursesisually involveome
genrebasedwriting assignments. The moaevanced the proficiency level,
the more academic and subgegttentoriented the assignments get. English
5 deals more with narrative amath personal experiences and thoughts,
whereas English 6 is more argumentative and analytical.

6.4 Questionnaire

Nine of the participating teachers responded to the questiofiesre.

purpose of thequestionnaire wa® comgement the interviews and the
evidence of teacher sd pr aConsequentlyf ound
guestiongerceived aaddng to the results were selected.tReffull quest

of the questionnarsee Apendice® and 3 Two individual questionare
presentedbelow, followed bg summary of some general attitutlestwo
individualthemesrefer todifferenttypes of assessisedhnd primaryocus in
assessmemte | ati on to the teachersd discip
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6.4.1Types of assessmeniised

One of hekeyquestios concerns what basis for assessieanhersise for
summative anébrmative assessment and wtaskessmeiypes they find
most useful for gradinghe purposevas noto dichotonize the two types of
assessmentsummative and forative, bt rather to covert eacher s o
assessment practices in the best possiblappayenty, in spite ofextensive
discussiom aout formative assessmantrecentyears in Swedish schgol
there is still some uncertaisiyrroundingthe topic. One of the teasls
comments, when describing Bemmative assessment foraisie students
are more summative than | am, they want to knewh e r e a his,| nowo
howevermayrefer to assessment for learning, as in formative assessment.

Two of the English languageachers do not mention what types of
assessment they use, but one of them commerissessment in general
when asked about summative assessment types:

Having worked a lot with other tests of English such as IELTS and
CAE/CPE as an examiner, | questibe fjuality of the National Tests in
some respects. Generally, | feel that the reading and writing sections are of
good quality, but that the listening section leaves A LOT to be desired if
compared with the Common European Frame of Reference for Languages
which is underlying theurse goals for English in GY11

Table 1dbelowpr esent s t he respahseyalsd pravidiagt e ac h e
overview oBubjecispecifideaturesAll of the teachers claim to favor written
assessment over oral, even thoughotwbe English language teachers and
one of the CLIL history teachersssdtney use speech and oral presentations.
For EFL teachers, it is mandatory since they are supposed to assess oral skKills.
The nonCLIL history teacher claims to use oral check®inléissroom for
formative purposes.

In response to the next question, what basis for assessment is found most
useful when grading, there are three options: written, oral or both. Three out
of nine teachers claim they find both written and oral assessmualhy
useful, whereas the r estComparingCLILt he mé
with nonCLIL teachers, the latter seem to rely more on what one of them
refers t o vaiten t@stsywiidhiistaisoothe @dsedfor theDhdin
biology teachieas well as the néfLIL history teacher.

9GY 11 = Thecurriculum for the upper secondary school which was introduced in 2011.
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Teacher

RESULTS

of teachersb

Summative assessment

responses

regarding

Formative assessment

Al CLIL English

A2 CLIL English
A3 CLIL history

B1 CLIL/non-CLIL
English
B2 CLIL/non-CLIL
English

B4 non-CLIL biology
B5 CLIL biology

C3 CLIL history

C4 non-CLIL history

(Questions the national tests,
especially the listening)

Written tests, essays, home
assignments, homework

Essays, comprehension, realia,
grammar, speech

Written assignments ;
exploratory and argumentative
essays, literature response-
papers, reading and listening
comprehension, speech, oral
presentations,

Written tests

Written tests and matrices
based on the knowledge
requirements

Tests, hand-ins, essays, oral
presentations etc

Traditional tests, essays, home
exams

Use points/scores, not letters to
prevent the student from
focusing too much on a grade
Written feedback and talks with
students about assignments
made. Looking at course goals
andthestudent 6s pr €
level, discussing what can be
done to reach a higher level of
understanding

Student presentations

The same as for summative

Lab- and excursion reports
Labs, problem-solving
individually or in a group with
peers, excursions, written
reports, discussions
Process-oriented, continuous
tutor dialogue about individual
assignments/exams. The
dialogue shows the individual
student 6s devel
relation to the goals

Oral checks in the classroom,
written feedback on
assignments, individual talks
with students

A couple of teachers choose to comment on written versus orabforms
assessment. One of the Clhistory teachersayshat by oral he does not
refer only to class presentatidng also to oral discussions in smgadup
settings. The other CLHistay teacher states thatorder to find proof of a
deeper level of understanding, the oral discussion has to reach a certain level
of cognitive complexity, which is hard tbiewe ina clas of thirty students
while ensung valdity and reliability. The CLIhiology teacher claims that
oral proficiency in class and during laboratory assignments is important, but
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biology rests largely on written skills, even though the otatanrdten go
hand in hand.

Other comments concethe timeconsuming aspect of o@dsessment
forms, and that it is easier to rely on written documentsot® one of the
EFL teachers:

More guidance should be provided for-native teachers of English when
it comesto judging student's communicatakglities. | have em a lotof
variation in what is seen as passing when it comes to the students.

To condude, teachers rely morewitten assessmerse to validity and
reliability concerns.

6.4.2Most important factors in assessment

The questiodWh a t factors are most I mport al
skill® refas to both knowledge and skiNsne optionsare providedio see if

any differences can be found relating to disciplinary featurest he t eac h
cognition.The nine response optiomaanate from curricula and course goals

in the different disciplines. Other factors might be of relevance, but these
were chosen since they were considered to represent a valid sample of the
linguistic and cognitive skills invdlwe the disciplines in tipge£nt study.

Table 15 pr esent swithBFe tedcleers tcobetheratd r e s
the top, followed by teachers of biology and hjstorgrderto facilitate
comparability between disciplin&¢orth noting is that there were no
restrictions as tbow many options the teachers could choose. One of the
EFL teachers only picked one alternative, whereas the rest chose anything
from two to seven.
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Table 15. What teachers claim to be most important when assessing students6 s ki | | s .

Teacher:

specific language

(CO)
expression and IT

Written & oral
performance
Subject content
Use of subject-
Use of general
language (CC)
Mastery of various
Linguistic
Linguistic
complexity
Mastery of
Analytical skills

genre

I | disciplinary written

Y| academic

M| forms of
T accuracy

>
(o9}
@]
@

AL1CLIL | X X

English

A2 CLIL | X

English

Bl X X X X X X X
CLIL/non-

CLIL

English

B2 X X X X
CLIL/non-

CLIL

English

B4 non- X X X X X
CLIL

biology

B5 CLIL X X X X X
biology

A3 CLIL X X X
history

C3CLIL | X X X X
history

C4 non- X X X X
CLIL

history

Alternative E,mastery of various forms of expression and modern
information technologys articulated as an aim in the course goals. This does
not appear to be one of the most important goals in assessmenth@s®ng
teachers. Alternative ¢fly one of the respondents, an EFL teacher, believes
linguistic accuracy to be a main concerrsis @as s me n t of st ude
which is noteworthy.

Another interesting result fibvis study is found in column D: none of the
contentteachergonsider the use generahcademitanguage to be one of
the most important goals. It is also interestimgti that all teachers but the
CLIL biology teacher and one of the CLIL history teachers believe oral and
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written producti on ( A) to be .i mport
Further,analytical skills (Bre chosen only by the content teachers.

Bebw is a summary of the teacheisws on assessment as seen in the
other questions in the questionnaire.

6.4.3General views on assessment

All teachers, except orm@nsidemational course godtsbe very important
when grading. @y one ofthe CLILhistory teachswviews them asnlyfairly
important. h the interviewsshe described theas gates in downhill isig
that you should stay insidgferrng to thenbasicallas points of reference.
When given four alternatiyes towhat they include itheir assessment,
the CLIL history teachers statdy contemhereas none of the teachers claim
to includeonly langualgethe interviewson the other hand, several of the
EFL teachers claimed @agsess only languagereeof themreportthat they
include both language and content, and one that it depends on the task. Both
of the biology teachers, CLIL and +@inlL, claim to assess batbntent and
languagepenmeningt hat | anguage refers to oter
Five out of the nine teachers find graglim their discipline difficult or
fairly difficult. They includéboth of the biology teachers, CLIL and -non
CLIL, both of the CLIL history teachers and one of the Enigisfuage
teachers, the same who claimed in the interview that external examiners
shauld do the gradind heother EFL teachetate thagradingsfairly easy.
In response tthe question in whares they would want further training
two teachers state that they do not neddaim morenamelyone of the
EFL teachers and one of th€LIL history teachers, the lattatso
acknowledging that gradingatherdifficult. The other CLIL history teacher
claims she wants to leanore abouhow to interpret national course goals,
test development and how to assess written production.LThéiGlogy
teacher states that he wants to learn moresungaksted areas (see question
20 in Appendix3). Four of the teachers want to learn abtiaetnative forms
of assessmerthe noRCLIL content teachers, the CLIL biology teacher and
oneof the EFL teachergOne possible interpretatiof thisis that the other
teachers feel the tools they already use are sufficient.
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6.5 Summary

In a comparisonf assessment practices described by the teachers, there are
both common features and differences nbtispecificdy due to the CLIL
approach. The English language courses seem rather unaffected by CLIL;
there seems to be no or little influence from the subject courses on the
content of the English language classrooms.

The two biology teachers shogreat deabf consensus concengi how
to assess as well as wioaassess. Theollaboratedo some extenivhen
planningcourses and useetlsame tests, more or lesmglatinggome othe
test items or questions into English.

The histoy teachers shogreater variatiom their assessment practices
than the science teacheqsparenthynot due to different schoolsut rather
to differences iteacher cognition. Regarding similaritiesdagt the three,
the two CLIL teachershow more common featuréayoing essay®ver
guestion tests

The English language teachers aresuaiiar indisplayingyreater intra
disciplinaryariation i.e they seem to use a Ergnixture of assessment tools
in their courseslhe national tests provittee common denomata. All of
the teachers use thaw a frame of reference and sometimes use old tests for
ther formative assessmentangase par ati on for the or e

To concludeassessment practices seem to vary depending on several
converging/intersecting tacs:

The character of the discipline

The existence of national tests

The level of the course, whether English 5, §s@ersection 5.4.2

The L1 of the teacher, whether (s)he is a native English speaker

The school context, especially waeimternatimal school context

The teacherods personal preferences

= =2 =2 =22 =

Some of the factors listed above are a natural part of the assessment
procedures, such abket level of the course ardking the skills and
proficiencyof the learner into account. Otherghaslast three, should not be
parameterin assessmdort validity reasons.

