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Series Editors’ note

Alan Davies is ideally placed to trace the development of the assessment of
academic English language proficiency from the 1950s to the 1990s having
been deeply and personally involved for the entire period. This volume is a
fascinating historical and personal account of an interesting and significant
period in the development of language testing and assessment. The author
takes us on a journey from the pre-scientific 50s through the psychometric-
structuralist 60s and 70s and on into the communicative 80s and 90s, describ-
ing with great clarity the rationale for a number of developments and
surveying the wide variety of people and organisations involved.

The journey begins in the earliest days of formal academic English assess-
ment with the gradual emergence in the 1960s of important testing initiatives
within British university contexts, initiatives such as the English Language
Battery (ELBA) and the English Proficiency Test Battery (EPTB) – often
referred to as the ‘Davies test’. These endeavours, together with other devel-
opments such as the creation of the Test of English as a Foreign Language
(TOEFL) in the USA, paved the way for more complex and ambitious
attempts to devise appropriate tools for measuring the English language
proficiency needed in academic contexts in the decades that followed.

Not surprisingly, great attention is paid by Davies to the development of
the English Language Testing Service (ELTS) and the subsequent develop-
ment of the International English Language Testing System (IELTS), which
have changed the face of academic English language assessment over the past
25 years. Brendan Carroll’s work for the British Council in developing ELTS
in the 1970s represented a real departure from the structurally focused
approach of previous decades. Drawing on the work of Munby and others,
Carroll approached test development in a very practically oriented and
needs-based way. Carroll and his collaborators took on the challenge of
defining the communicative demands faced by foreign students coming to
study in the UK and then set about developing instruments designed to
measure whether individuals possessed adequate language skills to deal with
these demands. ELTS was a modular, subject-specific and diagnostic
measure unlike anything that had gone before. Additionally, the team set out
to define the nature and duration of the language courses that would be
required to bring test takers up to the required standard. Such a definition is
still sought today though we now recognise how difficult it is to determine
given the complex inter-relationship of the many factors involved.

ix



Davies himself was heavily involved with Clive Criper in the validation of
ELTS and was thus able to observe first hand not only the spectacular
success of ELTS in relation to its innovative design but also the enormous
problems and issues that this very success created. It was during this period
that Cambridge Assessment (formerly known as the University of
Cambridge Local Examinations Syndicate – UCLES) began to take on a role
in the production of ELTS, a role which gradually grew through the 1980s to
become very significant in the 1990s.

The ELTS Validation Study confirmed that the test battery was in need of
further development. While high in face validity, it posed enormous practi-
cal, measurement and theoretical difficulties. The University of Lancaster
was commissioned to undertake this redevelopment and the project was led
by Charles Alderson and Caroline Clapham. Initially simply a redevelop-
ment of ELTS, the project became IELTS when the International
Development Program (IDP) of Australian Universities and Colleges joined
the British Council and Cambridge Assessment to form the International
English Language Testing System (IELTS). IELTS thus took on a truly
international nature and became more than just a test to access UK tertiary
education. With the involvement of the Australians it came to provide access
to tertiary education in Australia and New Zealand and then, through its
General Training Modules for the most part, became increasingly used in
migration in these and other regions of the world.

The creation of the first version of IELTS in 1989 retained many of the
innovative characteristics of ELTS but made the entire system more practical
and manageable. The six Academic Modules became three and the separate
study skills section disappeared. The measurement characteristics were
focused on and improved, and greater attention was paid to the construct
validity of the test.

IELTS survived in that form for five years but it soon became clear that
the practical difficulties of successfully equating modules relating to different
academic areas, while reduced, remained extremely problematic. The
Lancaster team was aware of these difficulties as demonstrated by Caroline
Clapham’s PhD work (published in 1996 as Volume 4 in the Studies in
Language Testing series – The Development of IELTS: A study of the effect of
background knowledge on reading comprehension), but the team was not in a
position to influence the users to the point where they would readily accept a
single academic stream. This point only came when Cambridge Assessment
was able to demonstrate the difficulties of test production to the IELTS part-
ners and propose a viable alternative to the three Academic Module system
based on evidence collected over time. 1995 therefore saw the second main
variant of IELTS where candidates could either take an academic stream or
one related to general training and migration. Davies does not go into the
development of further variants of IELTS in any detail, given that these are
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covered either by available documentation or by further volumes in this
series. Volume 19 (IELTS Collected Papers: Research in speaking and writing
assessment, edited by Lynda Taylor and Peter Falvey, 2007), for example,
traces developments in the assessment of speaking and writing in IELTS;
Roger Hawkey in Volume 24 (Impact Theory and Practice: Studies of the
IELTS test and Progetto Lingue 2000, 2006) examines the impact of IELTS,
as does Anthony Green in Volume 25 (IELTS Washback in Context:
Preparation for academic writing in higher education, 2007).

