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Objectives 
The readers of this chapter will become acquainted with: 

 the characteristics of evaluation, assessment and testing, both in general and in CLIL 
contexts;  

 the uniqueness of assessment in CLIL classes: its key terms and principles; 
 examples, links and hints useful for teaching practice. 

 

Introduction 
CLIL methodology is unique in integrating the content of a subject and a foreign language. 

This uniqueness is projected to the methods and activities used in CLIL classes, in organizing 
CLIL lessons, materials, lesson plans and, last but not least, assessment. 

In order to understand assessment in CLIL classes, it is important to understand assessment 
in its broader sense and to become acquainted with some basic terms and taxonomy. Making a 
distinction between assessment, evaluation and testing is the first step that must be taken, since 
these three terms are rather confusing — they are often considered as identical or are 
misinterpreted. Much depends on the understanding and intentions of authors. For example, 
some authors use the term evaluation to identify the means of detecting learners’ progress and 
achievements, and thus directly supporting the learning process. Other authors, however, 
attribute these qualities exclusively to assessment. (Compare Williams, 2003; Rea-Dickens & 
Germaine, 2003; Ioannou-Georgiou & Pavlou, 2003; Gondová, 2010) 

Therefore, for the sake of transparency, we decided to follow the clear concept offered by 
Ioannou-Georgiou and Pavlou (2003). The concept’s concrete aspects are developed below. 

 
Evaluation, assessment and testing in terms of CLIL  
Evaluation  
Evaluation is a process of “gathering information in order to determine the extent to which an 

[educational] programme meets its goals” (Ioannou-Georgiou & Pavlou, 2003, p. 4). It means 
that evaluation is not primarily oriented to learners’ progress and knowledge; it uses tools such 
as tests, questionnaires, analysis and observations in order to identify the worth and merit of a 
teaching programme, particular methods, materials, teaching effectiveness, classroom 
atmosphere and teacher-learner and learner-learner relationships  (ibid.). 

According to Eurydice (2012), almost all European countries provide CLIL methodology in 
some schools or within some pilot projects. However, CLIL methodology entered many 
European countries as something new and unexplored, and its implementation required much 
research and evaluation. In Slovakia, there were several projects aiming to evaluate the 
effectiveness of CLIL methodology. One such was an experimental project lasting between 2008 
and 2012, called ‘Didaktická efektívnosť metódy CLIL na prvom stupni ZŠ vo vyučovaní cudzích 
jazykov’. By implementing tools of testing and questionnaires in 12 Slovak primary schools, their 
analysis and interpretation, the CLIL methodology was evaluated as an effective means for 
developing all examined aspects of the target foreign languages (Menzlová, 2012).  

Research conducted by Jexenflicker and Dalton-Puffer (2010) evaluated the impact of CLIL 
methodology on the writing skills of college students in Austria. In this case, the CLIL students 
outperformed their peers in control groups, not only in vocabulary and grammar but also in 
orthography, the communicative purpose of the text and pragmatic awareness. 

Another example of evaluation can be found in Del Puerto, Lacabex and Lecumberri’s study 
(2009) testing the effect of CLIL on the intelligibility of English pronunciation and accent in 28 
Basque-Spanish teenagers, 14 to 16 years of age. As for the results, the “CLs’ pronunciation was 
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unanimously found to be more intelligible than NCLs’ accent” (Del Puerto, Lacabex & 
Lecumberri, 2009, p. 71). 

All the above-mentioned examples illustrate the essence of evaluation. This systematic 
process of data collection and data analysis is used by many European countries implementing 
CLIL into their educational programmes. Drawing on the learner-oriented data (e.g., the testing 
or observation results), it is possible to detect the real conditions of CLIL methodology, its 
effectiveness, strengths and weaknesses, which are valuable pieces of information for its further 
development.  

  
Assessment 
Although assessment is considered to be a part of evaluation, it is oriented to the learner 

(e.g., his or her knowledge, progress or achievement). It plays the role of a “tool for learning 
rather than the end of the learning process” (Williams, 2003, p. 34). This implies that it is not 
only focused on the final level of a learner’s knowledge, but that the process of its development 
is equally, or even more important.  