The next chaptgrrovides furtheanalysis and discussion of the findings,
combining and delvingtointhe connections between the results ftioen
different data collections, as well as performing a validation process.
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7.1 Introduction

In this chaptertheresults accounted for in Chaptaréanalyzeadh relation

to the resarch questia formulated in Chapter AMwhether there are
differences in assessment fdramal practices due to the Clapproacland
the language of instructiowhetherCLIL has any effect on the course
content and assessment in the English langoagesand finally if it is
possible to distinguish any crdsplinary similarities iassessment.he
analytical methad to triangulate the findings from thiéedenttypes ofdata
collectioncarried out in the study

7.2Comparing assessmenCidL vs non
CLIL

The first research question focuses on possible effatis language of
instruction on the assessment methods in thecsobjgent courses:

9 CLIL vs nonCLIL, do the assessment practices differ in the two
subject content courses higt@and biologydue tothe language of
instruction? If they ddnowdo they differ, andn what grothds

In the first chapteiFigure 1 served to preséme differenlayers involved in

the study. These represent componentshhae an impact cassessme
design and whakills ardo beassessed, ithe construct. In a CLIL context
where no CLIL curriculum exists, the validation ointieeded, enacted and
assessecurriculumbecomes even more important. The national curriculum
and course goals anandatoryor allcontextdo helpavoid variability in the
quality of educatiorHowever, continuous validatioms necessaryMany
variables are involveds seen in the present stuithgluding subjective
interpretation opolicy documentsvhichconstititesa threat to validity. The
parameters in this study involW®acher cognitigncourse goals and
disciplinantradition,representing both a macro and micro perspective. The
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macro perspective is present in the course goals, anttrihgerspective
rei es on t e ac lofeahe godls the disciplene and GLilvghere
applicable

The intended curriculum in CLI&ince nspecificCLIL curricula exists
the same Swedish national syllaburs the nonrCLIL setting. The enacted
curriculum differsat least when it comes to the language of instruction. For
the consequential validityessick 1989)of the CLIL approaghit is of
interest to find out if thassesxd curriculums affectedy the use of an .2
as expressedtime research question tgmabove.

Us i ng (2BA3 gogstrddive alignment model, the intendedrning
outcomes, ILG are formulated first, from which assessment criteria and
assessment design are derived. Accordihglyole of course goals and
nation&objectivess broughtup by diteachers. Thimay ref |l ect t he
desire to answer professionally, or reveal the status and impdratioeal
policy documents among Swedish teadRegardless of whichll teachers
acknowledge their importance in the dquasaire, ths confirming the
results othe interviews. No difference is found between CLIL anChlIL
teachers in this regaiithe subject content teachers\amg/careful to point
out that he same national standards should be used to cater &didiheot
assessment in CLIL contextfowever, the purpose and consequences of
bilingual teaching need to be articulated and problematized in order to define
appropriate assessment proceddres.ILOs in CLIL arerepresented by
contentand disciplinarfanguage learning as welkmisance language use,
which differs from FL learning (Niku007) In conbination with content,
students will encounter and usevide range of the target language and
academic functions (Dalténffer, 2007; Llinares et &013, broadly
referred to as oO0the |l anguage of schoc

The CLIL teachers express certain concerns abqubgbdlampactof
the use of English oassessment outcomes. Differ@ctommodationare
offered, sometimdsy allowing the use of Swedish, providing dictionaries or
providing more time on task Another strategy is to offer students the
opportunityto make clarifications afterwards if ambiguities appear.

In the previous chapteit was noted thato evident dierences were
identified in the assessment practices due to the CLIL apprsiead
varying assessment t&geges could be explained bye ac her s 0 di f
preferences and perceptions of their disciplines. In obarnone o what
gr oun ek hssesssnént practicase basedthe context of the
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individual teachers and the prevailing soeietbtisciplinaryiews need to

be identified(Bachman1990; Hofer &Pintrich 1997; Inbat.ourig 2008
Shephard2000;Tittle, 1994. Shephard (2000) aggithat traditional views of
assessment are entwined with models from the past still affecting the
prevailingoractices of teachers.

Nikula (2007 )yeferring to CLIL in Finland, notes that the diversity in the
forms of CLIL poses a challenge for researaking it dficult to draw firm
conclusions. In the present stutlye small sample represents another
restriction. However, drawing on the current observatioagersonal
preferencesn the part of the teachdmscome apparent.

The assessmeprtactices differ more between @ldL teachers in history
than betweeRLIL teachers in biology. This mayekplained in part klyhe
fuzzyo h i sgliscipliney (Pace, 2011), leaviegchers withut clear
assessment strategiddistory is described as rradive in character
(Rosenlund2011)which can be identifiedt e a c h e r, sld@mingl@mp or t s
ohi story liidg ebbagiyc glelny eadd . Onsghewosé t he
of narrative texts for assessment purpds@swithout using rubricsle
believes 0 st or wrdeptograssiog can danfewsd i the st 6
dialogue with students. Since he selamot to include languagm the
assessment, it would have been interesting to find out more abtiatthe e
of st u dese of £idglish in thisituation. Thishowevey is beyondthe
scope of the currestudy.

His CLIL colleague leans more toward r uct ur ea@p clardyx t s 0t
wh at i s r epogQ@LiLrcdlebgue favdmgusstion tests and argues
that the history discipline is based on holvsitglents deal with questions,
draw conclusions and use explanatory models and terminology. In order to
identify progressiorne prefers th use of questions at varyingvels of
complexity.The use of questioas| s o r ef er sowriuse othdmg st u d ¢
as a sign of analytical thinkmgmentioned by all teachers of history.

Alderson and Banerjee (2002) argue that the more structured éhe mor
reliableassessment getghichin this casenightspeak fothe use of question
tests rather than written producti@pecially if no tagkelated knowledge
requirements can be presented. iBhavalidityconcernandrelates to the
opening quotation in the first chapterbeheld acountable and bable to
demonstra the intended uses of an assess(Baoshman & Palmer, 2012)

On the other handf the goals forstudents to show analytical skillsiore
lengthylines of reasoningyroduction tests malge more appropriates
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argwed by one of the CLIL history teache@ear performance criteria
offering consistent standards (Hyland, 20€i7uld describédhow the
analytical skills wbke evaluadin production tests, to support the validity of
the inferences made from test esofMessick, 1989)he targeted skills
including both the cognitive and linguistic sflthe studentshave to be
consideredin relation tathe features ofhe task, as seen in Figure 10 in
Chapter 4.

As re@rds language, one of the history Ge#chers uses only English in
class, whereas the other uses Sweadish needed. The view of the role of
language constitutes an important difference as to the basis for the intended
learning outcome, as well as implementatbnCLIL. This impacts
assesment, aseen in one of the examples where one of the teachers used
writing prompts allowingwedishto be used. HiCLIL colleague never
allows Swedish, which is the policy of the entire international school context
where he is working. As noted previgiisanslanguagirand intelanguages
are often consideregositivein the classroonCreese & Blackledge, 2010;
Garcda, 20120lander & Ingerman, 201but at the same time it may cause
stress for students when the language of instruction and thedaaofjua
assessment are not aligned @at&, 2014).

None of the history teachers claim to include langudgm@riassessment,
only cantent. To quote one of the CLikachers:

English proficiency cannot be part of an examination as little as Swedish
shoud be part of assessment in history.

Yet one of the CLllteachers stas that the correct use of terminology is part
of the intended learning outcomes. He has told students that they need to
accept the possibility of attaining a lower grade due to ldickguistic
proficiency. This reveals a certain discrepancy between stentl®hat is
targeted in the assessment} ast what is claimed ta be

In the question testsome scaffoldingan be identified in the tesised
by to one of the CLIL teache The cognitive complexity level of the test
items appears to be reduyagitling rise tanodified items, such as sentence
starters as in one of the tesAs Seg e | et al (2014: 683
scaffolding learners can achieve more advanced skilisaaimdevels of
advanced oovegver, ginceo moo retrospective interviews were
performedit is difficult to know if the design of the test itevasdue to the
language or if would appear in a tastSwedislby the same teacrass well.
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To condude thediscussiommn the assessment in histongréseem to be
some minor modificationa the CLIL assessmemtesign due to e ac her s 0
perception of student8proficiency levelndthe perceivedifficulty involved
in the use of EnglisiCertain tesitems seem to be at a ®wognitive level
and studentsare given thehanceto make clarifications after thest.
However, most of the differences seem to relattedohe s 6 v ar yi n
individualpreferences and viewstbe discipline.

One of the CLIL tachers believes that oral assessmennhfairto
students who do not dare to speak Enghsdessment would only include
what they odare to sayo. tdegempeaaad er s
believes essapelp studentso show their analyticakills which ordinary
guestion tests fail to do due to lack of time to process. However, he thinks
guestion tests are easier to gradamilar situationexiss amongthe CLIL
teachergthey favor written productipbutdiffer in preferredtype of genre
The nonCLIL history teacher mostlysesquestion tests, but fawoan
academic written genre. He stiuasthat the disciplinary genre is narrative,
in common with both of the CLIL teacheaslvocating both narrative and
academic genreBhe nationatourse goals in history (NAE, 20)L2apress
t hat students should develop O0the ab
and concepts to formul at e, Il nvestig
competences requiring some sort of constructed responseitten w
production.

In biology the assessment samples rendered by the CLIheamdn
CLIL teachemt the same school are almost identical. The course layout and
the writing assignments are comparable ag\wediported in TIMSS (2011)
constructed regmse is a common test item,asihe t eachersodo te
preent studyAccording to the literaturassessment in the biology discipline
rests on cognitive processes and hierarchical performance expectations
(Corrigan et aP013 Airey, 201 Both dsciplinary knowledge arglevant
abilities need to be assessed.

According to the teachers in the present stiy abilities include
problem solvig, working methods, drawingpnclusions and forming
hypothess. The noRCLIL teacher gesmore into detail regardicggnitive
skills as pa of the ILOs, whereas the CLIlteacher focuses momn
communication and conterdl threed cognitive skills, communication and
content together with cultural referenéeare advocatedrf CLIL (Coyle
2010). The CLlIlteacher uses a rangdufction words in the test items, but
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does not express the same concern for disciplinary trald#trgguage is
perceiveds an instrument to describe relationsBiu. teachers, regardless

of L1 or L2 recognizea need to provide students with Jistd of
disciplinary concepts. The CltHacher specifically claims that activities and
language input in class should be sufficient to prepare students for linguistic
output and productionAccording to her,fiteaches do it right, students
should acquire thols they needvhich resembldke viewsexpressed by

many scholaro f I mmer si on and | a8 gnpuh g e b a
hypothesisexposure to language results in language acqyigitiayan,
1999)

The nonCLIL teacher in particular claimsdiawon the character of the
discipline when designing the assessment @wsof the CLIL teachers
claims to prefewritten forms of assessmeamtknowledging the importance
of students havintpetime to sit down and express themselves, as opposed to
oral communication. This is an interesting comment, since Llinares et al
(2012:244) state that othe role of w
is, at present, largely unrecognized, with macé interest being shown in
the development of orady Wtker tettah (2011) te that within CLIL
researchvery little information is available when it comes to diseipline
specific writing. As already rihtéhe CLIL teachers in the et study
clam to prefer written assessment modes, yet caxpett to receive much
researcliinformed guidance-However, suggestions have been introgduced
presented in section 7.4 below.

