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doing laundry, renting housing etc. They speak not formal 

class-room taught English but functional English which from 

its very nature deals largely in the present and does not 

include question forms - these are dealt with by a statement 

and a questioning voice inflection or a gesture. Neither 

are conditionals found in the verbal repertoire of .such 

students. They are not essential to survival. Failure to 

answer the ten questions employing the conditional or 

inappropriate answers can cost the student 20% of his 

possible score. 

Another disadvantage of the test is that it can be 

very expensive in terms of administrative time if the student 

is, as ts often the case, very slow and thoughtful in his 

responses. The interviewer can elect to use the short form 

of the test which involves asking only a specified 25 of the 

total 50 questions. If, however, one does not make this 

decision at the outset of the test, but chooses instead to 

give the full 50 questions, there is no official mechanism 

for shortening the test once one has started. If one has 

a laconic and slow-to-speak student, the test can take 45 

minutes. 

The Ilyin Test is also biased against students who 

manifest certain first language interference in pronunciation. 

The Vietnamese, Chinese and Thai students particularly are 

penalized by the scoring system of the tests. Full marks 

are not possible unless all significant morphemes can be 
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heard in the student's answer. A feature of these Asian 

languages is that many terminal consonants, both voiced and 

voiceless, are not aspirated. Since many questions on the 

test call for answers in the third person singular of the 

present from which most of these students omit the aspirated 

terminal /s/, they automatically lose approximately 20% of 

their scoring potential by repeating their error. 

In defense of the test, one may argue that the student 

who omits such significant components from his pronunciation 

is not linguistically competent. This may be so, but the 

effect of the error on the score is magnified out of 

P-!Oportion by the repetition of questions calling for this 

particular structure. 
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I.C. Summary* of Criticisms of Ilyin 

For the purposes of the International Institute, the 

Ilyin Test has a number of problems: 

1. It bombards students with a large quantity of information 

which must first be rapidly interpreted and stored in the 

short term memory and is, therefore, a test of memory more 

than linguistic or communicative competence. 

2. Its repetitive use of certain types of questions unfairly 

penalizes some nationality groups. 

3. It is expensive in terms of administrative time. 

* Summaries of criticisms have been numbered to emphasise 
their significance. 
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I.D. Description of the STEL 

The second test which the Institute administers to 

incoming students for placement is a discrete item grammar 

test known as the STEL or Structure Test of English Language. 2 

It is published by Newbury House and first appeared for use 

in 1976. The test consists of a form 1 and a form 2. Each 

form has three separate tests, one each for beginning, 

intermediate and advanced students. Each test comprises 

50 questions or statements. Each question (or statement) 

has three possible verbal representations, only one of which 

is correct. The student selects what he thinks is the 

correct representation and marks his answer sheet accordingly. 

The test questions range through an increasingly complex 

variety of syntactic structures. By the end of the test, 

for which the student has 30 minutes, the teacher will have 

a good idea of a student's performance level in control of 

isolated grammatical structures. 
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I.E. Critique of the STEL 

There are many advantages to using this test as part 

of the placement procedure: the student can fill out the 

answer sheet without taking up 30 minutes of a trained 

professional's time. The answers can be checked in a 

matter of seconds by using a punched-out transparent scoring 

sheet. The two forms of the test correlate positively with 

each other and have been standardized for their own internal 

reliability. For the student whose comprehension and 

production skills have shriveled from the culture shock of 

coping with native speakers of his target language, a half 

hour in a quiet room sorting through English sentences 

for their grammatical correctness may be comparatively 

less painful than an oral interview. The three test levels 

also approximate well to the three basic levels of English 

instruction at the Institute. 

However, one needs to consider carefully what discrete 

item tests do, in fact, reveal about a student's conunand 

of English: such tests show whether a student, if given 

a correct grammatical structure in English in graphic form, 

can identify it from among two other incorrect structures, 

when it is printed on a sheet of paper that he can study 

for 30 minutes. Unquestionably, a well-developed command 

of spoken English must have, as one component, a knowledge 

of the accepted norms of its grammar. But a knowledge of 

grammar is not necessarily the only pre-requisite for 

linguistic competence. And it is one of the anomalies of 
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language control that a student may communicate comparatively 

effectively and still be unable to identify the correct paradigm 

in graphic form. This phenomenon can often be found in students 

who have lived in America for a number of years and who have, 

therefore, had to develop skill in communicating in English 

for survival, but who have not had formal language lessons. 

Frequently, but not necessarily, this is combined with. 

illiteracy in their native language. Such students may be 

described as communicatively competent b~t not linguistically 

competent. 

A frequently voiced complaint about multiple choice 

tests is that one cannot eliminate the possibility of a 

student scoring by guess-work. If a student can select one 

answer correctly but at random from a maximum of three, he 

must score more than 33 1/3% before one may make any realistic 

assessment of his performance. 

Appropriate pronunciation, intonation and kinesics are 

also a significant feature of effective communication. 