As Davies points out, the international partnership which underpins
IELTS is one of the factors which has contributed to the test’s enduring
success, and it is important here to acknowledge the substantial contribution
made by the two organisations in partnership with Cambridge ESOL. The
British Council was of course there at the outset and has always played a key
role in the learning, teaching and assessment of international students who
come to study in the UK. Without the foresight and commitment of the
British Council over several decades there would have been no development
of EPTB in the 1960s and ELTS in the 1970s. The collaborative relationship
centred on ELTS that emerged in 1975 between the British Council and
Cambridge Assessment (then UCLES) was significantly enhanced from 1987
onwards with the involvement of IDP. Partnership with IDP enabled the cre-
ation of IELTS and undoubtedly brought a new dynamism and an expanded
perspective, establishing the international status of the test and ensuring its
global reach in the future. Today these two partners both manage their
respective test centre networks across the world and are the ‘face’ of IELTS
for many test users; together with Cambridge ESOL, they share fully in the
operational management and strategic direction of IELTS.

As Davies’ account makes clear, research – both internally initiated and
externally commissioned – has always been at the heart of the ELTS/IELTS
story, and much of the research and validation work undertaken to develop
ELTS, and later IELTS, is summarised or referred to here. Large-scale
proficiency tests invariably attract considerable interest from the language
testing and assessment research community, and since 1995 this has been
acknowledged by the IELTS partners through the annual grant funding
opportunities offered by the IELTS Joint-funded Research Program.
Outcomes from such studies not only provide important test validation evi-
dence and inform ongoing development of the test, but they also contribute
to our wider knowledge and understanding in the fields of applied linguistics
and language assessment. Interested readers are referred to recently pub-
lished collections of research studies in Volume 19 of Studies in Language
Testing (eds Taylor and Falvey, 2007), and IELTS Research Reports –
Volumes 6 and 7, 2006 and 2007 .

Alan Davies’ authoritative account of the development of academic
English language assessment over half a century is greatly enhanced by the
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wealth of appendices which have been brought together in this volume.
These include facsimile copies of the original test versions for ELTS 1980 and
IELTS 1989, as well as other documentation which casts light on the actual
processes of test design, development and delivery; additional appendices
show materials relating to other important tests from the period under exam-
ination, such as ELBA, EPTB and TEEP.

In conclusion, this volume helps us to understand why IELTS has become
so very successful over its 17-year history. It represents a coming together of
significant work in language testing over a great many years, drawing
together the different traditions and approaches in such a way as to provide a
reliable, valid and highly fit-for-purpose testing system.

Michael Milanovic and Cyril Weir
Cambridge – August 2007
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The 1950s and 1960s: the
English Proficiency Test
Battery

Introduction
In this volume I discuss attempts in the UK since about 1950 to represent
proficiency in academic English by means of language test instruments. By
proficiency in academic English I mean the ability to operate successfully
in the English used in the academic domain. Such uses of English vary
along several dimensions: the receptive–productive, the spoken–written, the
general–specific, to name the most obvious. How far these variations in the
use of academic English impact on proficiency is a matter of debate, as we
shall see. Representing that proficiency in a language test requires a decision
on the language content of the test, its language sample. As we explain in this
volume, there are differing views on how to make that decision. In academic
language proficiency testing, where the domain consists of large areas of the
language, it is just not possible to test everything. And so the test constructor
must sample the domain and face up to the question of how to make rational
choices.

Alongside the increase in the numbers of second language English speak-
ers over the years requiring to be tested for their academic proficiency, there
are two related stories to tell. One is the debate about content and method of
testing. The other concerns the growing attention to means of test adminis-
tration, delivery and analysis. The first story reflects very closely the chang-
ing views about the nature of language and of language learning over this
period: the emphasis has shifted to and fro between language form and lan-
guage use. Thus, in the period before large-scale tests began, the focus (in the
so-called traditional stage) was on language use (translation, essays, litera-
ture, summarising); then, in the so-called structural period, attention shifted
to language form (grammar, phonemic discrimination, vocabulary). This
was followed by the various communicative approaches, moving from the
extreme of specific language domain use to the present compromise which
still privileges language use but as a general approach to academic study.
At all stages, some kind of balance has been maintained, such that in the
 traditional period there was some attention to, for example, vocabulary; in

1
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the structural period, to reading comprehension, and in the period of com-
municative tests some attention was usually paid to grammar. The second
story reminds us that large-scale language testing is both a practical and an
applied enterprise in which delivery and administration are as important as
any more theoretical concerns.

This volume argues that language testing has matured over the period
under discussion, moving from a dependence on fashions dictated by linguis-
tics, applied linguistics and language teaching studies to an independent
confidence in itself, as we see to some extent in tests such as the current
International English Language Testing System (IELTS). The argument is
therefore as much one about the development of a discipline as of the history of
a particular test. What this means, in our view, is that when, as must happen,
changes are made to IELTS, these will come about more as a result of develop-
ment within language testing, less as a direct reflection of external influences.