To conclude the comparison of the assessment practices in biology,
seems asf idifferences in assament practices are based different
perception ofstudentd8 n éneCdllk more focus on languaggs in non
CLILonstudentsd production of academic
CLILteacke r 6 s f ocus on df eeragaremassof thesmpace st i m
of the language of instruetjonvhich in turn magrevent ler from focusing
as much on other features, such as academicHmmexer, the test design
is almost identical in CLIL and RGhIL. According to the national course
goalgyNAE, 2012 j the students are supposedto s e knowl edge of
to communicate and [ é] examine and
offered especially in the writing assignments.

A concluding remardhould be madegarding the QL teachersn both
disciplines.nl the questionnairthey acknowledged assessment to be difficult
and some of them stated that they would like more training in the use of
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assessment tools. Nevertheléssy were willing to share their assessment
samples, arttiey &0 expressed enthusiasntieir CLIL endeavor.

7.3 Effects of CLIL in the English language
courses

The second research questiauses on the influence the Clpilofile may
exert on the English lgnmage course format in the Ckthools:

1 Are the asssement tools and the course content affected in the English
language courses where English is used in subject content fourses?
so, loware they affected

Before examining the results, issues in the data collection procedure need
to be addresseDuringthe interviewsall EFL teachergave their consent to
share samples of their written assessment tools, but only one out of six ended
up doing so Two of them left the study and three never emd any
material, or submittestudent texts instead of tests, prompts or assignment
descriptions. Standardized tests in the form of national tests are compulsory in
English 5 and 6 to measure all four receptive and productive skills. One of the
teacherswho used old national testsy Bummative assessment purposes
submited those together with some other standardized TéstsEFL
t e a ¢ hesitisndo share their assessment material was unexpected.
However, one possible explanation ma
as arEFL teacher, causing them to feel nvaggantly analyzgdf. Dalton
Puffer, 2007)CLIL beingimplemented in the content courses, andhrtbe
EFL coursegmpliesthat the content teachépsactice is more experimental
in a senseThe EFL tGssesanbidolssod the other handare
designed i n 0t hei Toguddeiom theuirdegvewspthey i n s t r
usetools they feel comfortable witln the questionnairéhree out of four
responding EFL teachers claimed grading taifhe egsvhereas one stated
fairly difficuf@nly one of them expressed a need for more training, referring
to alternativéorms ofassessment.

The literature acknowledges the complexity of lantpstigg (Behman
& Palmer2013, andShohamy (2008:xiv) nethkato | anguage knowl e
complex phenomenon, which no single procedure can be @xfecte
c a pt. inrtlee6CEFR and national course goafs Ghapter 3)it is
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suggested that relevant and authentic subject content showdblideiin
the EFLcourses. When describing language use in asseBastenan and
Palmer (2010:4thaimthat topical knowledge has to be consigsnece this
provides the information base that enable studemég fanguage. Yet, in the
CLIL schools, where there seenbé a natural cressrricular context, this
is not immediatelgmbraced by the ERkeachers. dachersefer to lack of
time both to plan interdisciplinary projects, but also in their comsa®
they need to covercertain course content. Considgtime changing status
and presence of English in the lives of young SwedpsSylvén &
Sundqvist, 20)2t may befruitful to consider different formats in the EFL
coursesThe communicative shift (Hym&871), language as a wulbject
oflearning as wel | as escylewlenrEngisbavealngde pr of i
language teaching more complex.

Oscarson and Apelgre010Q found in their surveyhat language
teachersise a mix of classroorbservation, written assignments tadd for
assessemt purposes. Selssessment and portfolio were among the least
used.At the international schooln® of the teacher®cuses on written
productionfor student portfolios. Hisolleaguat the same schodbesnot
favor st ud e hut ferdiffeoent neasanp,ir te if egpread it adl  ©
o v e Thé characteof the discipline, as well #s syllabus, requires
attention to multiple complementing featyi®sohamy, 20Q8a possible
source obtress and confusias tohow aml what to assess

Returning to the second research questin,ahswer appears to be
mainly onod: the content and assessment in the EFL courses are not
significantly affected by the useBwofglish in the other courses. the
international schoothe EFL teachers acknedfe what they seem to
perceive of as their responsihility preparestudentsduring their firsfew
weeks in upper secondary schimolthe English medium instruction in the
content courses. One of thadhers has helped studentshgough material
and difficult terminologfrom other classeslis EFL colleague has focused
on spoken goals gbat the students will feel comfortable using English in
their content classes. e rest of theEFL course is characterized by
assignments and contagetatedtot e ac h er s dandtheeskllabus nc e s
according to their own reportslone of the tachers acknowledge any
i ntegration, neither on of diseiplimary par t ,
terminology fom other courses in the language used in the classroom.
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In the CLIL literaturethe success of CLIL as a teaching strategy is linked
to the degree of teacher collaborati®ayle,1999;Haataja, 20)3In the
present study, owever, teaching methods involving lbol@ion across
disciplinesappearevenlessprominent in the participating schools than in
contexts without bilingual teachi@aly thenonCLIL EFL teacher, who left
the study after the interviews, claimed to wodasionallyith a subject
contentteacher in history

The result givesse to acomplementary questiomamely whycourse
content and assessment aoctaffected. By attempting to merge all the
teachers of the study into one profie in the figure below,vary diverse
and multifaceted image of the EEburse format emerges. Irded learning
outcomes ILOs (Biggs 2003, includemany featuresas seen both in the
CEFR and the national course gd#dsethe ILOs reported by the teachers
are listed. The CEFR isclearlypresentin this connectignalthough not
mentioned by any of éhteachers. National tests are not leqmoals, but
the teachers speak abthém as if they were. The diverse construciréeat
as ILO in the figure belowan be said to reveal thecasionallp f uz zy o6
natue of the intended learning outconmethe EFL course format

Figure 11. Alignment of course content, Intended Learning Outcome and assessment in the EFL
courses

Course content: ILO: Assessment:

Course book Course goals Grammarttests

Writing assignment{ 4mm | (CEFR) mmp | Vocabulary quizzes

Old national tests oONati onal Realia question tests

Novels The four skills Listening

Projects Prepare students for comprehension

Film content courses Reading
comprehension
Essays
Speech, presentations
Oral discussions

The figureaims at combining the perceptions of the tea@dsexpressed in
the preent study, regardless of school and course le\&hglish 5, 6 or 7).
This is to highlight the central rihatthe intended learning outconsegm
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to haveconcerningoth course content and assessnibatILOs define the
assessment task, and teaching methods should be aligned with sarial ILO
assessmenfhe question oWhy are the Engli s
assessment tootmtaffed¢ e d 6 ma y edhnepariaby Isokiegrat the
teache@learning goalsalthough merged, in tldovefigure. The teachers
mention that they need to prepare students faratenal testsvhich cover
the four skills:reading and listening comprehension, written and oral
communicton. The possibilitysuggestely the national syllabus, tefind
relevant content for purposefldnguage use in relation ot udent 0 s
educationalrpfile, does not appear to be a focal .ateaome instancethe
teacherexpress doubtas tother own ability to deal with subject content
theyare unfamiliar with. In the pesg studythe EFL teachers acknowledge
very little interdisciplinary integration, mutual planning or sharing of thematic
content. Tis is considered to be too themnsumingCollaboration is not
viewed as timgaving or an advantage, although a couple of teachers note that
it would probably be beneficial fstudents if their workloadould be
diminishedy merging assignments.

The results of the present study confirm whapresouslybeen stated
about CLIL namely that it is usuallgplemented iwontent courses, not in
language classroor(igassler et al, 2014j the aimof CLIL to make
language leany more authentic and relevanto be regarded waalid EFL
courseneed to bancludel somehow. As Nikula (2005:35ye s , ot her e
seem to be no principled reasons why certain aspects of CLIL instruction that
seem to be conducive and meaningful foreign language use could not be
brought i nt o FA commonftarmexworls for assessment ih 6 .
CLIL hasherebeen advocated strengthen a more coherent view.

7.4 Assessing language and content in the

disciplines

The third research question focusepassiblesimilaitiesi n t he di sci p
assessment procedures:

1 What does theassessment design look like in the different disciplines
when it comes tanguage, coatafform® Are there common features?
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Before discussing the actual assessment material, an important finding
concerns t he t stadentseThesEHr-teachers, wspeciallyint h e
the noninternational schoglview the CLILstudents as very proficient
English users. The content teachersthe other handseem tohave a
somewhat different perceptias they acknowleddgjee students naf e d
support and scaffolding orderto manage the extensive texts in the course
bodks and all the new subjspecificvocabulary. The EReacherspeak of
the students as top students, easy to have in class since they are already so
competent, wheredsetcontent teachers think they need agmmiationand
support. The content teacharsention that they doot consider languggpe
refrain fromcorrecinggrammamistakesince they themselves are not native
speakers. This reveals a contradictory pictdre t h e Swedi sh S
proficiency in English.

An explanation for the differeviewsof the students, as stated abbes,
to do with the different registers and diiféeerence ircourse focusin EFL
classeghe focusis oftenon BICS(basic interpeonal communicative skills)
whilein content courses the intended learning outcome is academic,language
as in CALP(cognitive academic language proficie@yinmins, 2000)
Further,the language in focus in content classes is disciplinary as in CO
(content obligatory) language, rather than CC (content compatible) academic
languageWhen students are expected to siggectspecificconcepts in
classroom discourse, thesations are sipposed tointegratewith their
general language of schoolif®chleppegrel, 2004). Howevdr,usd e nt s 0
communicativeproficiencyin Englishhas been shapad the language
classroomsand by theirextramural exposure (Olsson 208dndqvist &
Sylvén, 2012Sylvén 2M6). The often neglected linguistic register is the
generaCC academic language needed in CLIL settings. It has to be dealt with
either in the EFL course context or in the content course

After analyzing the datibecomes clear that a certdiscrepancy exists
between the disciplines regarding what to identify as content. Course content
in biology and history often relates to themes and topics. In the national
syllabusthe core content in biology is defined under four headtasgy,
geretics, evolution and the nature of biology and its working methods. This is
consistent with the thematic content of the course prélent study. Below
each headingmaller components are listed in four to ten bpdetts
describinge.g.theoriesmodels, struates and mechanisnhg history core
content is defined in five bullgints without any thematic headings. It can
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be summarized by the European classification of time petihads,
industrialization and democratization during tHe @l 2" centuries,
historical source materiatls interpretation and yse a n d finally
individuals and groups have used history in connection with current conflicts
and attempt s .tNAE, 20&2a,pykbabuadf higiory.(Thef
difference between the disciplines has also been recognized by researchers
suchasMartin (1993:213, in Llinares et al, 2012):

However, researchers have found a difference between science and
humanities subjects i n t&angstudents,at ment o f
abstraction probably forms more of a problem than technicality, since

science teachers do teach concepts and terms that make up scientific

di scour se wher eas [ é] hi story teachers
nomi nali zationébod

Llinares et al (20LBote that the language of science is recognized as part of
subject knowledge, but this is eaqually clean history.