However, none of this information is available from a written 

test such as the STEL. 
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I.F. Summary of Criticisms of STEL 

In summary then, we have found from observation that: 

1. Whilst a student who is close to fluency in English 

will achieve a high score on discrete item tests and a 

student who is a complete beginner will perform poorly on 

them, the mid-range of students will achieve scores that 

may or may not have any positive correlation with their 

ability to 1n4ke themselves understood easily in English. 

2. Given three possible answers from which to select one 

that is correct, a student can score as much as 16 or 17 

out of a possible 50 before an interviewer can assess 

whether he knows any English grammar or whether his score is 

due to random chance. 

3. Discrete item tests are valuable tools for measuring 

monthly progress in granunatical acquisition. They demonstrate 

linguistic performance as opposed to linguistic competence. 

In the placement procedure, at best, they give the interviewer 

a general area in which to begin investigations of a student's 

functional level. 

4. Discrete item tests give no information about such 

important features of effective communication as pronunciation, 

intonation and kinesics. 
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I.G. Description of Cloze Tests 

A third type of test which has been shown in recent 

TESOL (Teachers of English to Speakers of Other Languages) 

literature3 to have a high positive correlation with 

communicative competence is the Cloze test. It takes 

little administrative time, does not have to be guarded 

for security reasons and can be checked readily by a 

native speaker. A cloze test is designed by taking any 

prose passage of approximately 300 words and deleting 

every sixth or seventh word. The test may be administered 

in written form or orally. The student's task is to 

replace the deleted word either exactly or with a 

synonym. 

Research4 has shown that the task of replacing the 

missing word activates an expectancy grammar. Tagmemic 

theory5 demonstrates that there is a predictable order to 

the utterances of a native speaker: the use of the or a 

predicts the imminent production of a noun phrase. The use 

of a subject pronoun predicts a verb phrase. The utterance 

of an intensifier, e.g., ve;,, rather, quite, predicts an 

adjective or adverb etc. The enunciation of each word or 

phrase in the presence of native speakers activates 

grammatical expectancy in both the speaker and the listener. 

An examination of natural te~ts shows that pauses in production 
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occur most frequently after these predic tive utterances. 

This pause gives the speaker an opportunity to review his 

lexical alternatives and select the one structure that 

best expresses his thoughts. The pause gives the listener 

an opportunity to narrow down the l ex ical possibilities which 

he may have to process in order to receive the information 

of the speaker, i.e., he can anticipate the nature of the 

structure he will hear and, therefore, process it for its 

information more rapidly. Expectancy grammar can be compared 

to a computeri zed sorting , s e l ecting and information retrieval 

service. In the native speaker, it is deve loped to a high 

degree. It develops slowly as a by-product of experience 

in second language acquisition. The expe rience from which 

a student has learned his second · language may vary from 

formal to informal, but after his exposure has been minimal -

it will, of course, vary from person to person depending on 

age, intelligence, education - his mental expectancies 

will have narrowed down the range and arrangement of structures 

which he will attempt to process for meaning. As his 

exposure to the language continues, his experience teaches 

him to assimilate more and more rap idly those words and 

types of words that are occuring most frequently, i.e., the 

function words, leaving him time to examine the content 

words for meaning. The cloze test, the n, activates this 

grammatical expectancy by asking him to reveal to what extent 

his ability to anticipate accurately has developed. 
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I.H. Critique of Cloze Procedures 

The ~loze type test will reveal the approximate or 

relative level of a student's linguistic and communicative 

competence. What the cloze test will not reveal, however, 

is exactly how well developed his communicative competence 

is, although it can, of course, give a rank order of those 

taking the same test. Another weakness of the test that we 

have experienced at the Institute, is that the task of 

selecting a missing word to put in a blank space is such an 

unusual one, that most new students, particularly those who 

have learned their English informally, need at least one 

opportunity to practice before they are convinced that all 

that is needed is really any word appropriate to the 

context. 

The cloze test also does not reveal that essential part 

of communicative competence: phonetic and supra-segmental 

accuracy. Nor does it reveal such socio-linguistic factors 

as the ability to select an appropriate register for 

communication, i.e., the selection of a level of formality 

or informality of vocabulary appropriate to the company and 

the setting. Other socio-linguistic information that is 

missing from the result of a cloze, is the student's use of 

kinesics and proxemics, i.e., whether his body language is 

appropriate to the company and setting. Does he know 

how to sit in a chair or does he automatically slip off his 
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shoes and sit cross-legged? In standing, is he too close 

to or too far from his listener? Does he face his listener 

and maintain frequent eye-contact or keep his face averted? 

In order to measure communicative competence, an 

indication of a student's command of all these features is 

necessary . 
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I.I. Summary of Criticisms of Cloze P~ocedures 

In summary then, the following may be said: 

1. The cloze tests give only a very general impression 

of a student's linguistic and communicative competence. 

2. They do not reveal exactly what structures a student 

knows or - perhaps more important - what structures he 

does not know. 