The need for proficiency tests

Between the early 1950s and the early 1960s the number of overseas (‘inter -
national’) students from non-English-speaking countries in UK higher edu-
cation institutions rose fivefold (from 12,500 to 64,000). In 2003/4 there were
some 300,000 overseas students in UK higher education, over 95% of them
from non-English-speaking countries.

Higher education in all English-speaking countries is currently experienc-
ing a sharp increase in international (or foreign or overseas) students; for
example, in 2001, in New Zealand, the University of Waikato had 1,000
 students from the People’s Republic of China (PRC) at the undergraduate
and postgraduate level. Such students present special linguistic and cultural
challenges to their receiving institutions.

The problems facing the institutions which have admitted these students
include unprepared admissions officers, a shortage of interpreting staff in the
international offices, the failure of institutions to provide adequate English
language support even for those students who have tested out at the appro-
priate admissions level on tests such as the IELTS test or the USA Test of
English as a Foreign Language (TOEFL), a lack of trained teaching staff to
mount in-sessional English language courses, and a shortage of teaching
space in which to conduct these courses. The influx in New Zealand is such
that new students may wait months before they can be given the proficiency
test (usually IELTS) they need for admission. In addition institutions lack
understanding of the very different cultural expectations these students may
bring with regard to what independent study means. The institutions may
also lack awareness of these students’ very real problems, problems of isola-
tion, of culture clash, of inadequate language proficiency and consequently,
very often, of unsatisfactory academic progress.

1 The 1950s and 1960s: the English Proficiency Test Battery
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These are not new problems: they may loom large in New Zealand in
recent years because the country has (over) admitted international students
without adequate planning. And because New Zealand is a small country, an
influx of this order is very salient. But the problems, not always perhaps as
dramatic, have been experienced in English-speaking countries over the last
50 years, indeed since the end of the Second World War. Future historians
are likely to chart the rise and rise of English worldwide from the mid-1940s,
when the USA became the major English-speaking super power. English
then started to become the language that all educated people needed to
possess, and the main vehicle for serious academic study in many disciplines,
above all in the sciences (Crystal 1997). Before long, in both the UK and the
USA (and later in Canada, Australia and New Zealand) it came to be felt
that for the sake both of the students themselves and of the receiving institu-
tions, some form of English language admissions test was necessary (Davies
1965). Otherwise, because of inadequate proficiency in English, the institu-
tions and the students would waste time and effort. Looking back, it is inter-
esting to wonder why institutions took such intervention as the provision of
an English language test for granted. After all it would have been possible,
though it might not have been very humane, to admit students with or
without English language proficiency at the required level. The students
would then be personally responsible for their own progress in English. The
fact that institutions have not done so probably indicates that they do care
about the welfare of their students – and/or that they are unwilling to accept
large numbers of failures.

By the mid-1960s both the UK and the USA had English language pro -
ficiency tests in place. But that simultaneous test development was about the
only similarity: in terms of test content and test implementation the practices
were very different. In this volume we chart the history of the UK experience;
while we refer in passing to the USA history, that is not our concern and in
any case is described elsewhere (see for example Spolsky 1995). Our purpose
is to describe how academic English language proficiency testing in the UK
moved from the British Council subjective measure (Perren 1963b), through
the English Proficiency Test Battery (EPTB) (Davies 1965) to the English
Language Testing Service (ELTS) (Criper and Davies 1988) and then to the
International English Language Testing System in 1989, which has itself
evolved since the early 1990s (UCLES 2005). We refer in passing to two other
British based English proficiency tests, the English Language Battery (ELBA)
and the Test in English for Educational Purposes (TEEP). We shall also try to
explain these changes from an applied linguistics perspective, in other words
placing them in the context of educational, linguistic (including sociolinguis-
tic and psycholinguistic), psychometric and methodological influences.

English language tests (or examinations) for second/foreign language
learners were available in the UK from the early part of the 20th century. The

Introduction
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University of Cambridge Local Examinations Syndicate (UCLES) made a
start with its Proficiency examination in 1913 (see Weir and Milanovic 2003),
followed by other bodies such as the Royal Society of Arts, Trinity College
London, London Chamber of Commerce, and later the University of
London, the University of Exeter, the Joint Matriculation Board (JMB) of
the northern universities and the Associated Examinations Board (AEB).
UCLES itself (now known as Cambridge Assessment) has increased its pro-
vision over the years until today. But with the exception of the JMB and the
AEB, the purpose of these tests/exams has been to provide a (foreign) lan-
guage certification in the English language itself rather than as a means of
studying another subject through the English language medium.