In the English syllabusore content is desceith by the use of three
headings:content of commnication, reception angroduction and
interaction. Below each headitiyee to seven bullgioints are listed,
covering subject ar edme.glielatare, euturat o t h e
conditions, the spread of English in the world, texts of different kinds and for
different pupose, oral and written production (NAE, 201Z&he CEFR
defines thematic areas and domains which should be covered in language
teaching, such as, personal identification, freeatichéravel, areas which
would be used in relation BCS (Cummins, 2000Further four types of
oknowl edged are di st i napumusidateakills, dec | a
existential competence, i.e. attitude and motivation, and finally ability to learn.
Competences are defined as linguistic -lsagugstic and pragmatic

The intenibn here is not to make a complete comparison of Swedish
national course goals and the CEFR, but to illustrate how the a@iotion
content may signal and comprise many intersecting features, themes and even
competences or skills. The same quandarige traced in the scoring rubrics
and task desctipns in the prest studyln a task description for book
reports in the assessment samples of this study, content is described in terms
of; a very brief summary of the plot, setting, and personaopboutthe
book, thusindicating thdayout and structure of the presentatiamther,
other aspects to be discussed ranted, including, for instance, subject
message, genre and languBHge.varying views of what constitutes content

148



ANALYSIS AND DISCUSSION

are important to identify and describe before aiming for interdisciplinary
projects.

Looking at language instead, only one of the six subject content teachers
interviewechas a degree in English, two semesters at university level. This
could be compared withe four semésrsrequired for an English language
teacher at upper secondary school levetderto be certified to teach. The
subject content teachers, CLIL and-@ai_, show individual differences in
the wayshey relate to language in their courses.

The result of the questionnaire reveal that only one oéfigndents, an
EFL teachementiondinguistic accura@ga main concern thheassessment
of studentsd skil | slangudge teaclers chost otrerur p r
alternatives.

In the quesonnaire the teachersfrain from choosing a general content
compatible language as an important goal in their teaching. The lack of such a
language withake it difficult fostudentgo expressheir content knowledge
in cognitively demandingontexts. Tl teachersmay also lack an
understandingf what this genal language stands forfamd by Yoxsimer
Pauslrud (2014). Subjspecific concepts and terminology on the other hand,
are easier teee the importance. dtheyare also inclal in the coursgoals.

A framework for assessmamtCLIL was mentioned earlidighlighting
the need to cover both languagecontent within the disciplinédherefore
a CLIL framework for assessment necessitain integrative approach
between disciplinesvhere language registers are identified in relation to
common target language use.

In the table below, soneé the crosslisciplinary features from this study
are compared to show how writing assignmnehish appear in all of the
disciplinescover different cognitive levels and thinking skhisinclusion
of LOTS (lower order thinking skills) to the left, and HOTS (higher order
thinking skills) to the riglshows therangeof cognitive complexityn the
material in th@re®nt study, nossignments requiring the highest order skill,
creating new ideasan be identifiedne explanation may be found in the
content courses included in the stinilylogy 1 and history Jaught during
the studentsd first year of wupper sec
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Table 16. Cognitive function words in writing assignments across disciplines.

Function words in production tests/writing assignments
Cognitive levels

<LOTS HOTS>
Narrate/ Explain/ Use/ Compare/ Generate
Remember | Understand | Apply Analyze new ideas/
Create

Biology X X X

CLIL

Biology X X X

non-CLIL

History CLIL | X X X X

History non- X X X

CLIL

English 5 X X X X

English 6 X X X

English 7 X X X

The instructions in the writing assignments and essay questions in some of
the question tests have been compared, revealing that the level of cognitive
complexity is rather similar across disciplinesf tlémrequire students to
explain, apply concemad theories, as well as to analyze and compare. No
desciptions including the generatiohnew ideas have been identified in the
assessment samples. The lowestr thinking skill, to narrate and recall
information only appears in the first Englishuise, English 5, as well as in
narrative esys in one of the CLHhistory courses. This could dmmpared
with the CEFR (2001:61), |l evel B1:
pass on rout i neand thecprevakemce af BICSoim theefit 1 on 6
course. During the next coyrgaglish 6, more focus is placed on CALP. In
history one of the CLIL teachers favors the narrative format, thus implying a
use of both narrative and analytical skills. None of the English language
teachers chose analytiskills as one of the most prominent features in
assessment in the questionnaied, in the essays in the hggakes national
tests students are supposed to discuss and compareptber words to
analyze (ckection 6.).

Regardless ofatiplinethe course syllalicludecontent to communicate
and learn. Irthe preent studya distinction is made between conhtend
language, where the former term is used to deulgect themefeferring
to Bloonts revised taxonomg avell asower and higherder thinking skills,

a progression in complexity can be identified., Thisurn is closely

o
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i ntegrated with a studentds Ilesnguage
one or the other, content language may be in focus, or at least be said to be
the target of assessmel.y usi ng ¢ veysiore @ Cumm# 9 9 9
guadran{cf. section 4.5.2), the linguistic and cognitive complexity of the tests
could be described ammbined The more linguistically demanding test
items, which also require highereorthinking skills, are found in CR test
items or production testsedt items using academic function words requiring
analysis and argumentation are found in both biology and history. In the EFL
courses they may be traced in essays in English 6 and 7.

The questiomfter analyzing the materiaklod preent studyis whether
there are enough common features to fuse goals across disciplines in order to
find common assessment formats and feaWrsng assignments seem to
providesuch a tool. Llinares @ (2012:244) ef er t o r esear ch w
struggle with a foreign language in writing has led to geepessing of
content

Writing about content is, on the one hand, a way for students to find out
what they know and davegdtidiek hisalsoabout wha
way to develop and expand language resources in the foreign language.

In CLIL discourseassessment tools are requested which are capable of
measuring the special skills used and acquired in CLIL settings (Llinares et al
2012; Magan 2006). A validity concern in assessment refersetber
teaches focus on what is perceiaimost important or most enjoyable and
easy to assess. @brter 2004)nl or der t o a ssskeislsl sdds, p etchi
need to be identified, described amduded in a CLIL curriculunAt
presentno such curricula exist, at least not in the Swedish context. Therefore
it is not hard taealizethe complex, not to saynpossibleendeavorCLIL
teachers are facing. One cannot be accountable and justifgynithed uses
of an assessment (Bachman and Palmer 2012) in relation to CLIL and
language acquisition, when no saténtional learning goals exist.

Belowfollowsa discussion of possible threats to the validity of assessment
in a CLIL-context.
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7.5 Valdation of assessment in a Ctdntext

In Chapter 3a chain model was presented, offering a systemic approach to
validation, where different threats to the validity of an assessment procedure
are identified (Crooks ef H996:282):

The primary purpose tiie model is to guide and assist the validation of
assessment procedures, interpretations
purposes imply substantially different emphases in validation, because the

relative risks associated with each of the links anthavpecific threats

vary greatly with different assessment purposes.

This section offera discussion of the validity of the writteseasment
procedures in the peg studyu si ng the eight steps I
model. ©nsequences fetudentsas well athe educational context in which
they appear areonsideed. Assessment interpretatioas seen in the
assessment format chosen by the participating teachergaluated. To the
same extent as some of the steps in the chain overlapyinibieadipt steps
are equally relevant tke preent study, amdicaed in theabovequotion
Crooks et al describe how the model should be adapted to fit the current
situation, whilacknowledging the importancad#ntifyng the weakest link
to ensure validity. The validation is not exhaustive, but offers a view of the
complexity involved in the practices.

The first step in the chain model is caflddhinistrationhreats to the
validity associated with this fiisklrefes tost udent s & bgngr f or m:
misinterpreted due tboac k o f | anguage, whi ch may
ability to demonstrate their content knowledge. This may cause test anxiety. In
order to avoid what Crooks et al call inappropriate assessmetnnsondi
research suggests that students should be encouraged to translanguage to
avoid test anxiety and bias due to poor administration (GabR&b¥a
Garcia2009; 2012 In the presnt studysome of the content teachers claim
to aceptstudents respaiing in Swedish or even mixing langyagesreas
others state thatudents should use Englhly, since this is thinguage
used by the teacher. One of the teachers mentions the use of dictionaries
during tests, reprasting a possible threat validty, not because of the
language, binecause dhe extra time and skills needed to use the tool.

The second step relates to sleringf the tesd. As in the previous link,

CLI'L studentsd | ack of linguidgic ski
or cortent knowledgelf undue emphasis is placed on certain aspects in the
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scoring, such as poor spelling, students may not receive relevant credit for
their knowledge and skills. Even when content teachers claim not to assess
language but only cont&knowledge, certatest iems are highly dependent
onstudent 6s | inguistic per f,awvarargessc e . I
is neededf how to balance too detailed scqric@vering many separate
areas, with too holistic scorimdhee no assesgent and scoring of specific
aspects is done. The use of question tests versus production tests may serve as
an example where this awareness is needed.

Threats to the third linlkaggregatioslate to the design of individual tests
as well as the assessim@ocedures within an entire course. Overlapping
with the threats associated with the balancing of test scores, aggregation has to
do with intertask correlation3he balancingefers to the diversity of topics
during a course, as well as betweendrs in the same question test.

The validity of thenterpretatiorof test scores msothreatened if there is
too wide a range of topics to assess the target domain. This is not a threat
specific toCLIL contextsput stillimportant when the teachemsiders the
purpose of an assessment in relation to course goals, target language and
written genre in relation to discipld:i
factual knowledge, analytical skills guigtic repertoifeThe purpose should
align with the choice of assessment forhingt use of essays and portfolio in
some cases, question tests in content courses and completion tests in English
language courses need to be validated. Some have already questioned the
validity of tradional assssment tools in CLikontextsKiely, 2012Morgan
2009.

The use of portfolio and writing assignments represent a broad construct
centered assessment where reliability can be &@emskalizabilityhich is
the next link, improves when scoringeoat can be made more simitgr,
usingstandardized criteria and scoring rubrics. Scoring rubrics can be either
taskspecific or generic (Crooks et al, 1996hidistudy some of the English
language teachers, as well as one of the content {éachdrg difficult to
formulate or show proof of criteria used in the assessment of writing
assignments. In Englighe NAE provides guidelines for the national tests,
but language teachers in the gmestudy were hesitant to assess written
production intuding unfamiliar content areas, adnadit always refer to the
abovementioned guidelines in other assessment tasks. The lack of task
specific criteria, as well as generic interdisciplinary common features
applicable in bilingual teaching conjegfwesents a threat to the validity of
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the generalization and accuracy of s
in their L2.