3. The test procedure itself may be puzzling to a student 

and may, therefore, bias his performance on it. 

4. The test does not reveal any possible phonetic or 

supra-segmental problems that a student may have. 

5. The test reveals nothing at all about a student's 

socio-linguistic repertoire. 

( 
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I.J. Summary of Evaluations of Tests Currently in Use at 

the International Institute as Effective Procedures for 

Testing Linguistic and Communicative Competence 

A review of the experiences which led to the current 

project include the following factors: 

1. Neither a grammatical structured interview nor a. 

discrete item test nor a cloze procedure revealed to us 

that range of information about a student's communicative 

competence for us to make accurate placement all the time. 

2. In many cases, the extra and often essential features 

of a student's competence only became apparent after he 

had been in class for a number of days or weeks. 

3. This wasted both his time and that of the class and 

teacher, besides causing disruption when students were 

moved, in what seemed arbitrary fashion to other students, 

from class to class. 

As a result, it was clear that a new test was needed 

that would reveal all these features, i.e., linguistic and 

communicative competence, pronunciation, appropriate use 

of supra-segmentals, and degree of socio-linguistic 

sophistication. 



II. The Relationship Between Methods of Second Language 

Acquisition and Testing 

A. Introduction 

B. An Historical Review of Teaching Methodology in ESL. 

C. An Historical Review of T~sting Procedures in ESL. 

D. Summary of the Significant Features of ESL Tests 

during the Last 30 Years. 

E. A Review of Current Theories of Second Language 

Acquisition. 
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II .A. Introduction 

The reward of effective teaching - both for the teacher 

and the student - is progress. Progress can be measured 

in ESL by testing. But in order for a test to be a 

valuable evaluative tool, its face-content validity, in 

other words, whether it tests what it purports to test., 

must be carefully examined. For a long time, ESL 

methodology has been confined to teaching units of grammar. 

That was considered the best method to achieve fluency. 

Tests were, therefore, designed to measure that aspect of 

a student's mastery of the language, i.e., the number of 

units of grammatical structure known by the student. Tests 

became a reflection of the method of instruction rather 

than of the level of fluency. But in the 1970's much 

discussion and experimentation centered around the observation 

that even when a student had mastered all the grammatical 

structure of our language, he was still, far too often, 

communicatively incompetent. 

Just as methodologists asked themselves whether there 

might not be alternative routes and methods to fluency, the 

test writers perceived that the corpus of test material 

must change too. Only by an examination of the methods of 

instruction in ESL can the structure of ESL tests be 

understood. 

Following is a brief history of methodologies in the 

ESL classrooms during the last 30 years, the theories that 
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have produced them and what effect they have had on the 

designing and structure of ESL tests. 
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II.B. An Historical Review of Teaching Methodology in ESL 

A look through current ESL literature shows that the 

whole field is alive with the new idea of notional 

f • 1· 6 unctiona ism. In order to understand its historical 

derivation, it is necessary to examine developments in the 

fields of linguistics and psychology. 

It is now 22 years since Noam Chomsky's Syntactic 

7 Structures appeared. From it sprang two diverging areas 

of interest for linguists: the immutability of trans­

formational generative grammar and psycholinguistics or 

the creativity of the communicative process. The term 

''psycholinguistics" first appeared several years earlier, 

but it was Chomsky's work which blew the spark of interest 

in communication into a blaze of enquiry, experimenta ion 

and theorizing. The role of psycholinguistics was to 

apply linguistic methods to the task of describing the 

output of language users. Although this may appear a rather 

obvious focus of effort now, immediately preceding the 

1950's, psychologists studying language had been governed 

by two major influences: information theory and learning 

8 theory. In information theory, the most important con-

sideration was not the content of the message but the probability 

that it would be transmitted. The output of language users 

could be looked upon as a set of information units in which each 

word had a definable probability of occurring. Learning theory 

held that verbal responses were only one category of responses 
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possible to stimuli. The simplest account was B.F.Skinner's 9 

in which he claimed that verbal resoonses were the direct 

product of stimuli and did no t need exp lanation in terms of 

ideas, meaning or grammatical rules. Verba l communication 

then had no unique properties of creativity but was a 

quantifiable, conditioned - if comp l ex - response pattern 

of the human animal to e nvironmental stimuli. Science had 

invaded the Arts and was trying to bring order to the chaos 

of language. In Chomsky's 1957 theory of grammar, which he 

defined as a finite set of rules of a language that would 

generate an infinite set of grammatical sentences and no 

non-sentences, he claimed there ex isted three types of rules: 

1. Phrase structure rules , wh ich r e write individual symbols 

so as to produce strings represented by hierarchical tree 

diagrams. 

2. Transformational rules, which opera te on the overall 

structures of phrase structure string s so as to produce the 

strings underlying sentences in their final form. 

3. Morphophonemical rules, which convert the strings 

produced by transformational rules into the actual sounds 

of a sentence. 

His rigorous analysis o f language tended to confirm the 

information theorists and learning the orists in their view. 