Since CLIL methodology integrates the two phenomena of content and language, it is quite 
natural to assume that both aspects should be assessed. The key rule for assessment in CLIL 
classes is: 

 
 
The content that was taught in the L2 needs to be assessed in the L2 as well. 

(Massler, 2011, p. 121) 

 
However, the teachers in CLIL classes should be aware of the subordination of language to 

content. Foreign languages serve as means of instruction, not as superior goals of CLIL 
education. If this is not acknowledged, the dominance of language could “lessen comprehension 
of subject knowledge, reduce participation in the classroom discourse, and lead to subject 
learning goals being compromised” (Kiely, 2011, p. 55).  Therefore, despite the universality of 
the key rule, in some European states, e.g., in Ireland, Hungary and Austria, learners can choose 
the language in which they will be assessed (Eurydice, 2006). A general overview of the 
languages of assessment in European countries can be seen in Figure 1. 

Particular traits of assessment are bound to the different types of assessment, and they can 
be divided as follows: 
 formal vs. informal assessment, 
 formative vs. summative assessment and 
 holistic vs. analytic assessment (Hönig, 2009). 

 
The difference between formal and informal assessment is in the manner of applying 

different assessment techniques, whether in CLIL classes or in ordinary ones. According to 
Navarete et al. (1990, p. 2), “informal assessment techniques can be used at any time without 
interfering with instructional time”. Such techniques occur in a more casual manner, during or 
after the lesson. The teacher can use verbal praise, facial expressions or gestures to assess a 
student’s work and learning progress.    

During a course or school year, special time is dedicated to formal assessment, e.g., after one 
thematic unit, in a mid-term assessment or a final assessment. Formal assessment implies 
formal techniques— tests, written exams or quizzes. They usually take a written form so they 
can be reassessed, recorded and preserved. This relates to the aim of the formal, usually 
summative assessment, which is to mark, grade or score the student’s knowledge, skills and 
learning progress (AEU, n.d.). 
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Figure 1: Assessment of Pupils Who Have Taken Part in CLIL Provision in General Secondary 
Education (ISCED 2 and 3), (Eurydice, 2006, p. 30) 

The most significant categorization of assessment relates to summative and formative types. 
Summative assessment has a much more “limited perspective with a focus on the ‘ends’ of 
learning in terms of what the learner has achieved at particular points” (Rea-Dickens & 
Germaine, 2003, p. 5). Thus, students are assessed through marks given for their learning 
outcomes, e.g., written/oral tests, projects or essays written during the semester or at the end of 
the school year. The marks correspond to specific classification scales. In Slovakia, there are five 
grade scales. Grade or mark “1” means that a learner’s performance is excellent; it conforms very 
closely to curricular standards. On the other hand, grade or mark “5” means that a learner’s 
performance does not meet the criteria stated in the standards at all, and the learner fails 
(Pokrivčáková, 2010).  

The characteristic traits of summative assessment are displayed in Table 1. 
 

 

Summative assessment 

Summative: final, to gauge quality 

Product-oriented: what has been learned 

Judgemental: arrive at an overall grade/score 

Table 1: Characteristics of Summative Assessment (adapted from arc.duke.edu, n.d.) 

If assessment is to be summative, product-oriented and judgemental, there must be an explicit 
statement of WHAT is going to be evaluated and HOW.  