Messick (1989) sehe expressioroconstruct underepresentatian
indicating that the validity of assessment is undermines abrstrained
item types are used, preventing extrapolation and conclosithes enire
target domain of a course. Tladidity ofextrapolatias strongly dependent
on content coverage and cognitive complexity in the exbsiEseain. The
lack of corentcompatible academiegisters in the subject conteatirses
in the presnt study mayreventstudens @bility to attain the targeted
proficiency levels in academriting. The lack of conteabligatory rgisters
in their L1 and conter@ompatiblednguage in their L2 mistrictcognitive
complexity and ths preventextrapolation. Teachers may consciously or
subconsciously try to lower the level of difficulty in the choice of tesagems,
may be inferred from some of the CLIL tests when codwéhrenonrCLIL
equivalents, making modifications gopviding theinitial lettersof the
answersyr allowingstudents to make clarifications after the test.

The validity of thevaluatione | i es on teachersd perc
and studentsd proficiency | evel. The
here,indicatingwhat the construct is, e.g. performance or ability. A CLIL
teacher who states t hatup tolthe Bnglishd t as ¢
| anguage teachersboé, how corenrepadsieg/ s he
grade and an excellent performance? Since the same objectives are used for
CLIL as norCLIL, can there be inteater consistency in the evaluation of
scores regaels of language? The CLIL teacher may endhaking
all owances for st ud e, expkribed ppooowrittegqu al i t \
expression due tihe use of an L2. In ¢hpresent study one of the CLIL
teachers mentioned that he had to approach stasehésk them about the
meaning if there was ambiguity in the answer before deciding on a grade.
This of coursemay be considered relevant in a context where the effect of
the L2 on the quality of the answer in content courses is an acknowledged
concernAt the same timéoweverthis mayconstitute a threat to validily.
the endit is a pedagogical decision determining the impact of the assessment,
which according to Crooks @&t(1996)d i rect |l y i nfl uences
validity. Thadecisias iformed by the standards the teacher uses, the explicit
standards as found in curricular goals, or possibly intwresah the nnd
of the assessor. In the metstudyall the participants refer to the use of the
same national course goals when plgnand assessing their courses,
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especially when asked about possible effects of CLILher€l. It teachers
do realizethe issues related to the language of instruction, shioatimgn

the interviews and in the assessment sanmalethisis somehowdken into
account (cfsection 7.2).

The last link in the chain model deals witlntipaaif an assessment, also
expressed as consequential validifgrring to Messick (1988 ce again.
For studentsthis sums up all the previous steps and is [yofs# most
important link (Crooks et al 1996:280):

An essential part of the validation of an assessment process is an
examination of the extent to which the assessment achieves the purposes
for which it was intended, and the extent to which both intearted
unintended effects of the assessment are positive or negative for the
participants.

Thus stating that there will be both intended and unintended effébts o
assessment, the important thisghow the effects are made manifest.
Examples of positivend negative consequences are listed mk<ei al
(1996:279):nhanced motivation and greater confidence in skills and future
performance on the positive sigEluced motivation, increased anxiety, focus
on factual learning at the expense of higheitieeglevel outcomesn the
negative The examples given depend on what the teacher focuses on in the
grading and the feedback\pded. The findings in the presstudy do not
include studentthereforethe validity of this link cannot be fairly estimated.

7.6 Summary

In this chapter the results in relation to the research questions have been
analyzed and disssed. The findings reveal the abseheespecific CLIL
method forassessmenbut alsothe absenceof subjecintegration in the
participating school3he pedagogical purpss®er implementing CLIL are
unclear.flthe language of instruction is not taken into account in assessment,
whatthenis the intended learning outcomiger than subjeconten?

Crooks et al (1996) note that threats to the validityseEsment use vary
greatly depending on situation andifferent assessment purposes.
Converselyconstruct validity depends on clarity in the purpose and intentions
of an assessment. The question is what the strongest, not the weakest, link is
when de&rmining the purpose of assessment CLIL situations. The
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language in CLIL cannot Oisregarded asbonus or sideffect ance it will
have implications fatudent outcomes.

Nikula (2007) notes that CLIL and EFL teaching should be seen as
complemenng each other; CLllsituats students as language users rather
than language learndrs.an expandediew of vatity (Messick, 1989he
relevance and uséassessment instruments are in focus. Brown and Hudson
(2002) mention the needs of the students when aligning testing with
curriculum. In the present studythe choice of assessment format is
influenced by traditions inherent to the disciplines and the particular school
contextln the nexiand finakhapteran effort is made to identify assessment
features which may contribute to the needs of the studentd hilingual
teaching approaches such as CLIL, integrating the use of content and
language in the same tasks.
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The present study represergslimited contribution to the afjedy
problematic and underexplored field regarding CLIL and assessment.
However, there isow an increasing bodiresearch and several studies have
recently set out to investigate key areastarest andconcern regarding
assessemt in CLIL, especiglithe role of language in assessment and
different modes of assessment in bilingual content instruction (e.g. Gablasova
2014; Honig2009Wewver, 2014).

The issues related to language and content integration in assessment also
find intersecting areas wofterest with the teaching situation in bilingual
immigrant education. Issues related tqukage in all content courses have
been highlighted as a focal question andeaming increasingly significant
in Sweden as in other parts of the world (H6ni§9:20Liberg, 2009
Lindberg,2011; NAE, 201§. In Swedencloge to twenty percent of the
studens in elementary school have another first language than Swedish, which
means that subject content teachers face a linguistic diversity in the
classrooms thare not always prepared NAE, 201D).

Previous research on Cliiasconcludd that there is a need for teacher
training, a shared framework for good practice ansked ewvareness of the
role, functions and forms of different academic linguistideegfi&diund,

2011; Gablasova, 2014; Honig, 2009; Morgan,\28@&r, 2014y oxsmer

Paulsrud, 20)4The present study agrees with previousm@adn all these
regards. @achers seem tecognize the need for subjgpecific language,
including termand concepts, whi& the same tintbeyareunaware of the

need to consciously develop an interdisciplinary academic registanes

referred to as contenbmpatible language (CC). In an assessment sjtuation
the lack of such language may haveccensia bl e i mpl i cati on:
ability to express content knowledge and to show proof of higher order
thinking skills in cognitively demanding tasks. Without esodighanguage,

they may be prevented fraxpressga higher level of understandinghef

course content, which in turn will have consequences for the outcome of
assessment. This is specifically true in written assessment types requiring a
constructed response, and even more S0 in essays. In genre,pedagogy

157



ASSESSING LANGUAGE @ CONTENT?

acknowledged that estaidid patterns ofterofm the basis of any variations
(Hyland, 2007).
The written genre consists of typicdérdisciplinarycademic features along
with subjecespecific concdg, both of which can be taughhe question in
CLIL seems to be by whomthe language teacher or the subject content
teacheror both?At the same timgs with any model, there is a risk that
teachers focus on genre approaches as the only way, insgagodifier
complementary instruments as well (Liberg, 2009).

In order to provide the best conceivable conditions for integration of
language and content in bilingual teachingpdrelable to cater for vatid
in assessment in both domains, assessment guidelines need to be in place. In
the next sectigrine pedaggical implications dhe findings in the present
study arediscussedand apossible way forward by distinguishings<r
curricular writing features is suggested.

8.1 Contributions anthplications

A study such as the present, which sets out to find cofeaores in the
assessmentactices in CLILobviouslyhas pedagogidabplicationsfor the

validity of CLIL as a teaching methbdf{ also for its practitioners to be
considered assessment literate, standards and guidelines for good practice
need to b developed-irst of all,assessment practices in bilinteedhing

should differ from thosef regular teaching irl. A specificapproach for
assessment in CLIL, where standards how to deal with language are
articulatedneed to be in placeSubject autent teachers, who take on a
tremendous workload ideveloping course and assessmentriatate

English need training to recognitee different registers involved when
performingsubjecispecificdasks. This includes identifying different academic
regsters comprising CO (content obligatory) and CC (content compatible)
language along with written gefitenares et al, 2012; &pipegrd, 2004

and TLU (target language use) don{Biashman & Palmet012.

Secondly, subjecbntent teachers needamareness of the cognitive and
linguistic demands of different academic function and question words in order
to appreciate the required skiif the students, including language, when
processinglifferenttest items. The appropriateness of different tgpéds
modes of assessment has todrsidere@nd validated.
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In CLIL schools the integration and interdisciplinary collaboration
between subject content courses and English language courseseshaould
top priority. EFLteachers have an opportunity teeasauthentic content to
make their courses more relevant, aoadverselysubjecicontent teachers
can focus more on cognition and rislevantopic.However, to quote Sylvén
(2004227):

Is it then, necessary to use CLIL to enhance the teaching shEngli
Considering the lack of dually qualified teachers and the exposure to
English available in so many areas in Sweden already, how justifiable is it to
use it as the language of instruction in school?

One response to thiguestion may be thdty developig a genre based
written pedagoggnd reading strategies in upper secondargl gbis may
contribute to bridginghe gap to the academic wodd large Although,
preparing students for tertiary level is not the aim in all CLIL contexts. Other
genre mayberelevanin vocational programs where CLIL is used. However,
teacherso genr e awar eness -dgapkharyt he p
academic registers should be the overarching aim in an integrative teaching
approach offered through CLIL. The purpos€blL is to fuse goals and
work across disciplines and curricula. If genre awareness and general linguistic
skills can be taught regardless of discipline, making connections and
addressing the fragmentation in the educational context, CLIL coutla help
make education me relevant and homogeneousttaents.

Another possible perspective would imply using CLIL in other FL
contextsFor instanceptfind content teachers witlli to teach in Frenand
enough students in one schpmparedo learn subject matter in any other
language but English does not seem likelySwedish contexiowever, if
CLIL were to be implemented in the FL courses this would be different. The
use of anyther language but English impkeslifferent constructEven
though the national course goals are the shen@roficiency level at the
outset at upper secdary school differs, as daesirse design for the same
reasons. To respond to Sylv®nds que
valuable using an L3 or L4ths medium of instructionthis would better
align withthe goal of the Europeadommission(1996, to enhance the
leaning of more foreign languages.

Either way, duture assessment framework for Qlvlll necessate more
awareness of the role of langes within and across disciplines. Language and
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cognition are inseparable artierefore both of them should be
acknowledged in assessment practices regardless of discipline. In the same
way language and content are two sides of the coin and cannsgdseds
separatelfMohan 1984. It is a matter of defining and deciding what obnte
means in each case, and Wdrajuage is needed and used to perform various
writtentasks applcable taoral communication as well.

Foll owi ng Cummi n slanguage foPeach tidtiplineahata d e m
is used in assessment should also be taught. The target languagefose, TLU
an assessment needs to be aligned with assignments used iglasass. H
2007:149 states:

By making explicit what is to be learnt, providiogherent framework for

studying both language and contexts, ensuring that course objectives are
derived from studentsd needs, and creat
understand and challenge valued discourses, genre approaches provide an

effective wting pedagogy.