Their underlying assumption was that the experience of 

successful, productive linguistic interaction determined the 

probability of meaningful r e sponses; and that it was these 

stimulus-response pat t erns in the behavior of individual 
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speakers that determined the overall frequency of linguistic 

units found in speech output. Thus, coexistence obtained 

between the supporters of information theory, learning 

theory and linguistic analysis until 1960, when psychologists 

were introduced to the ideas of Chomsky by Miller, Galanter 

and Pribrarn in Plans and the Structure of Behavior.~0 In it 

they showed that the theory of conditioned learning was 

totally unable to account for the fact that a grammar is 

capable of generating an infinite set of utterances. If 

a speaker is always potentially able to utter a completely 

original combination of words then the grammar that a child 

internalizes in his first few years cannot be a learned 

behavior. 

However, in the ESL classroom for most of the 10 to 

15 years following the publication of Syntactic Structures, 

teachers and text writers pursued the goal of fluency in 

the L2 students through a regimen of increasingly complex 

grammatical structures. Their theoretical base was that 

whilst structures were finite in number and that, therefore, 

fluency was an obtainable goal for those who mastered the 

various formulae, utterances, as Chomsky had proved, were 

infinite in number and, therefore, unteachable. 

The effect of Chomsky's work had a profound and long­

lasting impact on the field of ESL and chained it to an 

exclusively structural approach while it lasted. 
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Maste r y of grammatical st r uct ur e was believed to be 

the r oute t o flu e ncy and the me thod most favored was an 

aud io-lingual one . In the audio-ling ual classroom, the 

student was required to be a passive p liable robot who 

listened and unthinkingly recited paradigms until he had 

been programmed to speak English on stimulus. The influence 

11 of Skinner's theory of conditioned response can be seen 

here quite clearly. And whilst Skinner never claimed that 

one could inculcate second lang uage patterns by conditioned 

responses, many ESL theorists felt that if speech were learned 

behavior then the implanting o f ne w patterns by repetition 

could change that be havior, i. e ., a student need only be 

conditioned to acquire a second language. 

Ten years or more passed before the efficacy of the 

audio-lingual method was challe nged. Students were not 

attaining fluency more rapidly or more frequently. But, 

more importantly, there was a r esurgence of interest in 

Chomsky's theory of the creativity of the speech process. 

If speech were to be a creative act then the student could 

not continue as the victim of the audio-lingual process 

of teaching ESL. His cognitive l earning skills must be 

harnessed to the task. 

12 In 1965, Chomsky revised his the ory of grammar to 

include a semantic component. The s yntactic component was 

now changed to include a definition of 1) "surface structure": 

the arrangement o f words accord ing t o transformational rules, 

and 2) "deep structure" or the outp ut of the base rules and 
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the input into the s e mantic compone nt. 

The effect of these ideas on ESL was to spawn new 

methodologies which invited stude nts to think whilst they 

learned although there was still a strong component of 

stimulus-response theory. This was manifested by a general 

interest in the use o f kinaesthe t ic me thods of teaching 

throughout the educational field. The theory underlying 

it held that learning was more lasting when the student 

accompanied his words by actions. In ESL, S-R or the 

Situational Reinforcement Method13 and the Asher Method14 

appeared. Both called for the student to perform acts upon 

instruction, e.g. , '' Open the door." "Pick up the apple." 

"Give me the book." The student was no longer a passive 

recipient of instructions, but was physically active and 

intellectually involved in the l e nrning process. 

The Silent Way, 15 devised by Caleb Gattegno, was a 

rather extreme form of the cognitive approach in which 

phonemes were linked to color charts to which the teacher 

pointed in rapid order to elicit an utterance from the 

student. Powerful coercive pressure was placed on the 

student to modify his linguistic be havior by the silence 

prescribed for the teacher. 

During this period, there was also considerable interest 

in what lexical items and grammatical structures were to 

be introduced to students and in what order. Vocabulary 

items prior to the 1950's h ad been se l e cted for their 
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literary suitability since the method of ESL instruction 

most commonly used was the translation method. But the 

words chosen were often quite unsuitable for use in conver­

sation and it was felt necessary to find ways to ensure that 

the vocabulary learned should be more in keeping with the 

likely needs of the learners although not so large that 

mastery would pose a problem. Crite ria for the selection 

of vocabulary items in the new texts was on the basis of 

16 
frequency, range, availability, familiarity and coverage. 

Frequency referred to the observed occurrence of words in 

common usage. Range related to the distribution of a 

lexical item over a numbe r of diff e r e nt types of text. In 

the area of availability, a group of native speakers was· 

given a list of subject areas and were asked to list the 

words that they would find most useful in describing them. 

The coverage of a lexical item was rated high if it could 

be used to express many different meanings and could be 

substituted for a word of more specific meaning. 