When assessing his or her learners, the CLIL teacher must consider both the criteria for the 
content-subject assessment and the criteria for the foreign-language assessment, since there is 
still a lack of official documents and regularities governing direct assessment of learners in CLIL 
classes. Massler (2011, p. 122) explains that “this does not mean that content and language 
cannot be assessed in one task but rather involves having separate and clear criteria for each 
area; language ability and content knowledge”. In Slovakia, the CLIL teachers can draw on 
documents in which the subject of assessment (the “what”) and the general manner of 
assessment (the “how”) are specified: 
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CONTENT 
Criteria for content-subject assessment are 
specified in documents issued by The Ministry 
of Education, Science, Research and Sport of 
the Slovak Republic in 2011:  
1) Metodický pokyn č. 22/2011 na hodnotenie 
žiakov základnej školy  
2) Metodický pokyn č. 21/2011 na hodnotenie 
a klasifikáciu žiakov stredných škôl. Moreover, 
individual schools elaborate their own 
educational programmes (based on ISCED 0-6), 
in which the  internal guidelines of content-
subject assessment are specified.  
Compare here and here.  

LANGUAGE 
Criteria for foreign-language assessment are 
elaborated in Common European Framework 
of Reference for Languages, issued by the 
Council of Europe in 2001, as well as in 
school educational programmes based on 
ISCED (The International Standard 
Classification of Education). The original 
version (CEFR) and a Slovak version (SERR) 
can be found in the following links: 
CEFR (in Slovak SERR) 
 
 

Table 2: Criteria for Content-Subject and Foreign-Language Assessment 

The CLIL teachers must bear in mind the necessity of the assessment type conforming to the 
educational requirements of individual educational programmes, as well as requirements for 
general competency development, the curricula, teaching plans and standards (Metodický pokyn 
č. 22/2011). 

In the documents dealing with “content”, the subjects of assessment are the compliance of 
students’ learning outcomes with the requirements specified in the curriculum, as well as the 
acquirement of key competencies, diligence, personal development, respect for the rights of 
other people and behaviour in accordance with the school’s rules. High-school teachers can find 
very useful concrete steps for the assessment of individual subjects in Metodický pokyn č. 
21/2011.   

In contrast to summative assessment, formative assessment is process-oriented and 
diagnostic; key aspects are displayed in Table 2. Its key role is in helping a participant to form 
their own learning process, by the systematic collection of data providing information about 
their current level of learning (Trumbull & Lash, 2013).  

 
Formative assessment 

Formative: ongoing, to improve learning 

Process-oriented: how learning is going 

Diagnostic: identifies areas for improvement 

Table 3: Characteristics of Formative Assessment (adapted from arc.duke.edu, n.d.) 
 
According to Heritage (2007), the core elements of formative assessment can be illustrated 

graphically, as shown in Picture 2: 
 

 

 

 

In CLIL classes, this four-step diagnostic and progress-oriented process embraces: 
 “development in foreign language competence, 
 development in the content area, 
 development of positive attitudes towards both the foreign language and content area, 
 development of strategic competence in both the language and content,  
 development of intercultural awareness and promotion of intercultural education” (Massler, 

2011, p. 118). 
 

Figure 2: Core Elements of Formative Assessment (Heritage, 2007) 

 

https://www.minedu.sk/metodicky-pokyn-c-222011-na-hodnotenie-ziakov-zakladnej-skoly/
https://www.minedu.sk/metodicky-pokyn-c-212011-na-hodnotenie-a-klasifikaciu-ziakov-strednych-skol/
http://www.zsnovsab.edu.sk/dokumenty/kriteria_hodnotenia_smernica.pdf
http://spsmt.sk/download/c0d0b809-2009-11-10.pdf
http://www.coe.int/t/dg4/linguistic/source/framework_en.pdf
http://www.fedu.uniba.sk/fileadmin/user_upload/editors/KRJL/clenovia/SERR_2006def.pdf
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Firstly, a gap between the current status of a student’s knowledge and the desired 
educational goal must be identified. There are many activities and strategies for carrying out this 
first step of formative assessment in the classroom. Via this link, you can find 60 concrete 
strategies compiled by Lambert (2011), which can also be useful in CLIL classes.  