In the preent Swedish contexhe first pace to look for objectives is
curricular goals and syllabingustic and cognitive skills are estiafor each
discpline. While some of them are discigdipecific, many are indeed cross
disciplinary. By merging similar goals and applying-bgsere writing
instruction across disciplinespacificassessment framework and pedagogy
may be established, i n | i napplwiot h st
constructed response test items.

Gajo (2007) notes that lists of comaniigatory and contenbmpatible
language should be established, tmasnoting collaboration between
language and subjectctears Linguistic and cognitive goals have already
beenmer ged i n Cu(chmectios 8.5)2mathermone, within
CLIL other suggestions have been put fork@rdombine features across
disciplinese.gC o y | e 6 dCamloidge ESOIs, 2008palytic assessment
grids (AECLIL, 2012), grammatical fesguin the subjects (Llinares et al,
2012; Schleppegrell, 20G4) mention a fewPrevious research claims that
portfolio seems like a good assessment option in CLIL cofWéteer,
2014) Without specifically advocating portfelibe findings in the psent
study point to common practice already in place in Swedish CLIL clgssrooms
where writing assignmeptevideacommon crossurriculaidenominator.

Building on the findings in tipgesenstudy, a few preliminary guidelines
are suggested below. Theslign with suggestions genre pedagogy
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(Gibbons 2003Hyland2007;Schleppegrek O 0 H a ROlllnas wall as
previows research in CLIL (Gajo 2007; Llinares et al, 2012; Wewer, 2014):

9 Identify and define relevant written genres foralewantontext and
discipline (e.g. narrative, informative, expository, argumentative,
analytical texts)

1 Exemplify by usingubjectspecific types and formats (e.g. novel,

article, letter, projeddboratory reports)

List contenfobligatory language and concepts

List contenicompatible language aexpressions (e.g. linking words

and expressions toeate coherence)

List grammatical features needed

Define languageerded for higher order thinking skills

Incorporate CEFR in the process

Set up transparent scoringpnics, involve colleagues ataidentsn

the process

= =

= =4 4 =2

As seen in the validation of assessment practices, reliability can be at risk
when usingportfolio and writing assignments. One wayingbroving
generalizability and validitytasfind generic as Wels taslspecific rubrics
and benchmarkdVhen more research hasei conducted in the fieial
various disciplines, a possible framework may be launched. Until then, some
suggestions for future research are presented below.

8.2Suggestions for future easch

The focus in thistudyhas been on teachers and their assessment practices in
a Swedish upper secondary context. There are many aspects of assessment in
CLIL which have not been addressed. Three dissipliere included in this
study: EnglisHEFL), biology and history. The results of theeptestudy
would benefit from more 4depth research within the disciplines as well as a
inclusion ofother disciplines. By comparing the findings in this study with
teacher sd ass es scoeents, e. .rother tdiscplnes andn ot
other schools at the same level, elementary school or tertiary education, a
deeper understanding would be possible.

In afurtherstudy involving teachers, other methods could be used, such as
retrospectiveinterviewsand stimulated recallyhere teachers reflect on

161



ASSESSING LANGUAGE @ CONTENT?

student achievements in the testdalsotheir own grading, possibly making
a validation of their own tests.

Oral assessment and formative assessment are often in focus in the
discourse surrounding CLIHowever the presat study was particularly
concerned with written assessment. More research involving other types and
modes of assessment in a Swedish educational context would add to the
overallpicture. Comparisons with assessmentatsrin other int@ational
CLIL contexts would also be rewarding in order to find a basis for good
assessment practices in bilingual education or CLIL.

The presnt studyhas beenlimited to interviews and analyses
documents Future research could include classroom studiebetter
understand context and the alignment between course content, classroom
practice and assessment procedures. Furthetmsrstudy was limited to
t eacher s 0, byg shiftevgp the focuy wstedents would also be
worthwhile One of the tachers in the present study sugdemterviews
with former CLILstudents who are now university students, to find out how
well they succeed in their academic writing and overall achie\&meeis.
interviewgaired with an analysis of their perforraamuld serve as method.

A deepening of the analysis of genre and wpédarmance would be
beneficiafor CLIL and bilingual teaching, but also for validation of written
assessment in the various disciplines. Whittaker et al (2011) note that there has
not been much work published on the written production of CLIL students,
and as to disciplinespecific witing, even less information is available.
Comparing CLIlschools with IBprograms or regular schools that work with
subject integration could also add valuable information regarding assessment
desigrand assessment issues

For future researchit might ke of interest to compare the results of the
present questionnaire to adargample. Some of the questions are similar to
those in a survey made by OscarsonAgedihren in 2010 ang language
teacherghusa partial comparison might be possible inutied.

In corclusion, teachensossess a great deélexperience and valuable
insights whichra not always taken into consideratiOffering researeh
ba®d teacher training and support in how to degigwant and reliable
assessment assignmgatang both language and content into account, could
promote awareness that there abvious gainsto be madein more
interdisciplinary collaboration.hd@fe areindeed shared featureamong
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academic genres atahguages used for similar purposes in and across
disciplines
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SWEDISH SUMMARY

Inledning

Content and Language Integrated Learning, CLIL, ar en tamligen utbredd
undervisningsform dar ett annat sprak an elevernas, och ofta aven lararnas,
forsta sprak anvéda som undervisningssprak i amnen som, exempelvis,
biologi och historid Denna studie utforskar och jamfor 12 svenska
gymnasielarares bedémarpraktik i &mnena engelska, biologi och historia i tre
olika sddana CLHkontexter dar spraloch amne integretddpphovet till

studien atenfins i en dnskaatt forstabakgrunden till larares anvandande av
olika bedémningsinstrumentengelska. | kontakten med Clkibantexten

kom studien att inkludera bedémningsformer inte drdragelska, utan aven
paengelska, d@ngelska ar undervisningssprak i andra amnen.

Bedbmning inom CLILhar lyfts fram som ett i hég gradtforskat
omrade, det har t o m beskrivits som en blind flack (Massler et al, 2014), dven
om nagra studier har bidragit pa senare tid (t ex Honig\\&8086r, 2014).

Ett problem som har uppmarksammats i samband med CLIL &ar att
anvandandet av ett frammandelamisningsprak ibland befaras ha en
hammande effekt pa elevargrycksformaga nar de ska redovisa sina
amneskunskaper (AECLIL, 2012; Kiely, 201@rg&h, 2006). Darutover
saknas en gemensam pedagogik och riktlinjer fér hur &mnesintegreringen ska
ga till, inte minst i samband med bedémning (Sylvén, Réd@nning och
betygsattning ar ofta &vat med viss vanda fran larasigs, inte minst

utifran kravet pa validitet och reliabilitet. | €ttlL-sammanhanglar det

saknas en gemensam och medveten undervisningsstrategi som omfattar bade
amnesinnehall och spradk (Soci@msenius, 2009)stalls validiteten i
bedomningspraktiken infoytterligare utmamgar, vilket diskuteras i
foreliggande studie. Fragor som star i fokus bedsom beddms i
forhallande till innehall och sprak i de olika amnenahsaletta bedoms.

10 Sprak och amnesintegrerad undervisning gar i vissa svenska sammanhang under beteckningen SPRINT
(cf. Nixon, 2000).
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Bakgrund

CLIL och amnesintegrerad undervisning

Under senare ar har det blivit atnligare att gymnasieskolor i Sverige
erbjuder en internationell profil dar undervisningsspraket ar engelska. Ett av
syftena som uttrycks ar att forbereda eleverna for en global véarld (Lim Falk,
2008). Vid fortsatta studier pa hogskola i Sverige dittekatsr och
undervisningsspraket manga ganger pa engelska (Costa, 2009; Maiworm &
Wachter, 2008). | en undersokning fran 1999 (NOG0), bedéms 23 % av
svenska gymnasieskolor ha nagon form av CLIL. Yoxsimer Paulsrud (2014
gjorde en ny undersoknirmgh beddmeatt antaleinte har 6kat sedan dess,
savidadet inte definieras som delvis eller tillfallig CLIL. Ett mal som utryckts

for CLIL internationellt ar att ge sprakundervisningen ett uppsving med
autentisk och forhoppningsvis motiverande innébaltonPuffer, 2007).
Europakommissionerl 49§ har framhallit CLIL som en metod vard att
framja for att uppna malet med tillagnandet av ett tredje frammande sprak i
Europeiska skolor. | Sverige har dock anvandandet av CLIL framforallt
forekommit med entgka som undervisningssprak. For att uppna det dnskade
flersprakiga malet skulle CLIL snarare behdva anvandas i samband med andra
frammande sprak.

CLIL betraktas som en samlande term for det som ofta beskrivs som en
mycket skiftande och heterogen undangspraktik (Dalto#uffer, 2008;
Mehisto, Marsh & Frigols, 200Bjternationellt anvands aven termer som
English Medium Instruction, EMI, eller Content Based Language Teaching,
CBLT, Content Based Instruction, CBI, samt immersion for att nAmna nagra
av ¢k vanligast forekommande.

Validitet i beddmning

Larares bedomning har konsekvenser for individer saval som for samhélle.
Med detta foljer att larare foérvantas kunna motivera och beskriva bakgrunden
till dragna slutsatser rorande elevers kunskapstiléignahd formaga
(Bachman & Palmer, 201R)essick (1989) beskriver att validitet bestar i
argument som stodjer riktigheten och lampligheten i dragna slutsatser utifran
provresultat eller annan bedomning. Darmed behover provuppgifter mata vad
de ar avseddat aata; inte irrelevanta apsekter, vilket Messickdaaitract
irrelevant variaoch inte heller for lite av vad som behover matas, av Messick
kallatconstruct ureeresentatioengemensamareferensraenfor sprak,
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GERS, beskrivs validitsom ett matt pa hur val de bedémda kvaliteterna
motsvarar vad uppgifterna avser att bedéma.

| foreliggande studie vilar det konceptuella ramverket pa Messicks vidgade
validitetsbegreppBéachman, 2009ylessick, 1989; 1996vilket omfattar
aspekter forknippade med relevans och anvandbarhet (McNz2D0&:a,
Shepard, 1993). | en Ckkbntext ar det viktigt att identifiera eventuella hot
mot validiteteten som kan héarledas till oklarheter i tillampandet av en
undervisningsmotlesom medfor andra krav pa elevernas formaga. Detta blir
extra viktigt da otydlighet rader kring sprakets roll och eventuella inverkan,
som beskrivits ovan. Materialet i denna studie analyseras saledes med hjalp av
en valideringsmodell framtagen och leadbav Crooks, Kane och Cohen
(1996), med syfte att identifiera hot mot validiteten vid beddmning.
Analysprocessen med hjalp av modellen beskrivs kortfattat under
metodavsnittet nedan.