In selecting items, pedagogic considerations were 

not ignored. Some items were chosen or omitted because of 

their likely usefulness in the classroom. Some were assessed 

for their teachability by the methods currently in use. The 

ordering of adjectives, for instance, would not be easy to 

teach by the audio-lingual method, and was not included in 

most such texts. An item might be deferred where comparison 

with the native language suggested that first language 
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interference might make the teaching of it difficult. 

The total number of vocabulary items that were 

included in any one text could only be a bare sampling of 

the lexicon of a language. Therefore, the ordering of 

presentation was more important than the selection. With 

grammar, the situation was different. Since the goal of 

most language courses was fluency, it was necessary for 

the student to learn virtually the whole of the grammatical 

system in order to achieve that goal. Therefore, the 

important considerations for the text writers were 

seen as staging and sequencing. The linguistic criteria 

used for meeting those goals were simplicity, regularity 

and frequency. 17 Simple structures were taught before the 

more complex ones. But what may be simple for one 

language community may not be so for another and no 

objective criteria for judging the complexity of the 

structures were used. Judgment of simplicity was made 

on a largely intuitive basis. The criterion of regularity 

called for the teaching of those grammatical forms 

first that have the least exceptions to the rule. Frequency 

referred to those grammatical structures that occurred most 

often in the speech of native speakers. 

In summary then, the teaching strategy of the ESL text 

writers during the last 20 has been to use the known to 

introduce the unknown and so endeavored to create a pyramid 

of grammatical and lexical information at the peak of which 

was fluency. This pyramid did not permit the student's 
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progression before all pre-determined prior structures 

had been taught to him. The criterion for selecting and 

ordering vocabulary items was their appearance in the 

repertoire of native speakers. The criteria for selecting 

and ordering the presentation of grammatical structures 

were based on purely pedagogic considerations. In 

neither case were the needs or wishes of the student 

taken into consideration. 

As can be seen, the structuralist's approach involved 

analysing and dismantling the linguistic components of 

communication, arbitrarily isolating the units, teaching 

them piece by piece and then persuading students to 

re-assemble the parts so as to get back to the point from 

which we started. 

In recent years, a number of criticisms have been 

leveled at the grammatical syllabus. No one challenged 

that what could be learned from such an approach was 

valuable to the learner. What was suggested was that it 

was not an effective way to learn a language because when 

the contents of a grammatical syllabus had been mastered, 

communicative and linguistic competence were often not 

achieved. Since the end-goal of the structuralist approach 

was to synthesize the grammatical units back into a 

sentence, why not, it was asked, start instead of end at 

that point and teach directly from the corpus of material 

upon which the analysis was madef 8 
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In 1972, Charles M. Curran introduced a method of 

d 1 1 • 11 d 1· • 19 secon anguage earning ca e Counse ing-Learning. In 

this method, the student was the instigator of the learning 

process and autonomously selected what he wanted to learn. 

The teacher was a facilitator and merely supplied the 

lexicon and structure for the material that the student 

wished to utter. The method relied heavily on 

psycho-therapeutic counseling techniques in that it was 

student centered rather than class centered. Furthermore, 

it required homogeneous language groupings of students 

and a teacher who was fluent in both the language of the 

students and English. But it broke completely from both the 

idea that the student was a receptacle for conditioned 

responses and that language must be organized into pro­

gressively more difficult segments of grammatical structure. 

Instead, the student announced what he wanted to say in his 

native language and the teacher/facilitator rephrased it for 

him in idiomatic English. The student then practiced his 

newly acquired L2 utterance or utterances with the other 

students who had also acquired sufficient phrases or 

sentences of English to say what they wanted to say. The 

theory underlying the method was that children learned to 

speak by acquiring the vocabulary and phrase structure 

necessary to express that which they wanted to say. They 

did not learn grammatical structure before they spoke. 
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Communication was viewed as a creative process. However, 

the methodology of Counseling-Learning leaned heavily toward 

a psychologically therapeutic role for the teacher and this 

called for an expertis~ that was not always available. The 

classroom logistics were also often difficult to resolve. 

There needed to be either a linguistically homogeneous. 

grouping of students with a teacher fluent in that language 

and English, or alternatively, a teacher who was fluent in 

all of the languages of his students and English. Results 

of tests of fluency have not, so far, shown any significant 

improvement in student scores above those for other methods. 

In 1976, D.A.Wilkins published Notional Syllabuses. 20 

In it he defined the two extremes of L2 instruction as 

synthetic and analytic. All L2 teaching methods fell 

somewhere along the spectrum between. In the synthetic 

method, grammatical structure was divided into different 

parts and these parts were then taught separately and 

step by step to students so that the patterns of the 

target language were acquired in a systematic cumulative 

process. In the analytic method, a much greater variety 

of linguistic structure was exposed to a student at a 

time and the students' task was to approximate their own 

linguistic behavior more and more closely to the global 

language. In this method, significant linguistic forms 

could be isolated from the structurally heterogeneous 

context so that cognitive learning processes could be 
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focused on important aspects o f language structure as 

they occurred. 