In terms of CLIL’s uniqueness, it is very important to identify whether the “gap” is caused by 
the lack of subject knowledge and understanding or by the failure of communication caused by 
insufficient foreign language acquisition. This requires offering some alternative ways of 
expressing understanding. Massler, Ioannou-Georgiou and Steiert (2011) recommend 
integrating hands-on activities and symbolic representations, such as pictures, pictographs, 
maps, diagrams, pantomimes, drama techniques or even using one’s mother tongue. In Figure 3, 
there is an example of an alternative way of checking whether the learners can differentiate 
between edible and poisonous mushrooms. The biology CLIL teachers can assign this simple 
pictorial task to their primary learners. Instead of listing the English names of the mushroom 
(e.g., toadstool, parasol mushroom etc.), the learners are only required to circle the edible ones. 
This simple task enables the teacher to see whether the learners have acquired this practical 
knowledge or not.  

 

 

Figure 3: Example of an Alternative Way of Identifying “Gaps” in Learners’ Understanding. 
Biology CLIL Lesson (Babocká, 2015) 

 
The importance of identifying a language “gap” lies in the necessity of language skills in 

mastering the content (academic) knowledge. The language skills of CLIL  
learners are of two kinds: 
A) BICS, or Basic Interpersonal Communicative Skills, which are necessary for communication in 

common social situations, e.g., requesting or apologizing. These skills are not inevitably 
bound to the CLIL environment; they are a basic part of each EFL or ESL course.  

B) CALP, or Cognitive Academic Language Proficiency, comprises specialized language skills 
related to academic content (in subjects such as biology, history, geography, etc.). Specialized 
vocabulary forms the biggest part of CALP. Without CALP, learners cannot master the 
academic content; therefore, these skills should be a focus of language assessment in CLIL 
classes (Massler, 2011). 
The information about the “gap” can serve as an important feedback for: 

Circle the edible mushrooms 

which can little Peter put in his 

basket, cook and eat.  

http://www.levy.k12.fl.us/instruction/Instructional_Tools/60FormativeAssessment.pdf
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 the CLIL teacher determining whether the student has problems with content, language or 
both. Subsequently, the teacher can support the student and adjust the methodical 
procedures and activities to help him or her attain the learning goals; 

 the student, for whom the feedback can be motivating and activate his or her effort in further 
learning. 

 An interesting metaphorical understanding of the relationship between feedback and 
learning is provided by Race (n.d., p. 2), who compares feedback to “ripples on a pond”. He 
says: “Imagine feedback bouncing back into the ‘ripple’ of learning. This keeps the ripple 
going, increases the intensity of the rippling, and deepens learning. If there were to be no 
feedback the ripple would tend to fade away and die out. The learning would vanish”.    
 
In order to maintain learning, feedback should have certain qualities. It should be: 

 timely = the sooner the better, 
 intimate and individual = it should be adapted to the personality traits and needs of an 

individual, 
 empowering = it should always foster and consolidate learning, 
 opening the doors = it should be concrete; when something is assessed as ‘excellent’, the 

learner should know  exactly what is excellent and why, 
 manageable = the teacher should differentiate between routine feedback and important 

feedback, managing it in a beneficial way (Race, n.d.). 
More about the qualities and attributes of feedback can be found here.  

 

Another feedback model is the so-called PIPS model; to learn more, 
click on this link and watch the video: 

 
 
 
 
 
 
 

 
The student is always an active participant in the process of formative assessment. He or she 

cooperates with the teacher and other students in order to understand how their learning is 
progressing, what their strengths and weaknesses are and what action for improvement is 
necessary (Heritage, 2007).  

  

http://wap.rdg.ac.uk/web/FILES/EngageinFeedback/Race_using_feedback_to_help_students_learn.pdf
https://www.youtube.com/watch?v=dGsOBdsIGb0
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Self-assessment is a beneficial way in which students can participate in the process of 
assessment. However, assessing one’s own learning process, language or learning product is not 
easy, and even young learners should be helped to develop self-assessment skills. In this link you 
can see how it is possible to deal with this matter and guide children in self-assessment.   