Bedoma sprak elleinnehall?
CLIL ar en undervisningsmodell dar ajaermen beskriver en i grunden
oskilpktig forening mellan innehall och sprak (Coyle, Hdddr&h, 2010).
Samtidigt har det konstaterats att integreringen av de tva inte ar
komplikationsfri (Gajo, 2007), vilket kan forklaras av konkurrensforhallanden
(Ddton-Puffer, 2007). Termémnehadkan vara svar att definiera, ofta star den
i relation till Amnesoch kursinnehall, vilket t ex avses i rubriken ovan.
Salunda anser spraklarare i foreliggande studie att de inte kan beddma
amnesinnehall, liksom fleraéameslararna, bade i denna studie och i tidigare
(Honig, 2009), anser att de inte kan eller bor bedoma elevers sprakliga
formaga. | en nationell svensk diskurs har det betonats att alla larare ar
spraklarare. Fran Skolverkets sida har material pubbosnatsivdar att
sprak och amneskunskap hanger tatt ihop, samt att elevers sprakkunskaper
kan utvecklas i alla @mnen (Skolverketpp012

For att stracka sig bortom amnesinnehall och teman i relation till olika
kurser, sa kan innehall inbegripa flera @sp&oyle, Hood och Marsh (2010)
beskriver att innehall kan inkludera saval kunskap som férmagor och
forstaelse som vi dnskar att elever ska omfatta. Vid en studie av amnesplaner
och angivna kunskapskrav i olika discipliner, framtrader bade a@mnesspecifika
innehallsliga mal och sddana som ar amnesdverskridande. P& motsvarande sétt
inkluderar elevers tillagnande av amneskunskap och sprak att de behover
anvanda sig av bade kognitiva och sprakliga férmagor av skiftande
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komplexitet nar de ska processa sprak iocbhdll. | samband med

beddmning galler aven att eleverna har forsetts med ratt sprakliga verktyg,
omfattande bade ett amnesspecifikt ordforrdd och amnesoverskridande
skolrelaterade genrer (Llinares et al, 2012; Olander & Ingerman, 2011,

Schleppegrellp20 4 ; Schl eppegrell & OO0Hall ar ol
1989) sa eleverna ar utrustade for de uppgifter de formodas klara av. Biggs
(2001, 2003) model | av dconstructiv

undervisning ar ett resultat av att undervismhgnetod ar samordnade med
de tankta larandemalen, d v s malen bor finnas med fran borjan. Deita blir
nytt problematiskt i en CLlkontext dar malet med undervisningsspraket inte
ar tydligt definierat.

Syfte och fragestallningar

Syftet med foreliggamdstudie ar att undersokam och i sa fallhur
bedomningspraktiken och bedémningsdesignen skiljer sig at, eller inte,
beroende pa om undervisningsspraket ar svenska eller engelska, i det
sistnamnda fallet sa kallad CLIL. Fragestallningen inriktar sigr pa hu
bedomningsformerna i dessa tva sammanhang, CLIL o€Litkear sig

uttryck i biologi och historia: Finns det skillnader i beddémningsverktygens
utformning beroende pa vilket undervisningssprak som har anvéants, och vad
baseras dessa skillnader i $8p8 En del av studien &agnar sig aven at
sprakundervisningen i engelska pa berorda skolor, for att se om
bedomningsdesignen och kursinnehallet dar paverkas av det faktum att andra
kurser studeras pa engelskdtifran den amnesdverskridande och
amnesintegrade karaktaren i CLIL &ar ett mal aven att jamféra nagra
gemensamma drag mellan &mnena, for att om mojligt identifiera
beréringspunkter. De tre specifika forskningsfragorna &ar som foljer:

! Finns det skillnader i bedomningspraktik beroende pa om
undervisningsspraket ar engelska eller sv€idkarespektivacke
CLIL, i biologioch historiapa gymnasietxa fall hurskiljer den sig i
sa fall &t ocpa vilka gruneler

{ Paverkas innehall och bedomningsforneegelskkurseinde fall dar
andra amneandervisas pa engelska? | satapaverkas de

1 Hur serbedomningformernaut i de olika disciplinermaed avseende
pasprakformochinneh3lIFinns det gemensamma drag
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Material och metod

Studierfokuserarlarares arbete och omfattar tolv larare, varav tre undervisar i
biologi, tre i historia och resten i engelska vid tre gymnasieskolor i en stor
samt tvd mellanstora svenska stader. En av skolorna ar helt engglskspraki
men med svensk laroplan, de andra tva erbjuder ett respektive tva
gymnasieprogram med internationell profil dar undervisningsspraket i
overvagande fall ar engel§kenna studie ingar i ett storre projekt, finanserat

av vetenskapsradet, CLA88jektet,Content and Language Integration in
Swedish Schools (fér en ndrmare beskrivning, se &yBidandey 2014).
Darmed ar skolorna i denna understkning de samma som for projektet som
helhet.

Materialet som insamlades under 2@]3bestar av halvstruktudea
intervjuer, en enkdt samt beddmningsmaterial | form av skriftiga
provexempellntervjuerna omfattar totalt 8 timmar, och varierar fran 16 till
58 minuter i lAngd. En intervjuguide anvandes med fdljande teman: larares
erfarenheter av CLIL, amnessyn, $& bedémning samt anvéanda
bedbmningsinstrument, kursmaterial, kursplan och férekomsten av
amnesovergripande samarb&t@ av de deltagande engelsklararna valde att
lamna studien efter intervjuerna. En annan begransning var att enbart en av de
kvarvarandengelsklararna valde att bidra med bedémningsexempel. En av
historielararngCLIL) som meddelat att hon avsag bidra med samtliga
provexempel fran en kurs, lamnade till slut enbart tva av fyra prov. Ovriga
amnekirare lamnade in samtliga bedémningsexempel.

Intervjuer liksom enkater analydesatematiskt med utgangspunkt i
svenska kursmal odmed hjalp av intervjuguideBe skriftliga proven
analysedes utifran faktorer sasom fraget t ex flervalsfragor,
matchningsfragor, kortsvarsfragor eller uppsatsfragor (Brown & Hudson,
2002; Levin & Marton, 1973; Wedman, 1988; Wikstrom s20dt3yilka krav
proven stéller pa elevers forvantade kognitiva och sprakliga féiongaga
beddma dt sistnamnda anvandes beskrivningar som aterfinns bade i CLIL
litteratur samt studier av bedomning i CLIL (H6nig, 2009; Wewer, 2014),
samt i tidigare studier av beddmningsmaterial i andra @mnen (Lindmark, 2013;
Odenstad, 2010; Rosenlund, 2011). De vexttggansags anvandbara bestar
i Bl oomsd reviderade taxonomi (Ander ¢
akademiska funktionsord i provfragor som stéller olika krav pa kognitiv
formaga, t exange, beskriv, analysiea frageord, t exad, hurLikasa
awa@ndes en till2@mpning av Cumminsodo |
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komplexitet med spraklig komplexitet (Coyle, 1999). Eftersom det inte finns
nagra tidigare gjorda studier av det har slaget inamv@at.det till att borja

med svart att hitta beskrivréngriabler eller en lamplig metod for att kunna
enhetligt beskriva och jamféra provuppgifter frAn skilda amnesdiscipliner. |
arbetet med Cummins kvadrant och Blooms taxonomi, liksom granskningen
av ovan namnda litteratur och tidigare gjorda studier, franfleca
gemensamma jamforbara kriterier, och en egen modell uppstod.

En valideringsmodell anvandes for att identifiera mojliga hot mot
validiteten i beddmning i en CLIL kontext. Crooks, Kane och Cohens
kedjemodell frAdn 1996 ansags tydlig och anvandbamnd@malet. Den &r
utformad i atta steg och styrkan i varje steg eller lank beror pa om sjélva syftet
med beddmningen ar tydlig och lampligheten i beddmningsuppgifterna i
relation till dessa syften. Den andra lanken bestar exempelvis i poangsattning
och etthot mot denna lank kan utgéras av om for mycket vikt laggs vid nagon
parameter, i CLIL kontext skulle ett siddant hot kunna utgtras av att for stor
vikt fasts vid bristande stavning, da fokus i uppgiften ar pa historisk
analysformaga.

Resultat och diskuss

Resultaten i studien star i forsta hand i relation till de tre forskningsfragorna.
For det forsta forefaller det inte som att CLIL och anvandandet av engelska
som undervisningssprak har nagon inverkan pa larares beddmningspraktik. De
skillnader som kasparas, framfor allt i historia, verkar snarare bero pa
individuella preferenser eller amnessyn. Just historia beskrivs av Pace (2011)
som en luddig disciplin, syftande pa att det inte funnits tydliggerilkdii
beddmning. De tva CUlararna foredramppsatser, men av olika karaktar.

Den ena forordar en narrativ genre, da detta bast anses avspegla den historiska
amneskaraktaren, medan den andra foredrar en mer akademisk form, vilken
anses vara mer tydlig och struktureEad.kollega (ick€LIL) foredmar
frdgeprov, men vissa av fragorna, framfor allt mot siutktiraen, har
uppsatskaraktarDet som ar viktigt med avseende pa validiteten i
beddmningsformerna, ar att syftet med uppgiften gar att redogora for samt att
bedomningskriterierna ar transpareAlderson och Banerjee (2002) havdar

att ju mer strukturerad en uppgift ar, desto mer reliabel ar bedémningen. |
samband med anvandandet av uppsatser som beddmningsform anger CLIL
lararna att de ser vissa problem med sprakets negativa inverkanllj vissa fa
vilket man l6ser med samtaldnierérda elever. Ingen av Clakarna har
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nagon fardig bedomningsmatris att presentera. En av dem tvartom varjer sig
mot detta och menar att bedomningskriterierna blir tydliga under processens
gang i dialog med eleverna.

| biologi anvands bade frageprov och andra skrivuppgifter sdsom
laborationsrapporter och faltantecknined. kollegor, e€LIL ochenicke
CLIL, samarbetar kring utformningen och flera provfragor och uppgifter ar
narmast identiska. En skillnad som fiammker i intervjuerna, ar att CEIL
lararen fokuserar amnesspecifik vokabular, vilket delvis kan harledas till
anvandandet av engelska, men aven lanaierCLIL forser eleverna med
ordlistor 6er Amnesspecifika begrepp. GlEHaren medger att det gehare
akademiska utfylinadsspraket inte agnats nagon sarskild fokus, men papekar
dock att detskullevam en intressant aspekt att hatanke. Ick€LIL
kollegan daremot namner behovet att tillgodose utvecklandet av ett mer
generellt akademiskt sprak. Samfatt@ingsvis kan vissa modifieringar i
bedomningspraktiken pa grund av CLIL sparas; frekvensen av frageord pa en
lagre kognitiv niva kan forefalla nagot hogre i dessa prov och eleverna har i
vissa fall mojlighet att valja vilket sprak de vill anvandilgéag till
ordbdcker eller fa langre tid pa sig vid prov. Dessutom finns mojligheten att
gora fortydliganden i efterhand om spraket tycks utgora ett hinder. Alla CLIL
larare ger uttryck for att det enda som bor skilja sig at ar spraket, och hanvisar
till att de ju lyder under samma nationella @mnesplaner och kursmal. | enkaten
anger alla larare utom en, att nationella kursmal ar mycket viktiga vid
betygssattning.