Wilkins described the focus for the design of the 

notional-functional syllabus as behavioral rather than 

behaviorist, because the syllabus was organized in terms 

of the purposes for which peop le were learning lang~age 

and the kinds of language performance that were necessary 

to meet those purposes. The format for each unit of 

instruction was situational. According to Wilkins, 

parameters for describing the significant features of the 

situation to be analysed should include the physical 

context in which the language event occurred, the channel 

of communication (spoken or written), whether the language 

activity was productive or receptive, the number and the 

character of the participants, the relationships between 

them and the field of activity within which the language 

event was taking place(p.16). 

One can see that different syllabuses would result 

for different types of learner. One can see also that the 

exact contents of a syllabus would be the result of 

careful behavioral prediction and would consist of an 

inventory of language situations and a description of the 

linguistic content of each of these situations. Each type 

of utterance that a speaker made performed three functions 

and these must be kept in mind when preparing material. 

An examination of the lexical content of an utterance would 

show that in it we expressed our p ~~ceptions of events, 
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processes, states and abstractions. It was with expressing 

this kind of meaning that previous methodologies have 

been concerned. A native speaker would also express how 

he felt about the information that he was imparting by 

his choice of words or his manner of expressing it. This, 

Wilkins referred to, as modal meaning, or modality. Within 

this category one should include not only shaded meaning 

by the use of grammatical medals, but also suppositions, 

conditionals and different moods of the verb. The third 

type of meaning that an utterance conveyed, was its role 

or function in the context as a whole. For the ESL 

student this would involve the selection of appropriate 

registers of communication, intonation, kinaesthetics 

and proxemics. 

An examination of the proposed content of a notional­

functional syllabus showed that it would include just those 

features of communication that we have found to be missing 

from the profile of the student revealed by our present 

battery of tests. In a final very brief paragraph, Wilkins 

predicted that the tests needed to test the efficacy of the 

notional-functional syllabus and, of course, a student's 

overall performance would be tests of integrated rather 

than isolated skills. The information desired from such 

a test would reveal(p.82): 

whether the learner can express such things 
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as concepts of time , spatial relationships. 
possibilities, intentions, promises, forgive­
ness, prohibitions, affirmations, conjectures, 
surprise, solicitude .... 

This, then, was my target. It was to design a test 

format and scoring criteria to evaluate the ability of a 

student to put together his knowledge of the structure of 

English with correct pronunciation and intonation patterns 

and appropriate socio-linguistic style so as to communicate 

effectively. 
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II.C. An Historical Review of Testing Procedures in ESL 

The role of testing has almost always been to 

reassure teacher and student that the material being taught 

has been learned. The teacher was usually the one who 

designed the test, and it was assumed that he taught that 

which the student was there to learn and, therefore, such 

tests were, in fact, tests to determine how far along 

the path to success the student was. Whilst the favored 

method of ESL instruction was through translation of the 

graphic forms of the language, then the dual role of 

testing was to reveal whether a student could both read 

and interpret English. The format of a test was quite 

simply either an English prose passage to be rendered 

in the native language of the student, or, as the role 

of language instruction became more centered on the ability 

of the student to originate English sentences, questions 

in English that called for responses in English also. 

When, during the Second World War, it was realized 

that this method of language instruction was not producing 

students with oral fluency, the Army Language School 

initiated the audio-lingual method. 21 In this method of 

instruction, the language was broken down into units of 

grammatical structure which were taught starting with 

what were thought to be the simplest and proceeding to 

the more difficult. Tests changed to measure this new 

corpus of material. The typical test of the time was 

designed by the teacher and required the student to 
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demonstrate mastery of grammatical structures by 

executing syntactic changes consistent with the instructions 

that he had been given and the material that he had, 

supposedly, learned. 

In a country the size of America and with a fluid 

population, schools accepting transfer students found Jt 

impossible to equate the scoring systems of the teacher­

written tests of one school with that of another. It was 

agreed that standardized tests would not only facilitate 

schools trying to evaluate transcripts but would also 

tend to raise the standards of ESL instruction and 

performance as the element of subjectivity was removed. The 

psychometricians consulted the teachers about what was 

being taught and produced a number of multiple choice tests 

of grammatical structure. 

These tests were standardized on large populations of 

students. They included lexical and syntactic units likely 

to be found in the repertoire of ESL students. But the 

selection of these items was determined by the same 

standards that had been used to justify their inclusion in 

text-books. The reliability of the tests was established 

by statistical formulae. The performance of a student 

in Utah could be compared to the performance of a student 

in Maine if each took the same test. The scoring of the 

tests was simple and speedy. Some of these tests, notably 

the TOEFL22 and the Michigan23 , have been very good 

indicators of a student's ability to function in a 
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university program if he scored in the upper range. Both 

the TOEFL and the Michigan test include a section on oral 

comprehension. In both tests, the design of the section 

was the same: tape recorded questions were played to 

the student. His task was to listen and then select the 

correct answer from the four or five possible answe~s 

that were available to him on his answer sheet. In each 

test, however, the questions were based on semantico­

grammatical material which the student was expected to 

have learned from text book material. In other words, 

the inclusion of the vocabulary and grammatical structures 

had been predetermined by the criteria of the text book 

writers. In neither of the tests was it possible to 

determine a student's grasp of modality or the socio­

linguistic features of communication. 