Another way of developing the self-assessment skills of CLIL 
learners is to motivate them to create their own learning journals. 
Their format consists of two parts, content and language, which are 
divided further into three sections, as is portrayed in Figure 4. 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

Figure 4: Example of ‘My Learning Journal’ 

Learners can note down what they have learned or what they see as problematic after each 
lesson or even at home. By means of learning journals, students can see their own progress and 
detect the areas requiring them to work harder. Such information can be beneficial for the 
teacher, who can check the journals during or at the end of each semester.  

Another option is using comparative self-assessment sheets oriented mainly towards content 
and foreign-language integration (Figure 5). A learner can compare his or her self-assessment 
with the assessments of their peers and the teacher, and find out whether it is objective.   
The last element of formative assessment is always reflected in learning progression; step by 
step, the student approaches the desired educational goal (Heritage, 2007).  
More on the elements of formative assessment can be found here.  
 

Alternative assessment — portfolio assessment  
There is a special type of assessment, often classified as ‘alternative 

assessment’ (Huang, 2012), resulting from a combination of formative 
and summative aspects of assessment. In summative terms, a portfolio is 
product-oriented and judgemental because it comprises the results of a 
learner’s work such as written work, projects, test results, essays, 
drawings, notes, etc. At the same time, it can be considered formative, 
because this collection of samples of a learner’s work is purposeful, 

https://www.youtube.com/watch?v=P0BrgA7zX10
http://www.pdkmembers.org/members_online/publications/Archive/pdf/k0710her.pdf
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systematic and ongoing. Self-assessment and peer-assessment sheets; 
teacher’s and parent’s comments are included in portfolio, too. This 
means that it maps the complex learning process and progress of a 
learner over a period of time so that it offers “a more complete picture 
of a child’s [learner’s] work and development than any other 
assessment technique” (Ioannou-Georgiou & Pavlou 2003, p. 9). The 
assessment of a portfolio is mainly through qualitative reports and the 
criteria for assessment are elaborated with the assistance of learners 
(Huang, 2012). 

Nowadays, the teachers and learners can opt for a “pen and paper” portfolio, or they can try 
to create an electronic portfolio.  The means for this method are available at eduClipper’s web 
page here. Click here to see the guidelines on how to make an electronic portfolio.  

 

 
Figure 5: Example of Comparative Self-Assessment Sheet for CLIL Classes (adapted from 

hereoora.tki.org.nz) 
 

The difference between analytic and holistic assessment can be characterized in terms of 
analytic and holistic approaches to a student’s work and marking schemes. While analytic 
assessment marks prescribed components of a final student’s product (e.g. an essay, test, or 
invention); the holistic form looks at the whole product and assesses it as a whole. Therefore, 
analytic assessment is more objective; it provides a more complex diagnosis of a student’s work 
(Rea-Dickens & Germaine, 2003). Both analytic and holistic assessments use rubrics. Rubrics are 
guidelines specifying the quality of the whole product or its components. Based on these 
guidelines, a student’s work or its parts can be assessed as satisfactory, good or excellent.   

Figure 6 portrays an example of a holistic CLIL rubric. Mertler (2001, in Barbero, 2012, p. 50) 
characterizes it as a “kind of summative assessment as it requires the teacher to score the 
overall process or product without judging the component parts separately”.   

https://educlipper.net/main.html
https://vimeo.com/73937153
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Figure 6: Example of a Holistic Rubric (Barbero, 2012, p. 50) 

As the example of a holistic rubric (Figure 6) shows, the descriptors integrate both content 
(knowledge of the subject) and language (specific vocabulary).  However, this does not apply to 
an analytic CLIL rubric, where the different parts of both phenomena are assessed separately, as 
shown in Figures 7 and 8. 

 

 
Figure 7: Content – General Rubric (Barbero, 2012, p. 51) 
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Figure 8: Language-Oriented Analytic Rubric (Barbero 2012, p. 53) 

The analytic language rubric is oriented towards both accuracy and fluency of a learner’s 
language. By combining the content and language rubrics, the teacher can receive an overall 
picture of a learner’s output and focus on parts that require the most improvement. Another 
example can be found here. In today’s digital world, it is possible to create rubrics online. If you 
want to do so, just click on this link. 