Svaret pa den andra forskningsfragan; om innehall och beddémningsformer
i engelskkurserna vgaikas, ar i huvudsak nej. | Clitteratur beskrivs
framgangen i CLIL som undervisningsmetod vara avhangigt av graden av
samarbete larare emellan (Coyle, 1999ajija@013 Interdisciplinart
samarbete tycks dock mindre frekvent bland de deltaganda i&lenna
studie an i andra ick®IL kontexter. Endast eengelsklarar@ckeCLIL),
som lamnade studien efter intervjuerna, angav att hon samarbetade med en
historiekollega. Fragan som infinner sig ar vad bristen pa avspegling av
innehall fran amnegiserna beror pa. Enligt lararna sjalva beror det pa brist
pa tid att hinna med nagot annat an det kursinnehall de ar tvungna att klara av
i relation till sina amnesmihgelsklararna faster stor vikt vid de nationella
proven. Dessa anvands som referansaid som behover inga i kursen, och
gamla prov anvands som beddmningsinstrument och for foreberedelse for de
Ori kt i g &manmpan faktosam. hammar amnesintegrerbvagkrivs
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som brist pa tid for samarbete och samplanering. Slutsatsen &r attkatIL ver
halla sig inom amneskurserna, vilket bekraftas av andra (Massler et al, 2014).
Det som bor papekas ar dock att i avsaknaden av nationella riktlinjer for
CLIL, saknagévenbeskrivningar for hur integrering och samarbete ska ga till.

Den sista forskninffagan berér gemensamma namnare mellan amnena
avseende sprak, innehall och form i bedémningssammanhang. En skillnad
som framkommer, till att bérja med, berdr lararnas uppfattning av elevernas
sprakliga kompetens. Medan engelsklaraera CLIl-eleverna som
avancerade sprakinlaraamser amneslararna att de maste stotta eleverna
sprakligt. Detta kan sagas aterspegla att tva olika sprakliga register ar i fokus i
de tva kontexterna, vilket kan jamféras med Cummins BICS, Basic
Interpersonal Communicative Skikeh CALP, Cognitive Academic
Language Proficieny, dar det forsta ar mer frekvent i engelskklassrummet, och
det sistndmnda i Amneskurserna. Analysen visar att det finns vissa skillnader
mellan disciplinerna avseende vad som kan beskrivas som innehall. En
beréringspunkt relaterar till det gemensamma akademiska spraket och
anvandandet av skriftiga genrer. Det amnesspecifika innehallet skulle dock
kunna anvandas for att berika det sprakliga uttrycket i engelskkurserna.
Begreppet innehall, vilket tidigare katesats, visar sig vara kopplat till
amnets karaktar. | biologi anses amnesbegreppen vara en del av innehallet
(Llinares et al, 2012), men detta ar inte lika tydligt i historia. | den engelska
amnesplanen framstar begreppet innehdll som mest mangfattera
skriftiga genren framstar som den samlande faktorn, dar sprak och innehall
mots, oberoende av hur dessa definieras. Nedan féljer nagra sammanfattande
forslag pa pedagogiska implikationer for bedomning i en smiak
amnesintegrerad Cl-Kontext.

Pedagogiska implikationer

Studien bekraftar den redan konstaterade avsaknaden av tydliga definierade
riktlinjer for CLIL som undervisningsmetd®ylvén, 2013; Yoxsimer
Paulsrud, 2014) likhet med tidigare forskning framtrader &mneslarares
osdkerhet humpsaket ska hanteras vid bedémning. Ett syfte med CLIL skulle
kunna vara det parallella utvecklandet av amnesrelaterad och generell spraklig
kompetens. FOr validiteten och vardet i CLIL skulle @mneskurser och
engelskkurser behdva samarbeta for att bitr&atijandet av CALP,
(cognitive academic language proficieny), och ett generellt akademiskt sprak.
Om syftet med CLIL ar att samtidigt kunna testa faktakunskap, analytisk
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formaga och spraklig repertoar kan anvandandet och undervisningen av
skiftliga gerer (Hyland, 2002007) och portfolio for bedémning ses som en
framkomlig vag. | punkterna nedan sammanfattas nagra mojliga riktlinjer for
beddmning i CLIkontext:

9 Identifiera, definiera och undervisa relevanta amnesrelaterade
skriftigagenreEx emp | i fi era med Om-l texte

91 Lyfta fram och undervisa bade amnesspecifika begrepp och
generellt akademiskt sprak

9 Utarbeta och anvaadtransparenta bedtmningsmatriser som
inkluderar bade innehall och sprak, garna i samarbete med kollegor.
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Appendix 1

Glossary

Academic function words/function words. More or less the same as
cogntive descriptor words. Describes cognitive skills needed to perform a
t ask, mani fest through | anguage use,
Accommodations:Alternations in the way tasks are presented

BICS/Basic  Interpersonal Communicative  Skills  Cognitively
undemanding surface skills (Cumnii9g9)

CALP/Cognitive Academic Language Proficiency Cognitively
demanding language skills, needed to understand and produce academic
language (Cummins, 1979)

CBI/Content based instruction: Content/subject matter usedasehicle

for foreign language learning

CBLT/Content based language teaching see CBI

CC/Content compatible language General academic language
CEFR/Common European Framework of Reference

CLIL/Content and Language Integrated Learning. Umbrella term for
bilingual teaching, most often by the use of English

CO/Content obligatory language Disciplinary specific language, including
disciplinary concepts

Content subjects as opposed to language courses, e.g. biology and history
Course goals Comparable toourse objectives or learning aims

Coyle’s four Cs Conceptual framework for CLIL, comprising Content
(subject matter), Communication (language learning and use), Cognition
(thinking processes), Culture (intercultural understanding)

Cross curricular/disciplinary: Features or processes valid in several
disciplines (at least two)

EFL/English as a foreign language Signaling the status of English, not
being an official language used in the community

EMI/ English medium instruction: bilingual teaching in Englis

ESL/English as a second language Signaling the status of English, as an
addi tional | anguage used i n the commt
FL/Foreign language: Language other than the first language (L1), generally
not used in the community
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Formative asessment Also referred to as assessment for learning;
observations during a course to help feed the students forward or make
adjustments in the instructional process

Genre Text types used in different academic subjects

Higher order thinking skills/HOTS : Advanced cognitive abilities; e.g.
analysis, problem solving, creating.

Hybrid language: A type of interlanguage (see below)

ILO/Intended learning objective . Part of constructive alignment (Biggs
1999);formulated first, from which the assessment craedaassessment
design are derived

Interdisciplinary: Merging or integrating themes or features in two or more
disciplines

Interlanguage Denotes I ntermedi at e vari an
developing towards the target language (Selinker 1992)

Lower order thinking skills/LOTS : Basic simpler cognitive abilities; e.g.
remembering, recalling, describing.

Production test Test i nvol ving studentsd owl
present study as in writing assignmentseasays. Could be compared to
perfamance assessment.

Question test Test involving multiple tasks, test items or questions, in the
present study as in written paper pencil tests

Scaffolding Temporary interventions to perform a task and support learning
Summative assessmentAssessment [iag up to a grade, achievement is
measured at the end of a theme or a course

Translanguaging: Shifting and mixing of languages and registers

Writing assignments Assignments purposed to be in the written mode to
assess writing skills, preceded by angvriirompt, instructions and
sometimes knowledge requirements

Written assignments As opposed to oral assignments
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Appendix 2

Lararenkat
Bakgrundsfragor
1. Den har enkéaten svarar jag pa i egenskap av:
engelsklarare
historielarare
biologilarare

2. Har dulararexamen i detta amne? Ja Nej
Om ja, vilket ar tog du din examen?

3. Hur manga ar har du undervisat i &mnet?

4. Amneslarare (i historia eller biologi), undervisar du nagap@engelska
(CLIL/SPRINT)?
Ja Nej

5. Om du undervisar pa engelska
a) Hur manga ar har du gjort det?
b) Undervisar du samtidigt samma amne pa svenska?
Ja Nej

6. Skulle du vilja ha utbildning/fortbildning i engelska?
Ja Nej

7. Om du ar spraklarare, arbetar du amnesintegrerat i nagon form?
Ja Nej

8. Om du arbetar amnesintegrehnat, lange har du gjort det?
9. Med amnesintegrerat avser jag:
Fragor som rér bedémning och kursinnehall

10.Hur anser du att det ar att satta betyg i ditt amne?
Latt Ganska latt Ganska svart Svart

11.Vilken betydelse har féljande faktorer for din undervisamdu bedémer/satter
betyg?
a) Amnesplanens malpunkter
Mycket stor Ganska stor Ganska liten Mycket liten
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b) Nationella kunskapskrav
Mycket stor Ganska stor ~ Ganska liten Mycket liten

c) Nationella kursprov, i de fall det finns
Mycket stor Ganska stor Ganska liten Mycket liten

12.Min personliga uppfattning éverensstammer med Skolverkets
beddmningsanvisningar i &mnet
Overensstammer Overensstammer Overensstammer
helt till viss del inte alls
Kommentar till foregaende fraga:

13.Vilka tyger av underlag anvéander du dig av
a) vid den summativa bedémningen som leder fram till ett betyg?
b) vid den kontinuerliga formativa bedémningen?

14.Vid betygsattning, vilka beddmningsgrunder anser du vara mest anvandbara?
De muntliga
De skriftliga
Bada i likator utstrackning
Kommentar till foregaende fraga:

15.Vad inkluderar du i ditt bedomningsunderlag?
Bara innehall
Bara sprak
Bade sprak och innehall
Det beror pa uppgiftens utformning
Kommentar till foregaende fraga:

16.Vilken betydelse har elevens provresujtahforelse med andra
beddmningsunderlag, nar du sétter slutbetyg i kursen?
Betyder allt ganska mycket ganska lite

17.Vilka faktorer vager tyngst vid bedémning av elevers kunnande i ditt &mne?
Fardigheter i form av skriftlig och muntlig kompetens
Innehdlsliga omraden/moment (t ex kunskap om olika epoker, system, och teorier)
Anvandandet av ett for amnet specifikt ordforrad
Anvandandet av ett mer generellt ordforrad och sprakligt flyt
Beharskning olika uttrycksformer och modala hjalpmedel
Spraklig korighet
Spraklig komplexitet
Kunna behérska en &mnesrelaterad skriftlig genre
Analysférmaga
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