Tests of aural/oral ability have been produced. Two 

examples are the Ilyin (previously described) and the Johrt 4 

Test, published by Language Innovations Inc. Each was 

concerned with the activities of a student, which pre­

determined the type of vocabulary items used. Each test 

contained a list of questions designed to elicit 

information about a student's control of grammar. Once 

again, the design of these tests had been determined by 

the criteria used by text book writers. 

In the mid-1970's, the discrete item tests were 

challenged on the criterion of their face-content 

validity. Did they, in fact, test a student's linguistic 
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competence or did they much more test his linguistic 

performance - his ability to manipulate the syntactic 

features of individual sentences? It was clear that the 

goal of testing the global aspects of language mastery had 

been overlooked in the search for ever more thorough and 

speedy ways of assessing quantitatively a student's. 

command of linguistic structure. 

The goal of the psychometricians was two-fold: to 

design tests of linguistic and communicative competence 

in ESL with high face-content validity, and, at the same 

time, to devise tests that could be administered and 

scored economically. Out of this enquiry came the 

discovery that cloze tests, which are economical and 

simple to administer, have a high positive correlation 

with communicative competence~ 5 However, no standardized 

cloze tests have been produced and, whilst results give 

a general indication of communicative competence, they 

give no indication of a student's ability to convey 

modality, to select appropriate socio-linguistic 

patterns or his ability to interpret the implicit as 

opposed to the purely verbal information of another 

speaker. 

Dictation26 was also found to have a high positive 

correlation with communicative competence. But here again, 

no standardized procedures have been produced and, as with 

the cloze, it is impossible to gather any socio-linguistic 
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information about a student's communicative competence. 

All these tests: the TOEFL, the Michigan, the cloze 

and dictation have been the by-product of university 

research. Universities' concerns are, however, centered 

around establishing whether a student can function in 

a classroom. Their criteria for a successful test 

will, therefore, be confined to assessing a student's 

aural comprehension and his ability to read and write 

in English. It can be said, therefore, that these tests 

would reveal only the semantico-grammatical level of 

communicative competence. They do not reveal modality or 

the function of any given communication. 

Just as, in the 1940's, it was the government which 

inspired interest in linguistic competence in foreign 

languages, so it was in the late 1960's, that representatives 

from the Foreign Service Institute, the Central Intelligence 

Agency, the Defense Language Institute, the National 

Security Agency and the Civil Service Commission formed 

an inter-agency committee 27and met to discuss the 

standardization of language scores for government agencies. 

The committee proposed a system which would provide for 

the recording of language proficiency in four skills: 

speaking, listening comprehension, reading and writing. 

It was decided that degrees of proficiency in each of 

these skills could be represented on an eleven point 

scale, from Oto 5, with pluses for levels O through 4. 

A set of definitions was prepared for the four skills at 
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each of the principal levels (1-5). Their definition of, for 

example, the level three speaker included just those features 

that are missing in the written tests(p.3 of end.-note 27): 

Able to speak the language with sufficient 
structural accuracy and vocabulary to participate 
effectively in most formal and informal con­
versations on practical, social, and professional 
topics. Can discuss particular interests and 
special fields of competence with reasonable 
ease; comprehension is quite complete for a 
normal rate of speech; vocabulary is broad 
enough that he rarely has to grope for a word; 
grammar good; errors never interfere with 
understanding and rarely disturb the native 
speaker. 

Unfortunately, the FSI test has not been published. 

Even if it had, however, it might not have been suitable 

for our purposes at the Institute. The format of the 

FSI test almost surely related to questions of current 

world events and presupposed a fairly thorough under­

standing of world history. Undoubtedly it would reveal 

whether a student could express such things as concepts 

of time, spatial relationships, possibilities, intentions, 

conjectures and affirmations as suggested by Wilkins and 

would omit very few of his categories of utterances. But 

the range of vocabulary necessary both to interpret and 

respond to this type of interview would not be what we 

would normally expect to find among our students. The 

general nature and design of the test and scoring 

procedure as described, however, seemed very close to our 

goal. 
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II.D.Summary of the Significant Features of ESL Tests 

During the Last 30 Years 

A review of ESL classroom methods and tests showed 

that: 

1. Tests were a reflection of what was taught in the 

classroom and what was taught in the classroom had been 

determined by linguistic theorists based on the usage of 

native speakers. 

2. A student's global experience of the target language 

was not explored in the current written and oral tests. 

3. As the theory of second language teaching shifted to 

include paralinguistic features of conununication, ~ests 

needed to change to evaluate these skills also. 
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II.E. A Review of Current Theories of Second Language 

Acquisition 

For most of the last 30 years, second language 

methodologies have been shaped by behaviorist theories: 

language was behavior, behavior was learned by 

practicing second language patterns. Teachers confused 

second language methodology with second language 

acquisition. 