 
Testing 
Testing is a way of collecting data and information for evaluation purposes. In order to do 

this, testing does not employ only standard tests but various means of data collection: 
questionnaires, interviews, observation, examination of documents and portfolios, exams, tests, 
and quizzes (Genesee & Upshur, 1999). According to these authors (ibid.), all these methods can 
be considered as “tests” if they meet the criteria of content, methods and measurement: 
 Content = what a test measures. When the tests measure whether or not a learner has 

achieved the course objectives, we are speaking about achievement tests. This type of test is 
connected to diagnostic tests, the purpose of which is to diagnose the gaps in a learner’s 
knowledge as well as the causes of these gaps. The degree of possible application of a 
learner’s knowledge in the real world is measured by proficiency tests. The final but not less 
important category is that of placement tests, the role of which is to place learners into certain 
groups according to their knowledge and competence (Gondová, 2010).  
From another perspective, content may represent the subject matter of the test. For example, 
whether the test is about American history or the physiology of mammals, or whether it 
measures productive communication skills, both speaking and writing. 

 Methods = the ways in which the test elicits the desired performance; for example, multiple 
choice examinations can be used for eliciting knowledge about American history or the 
physiology of mammals. On the other hand, a writing composition or an essay will be 
preferable for testing writing skills.   

 Measurement = the scoring systems of the tests and frames of reference used for the 
interpretation of scores. In terms of the interpretation of test results, tests can be divided into 
norm-referenced tests, where the learner’s results are compared to those of their classmates. 
In criterion-referenced tests, the learner’s results are compared to set standards in order to 
find out whether and to what extent the learner has achieved these standards (Gondová, 
2010). 
As for testing in CLIL, teachers often have to rely on making their own tests and 

corresponding materials since there is still a lack of ready-made tests for Content and Language 

http://aeclil.altervista.org/Sito/wp-content/uploads/2012/11/Grid-for-written-tests.pdf
http://rubistar.4teachers.org/index.php
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Integrated Learning. Alternatively, where they are available, they are created for different 
contexts and curricula (Steiert & Massler, 2011). Another option is to adapt the existing tests to 
an appropriate context; this, however, is very demanding and time consuming.  

While this chapter deals with assessment in CLIL classes in general (not CLIL in biology or 
history classes etc., specifically), we draw attention to the concise list of recommendations for 
improving test-construction skills prepared by Indiana University Bloomington,  

Creating online tests is another excellent and timesaving option. There are several portals 
providing this service to registered users for free (e.g. here, here, and here). 

 
Conclusion 
All three phenomena — evaluation, assessment and testing — are interconnected but still 

unique. They play an inevitable role in CLIL classes since they capture students’ attention, 
generate appropriate student-learning activity, provide timely feedback to which students pay 
attention, help students to internalize both content and language standards, generate marks or 
grades that distinguish between students and provide evidence for others outside the course 
(parents, teachers, researchers)that enables them to judge the appropriateness of the course’s 
standards (Gibbs 2003 in Surgenor, 2010).   

This chapter was designed to introduce the main milestones of assessment to the readers (in-
service or pre-service CLIL teachers) and draws on the general principles of assessment in 
education.    

Although familiarity with these formal principles and criteria is essential and helpful, the 
crucial question asked by CLIL teachers is: how can we assess the learners in CLIL classes 
practically? To answer this question, we applied the general principles to CLIL’s specific terms 
and provided teachers with some practical hints in the form of examples, charts, pictures, web 
links, video links and links to useful documentation.  

The answer to the question about assessment in CLIL classes is not definitive. The teachers 
must always bear in mind the uniqueness of their educational context, their school’s 
possibilities, the availability of material equipment and, mainly, the individualities of their 
learners. It means that the teachers still have to learn how to assess their learners. It is an 
ongoing process of looking for the best methods of assessment that meet the school context, the 
needs and requirements of the learners and, of course, those of the teacher. We hope that this 
chapter will help the teachers to find a route through this long-lasting process in a positive 
manner.  
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