But in the last five years, ESL theorists have been 

examining the role of cognition in language learning. 

Certainly first language learners, i.e., children, have 

periods - and they appear to be learning periods - devoted 

first to babbling and later to passive learning. L2 

theorists have extrapolated from these observations and 

suggested that L2 students also need time to practice 

speech patterns isolated from the greater context of 

communication and an opportunity to listen to correctly 

modeled speech. But ultimately children speak when they 

have something that they wish to say. And it is this same 

stage in L2 students which is receiving the attention 

of Second Language Acquisition theorists. The role of 

cognition in second language acquisition is receiving 

close attention, as are, also, psychological and 

sociological factors. 

One of the most disturbing facts of second language 
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methodologies during the past 30 years is that whilst 

they appeared to be quite soundly based on teaching the 

many syntactic and lexical parts of communication, fluency 

has not resulted in most cases. In 1978, the Center for 

Applied Linguistics organized a conference on second 

language acquisition. One of the papers that was given 

postulated the theory of a Monitor Model. 28 The author, 

Stephen Krashen, argued that the Monitor was the applic?tion 

of the grammatical facts that an L2 student learned to the 

act of speech production. However, the Monitor was rarely 

a truly internalized organization of facts, so that it 

could never be applied to speech production at the 

unconscious level, but went into effect only when the 

student had time to apply conscious thought to his 

utterance. It was, in other words, a monitor of speech 

not a promoter or facilitator of speech as had been thought 

by behaviorists. 

Krashen examined the speech of some L2 students 

and theorized that there were two routes to second 

language acquisition: an implicit way in which the 

student's attention was concentrated on the message 

that he was either sending or receiving and in which he 

was actively involved in the subconscious process of 

language acquisition; and an explicit way, in which 

the student was involved in the conscious process of 

language learning. 
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In his paper, Krashen drew parallels between the 

processes of first and second language acquisition. He 

pointed out that "caretakers", i.e., all those who look 

after children, helped to teach children language, not 

grammar. They and their charges concentrated on the 

message not how the message was conveyed. When he· 

examined the language input of caretakers to their charges, 

he observed that there were a number of recurring features 

in their utterances that might be of value to L2 teachers: 

caretakers slowed down their delivery to include pauses 

which were an aid to communication in that the pauses 

tended to bracket thought units and gave time to 

interpret the message; there was emphasis on understanding 

and being understood; the utterances were "natural" 

communications, i.e., they were relevant to what was 

currently happening; the structures used were sequenced 

so that they were always slightly more complex than 

the child's operational level and, therefore, promoted 

language development. Krashen made a distinction between 

input, which he felt was the sum of all the language 

experience to which a student was exposed and intake, 

which was that part of language input which a student 

could store in his long-term memory and reproduce later 

without conscious effort. 

Krashen did not totally dismiss the teaching of 

grammatical structure in second language acquisition. 
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He felt that it could - but not always did - increase 

accuracy, that it gave students a global view of their 

target language and that conscious learning gave confidence 

in the creative language construction process. 

At the same Center for Applied Linguistics Conference, 

John H Schumann delivered a paper on second language. 

acquisition entitled the Acculturation Model. 29 In it 

he evaluated the psychological and sociological factors 

that influenced second language acquisition. He outlined 

a profile of a good L2 student and sketched some of ~he· 

factors in such a profile: 

1) An acknowledgment by the student of the superiority 

of the target language group either politically, 

culturally, technologically or economically and a 

willingness to adapt to the new culture. 

2) An enjoyment of the new language and culture rather 

than dismay. 

3) A motivation to learn the target language that is 

integrative rather than instrumental or, in other words, a 

desire to learn the language in order to communicate rather 

than a need based on using the language as a tool of study 

or business. 

4) A high tolerance for ambiguity and a willingness to 

take linguistic risks. 

5) A good education in his native language and the ability 

to organize language learning into meaningful and 
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memorable segments. 

6) An ability and willingness to ask questions until 

understanding is reached. 

7) The time and the opportunity to have daily language 

lessons. 

8) The self discipline to practice at home and ~he 

willingness to take every opportunity to engage native 

speakers in conversation. 

9) An extroverted personality and an enjoyment of the 

challenge of different teaching styles and texts. 

10) The intention of living permanently among the target 

language group. 

According to the Monitor Model, the ideal student 

would put his efforts into language acquisition AND 

l~nguage learning but would not let one impede the 

development of the other. This, however, was a profile of 

the ideal student. In fact, most students fell somewhere 

along a continuum from social and psychological distance 

to social and psychological proximity with the speakers of 

the target language and would acquire the new language only 

to the degree to which they could acculturate. 

Schumann acknowledged that some students never 

developed linguistic and communicative competence but 

became stuck in a hinterland of interlanguage or pidgin 

in which they used reduced language forms and simplified 

vocabulary. This interlanguage or pidgin might be only 