The USA
In the USA the University of Michigan was a pioneer. Between 1946 and
1958 Robert Lado and his colleagues in the English Language Institute there
(where Charles Fries was Director) produced some of the best known early
tests in the field: the test of Aural Comprehension, the English Language
Test for Foreign Students (still being revised for use today), and the
Michigan Test of English Language Proficiency. These Michigan tests (and
the TOEFL test which was later modelled on them) exemplified Lado’s
theory of language testing (Lado 1961). They were objective paper and pencil
tests and targeted a student’s problems. Lado maintained that a learner has
language learning problems. The task of the tester is to find those problems
and test them. Lado was more precise: a learner’s problems, in his view, were
essentially those of the major points of contrast between a learner’s first lan-
guage and his target language. (This was the ‘contrastive language hypothe-
sis’ on which the technique of error analysis was based.) In addition to
appearing to be linguistically based, Lado’s theory demanded validation by
an external criterion; and the procedures employed in validation were sophis-
ticated. And in spite of his attachment to the contrastive language hypothe-
sis, Lado would appear to have been a universalist, committed to the view
that language learning is not basically different country to country, context
to context.

Contrastive analysis was, it eventually became clear, an inadequate basis
on which to determine learners’ problems once the test was made available to
students from different language backgrounds, and in any case only partially
adequate as a complete explanation of second language learning. The theory
of contrastive analysis was, as it were, overtaken by the impracticality of pro-
viding for all possible cross-language problems. Lado himself recognised the
dilemma, conceding as early as 1950 that the rigours of contrastive analysis
were, in the proficiency field, an ideal, unrealisable except for a few major
languages:

1 The 1950s and 1960s: the English Proficiency Test Battery
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the task of preparing separate tests for all language backgrounds is so
enormous that we may never hope to have such tests except for a limited
few languages. A practical solution to this problem may be that of
keeping separate norms for the various national groups of students that
take the tests (Lado 1950:66).

This ‘practical solution’, which incidentally has been consistently prac-
tised by Educational Testing Service (ETS) for the Test of English as a
Foreign Language (TOEFL), is more psychometric than linguistic. Certainly
it has nothing to do with contrastive analysis since the test on which the sepa-
rate norms are to be provided must already have been constructed on a non-
 contrastive or unilingual basis, that is on an assessment of some of the major
problems generally involved in learning English.

Other US based tests in use at this time were the English Examination for
Foreign Students (EEFS 1947, 1951, 1956) – a very long test, 5 hours in total
testing time – and the Diagnostic Test for Students of English as a Second
Language (Davis 1953), lasting 1 hour and targeting written English struc-
tures. It appears that this short test was meant to replace the under-used (and
over-long) EEFS. Several other tests were developed at the American
University Language Center (AULC) by Davis and colleagues (Croft,
Freeman, Harris and Jones): the English Usage Test for Non-Native
Speakers of English, the Rating Language Proficiency in Speaking and
Understanding English (the Aural/Oral Rating Sheet) (Harris 1959) and A
Vocabulary and Reading Test for students of English as a Second Language
(Harris 1960). The English Usage Test and the Aural/Oral Rating Sheet
are together commonly known as the AULC test (Harris 1961) and were
mandatory for many CIA participants and other State Department grantees.
In 1961 the AULC made their Listening Test available and then with
TOEFL (Harris 1964), a true battery of tests appeared. The AULC tests were
in many ways precursors of TOEFL; Harris was a very important contribu-
tor to this development and indeed it was at the American University
Language Center that TOEFL was housed in the early days.

The first TOEFL was made up of five parts: Listening Comprehension,
English Structure, Vocabulary, Reading Comprehension and Writing
Ability (the link with earlier AULC tests is very obvious). What was note-
worthy about TOEFL from the start was the nationwide co-operation both
in preparing and administering the test: from an administrative point of
view, TOEFL had the mark of being a great breakthrough in language
proficiency testing. But this positive judgement did not hold for the linguistic
analysis. For example, it was unclear on what basis the vocabulary items in
Section 3 (Vocabulary) were selected, the method of questioning in Section 4
was traditional in the extreme (and the passages semi-literary), and Section 5
was more a test of style than of writing.

The USA
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An important (and early) contribution to proficiency test development in
the USA was the Investigation of the Teaching of a Second Language. This
study was praiseworthy for its attempt to ask basic questions right at the start
(and formulate these as hypotheses): thus just ‘what does . . . reading knowl-
edge mean when applied to the actual process of reading?’ (Agard and
Dunkel 1948:26). Agard and Dunkel were concerned to evaluate the new
experimental programmes which put a high premium on oral–aural pro -
ficiency. It should be remembered that the focus of their attention was on the
acquisition of a foreign language in institutions which offered foreign lan-
guage teaching: the tests of interest to them, therefore, were achievement
rather than proficiency. They were interested in tests which would rank the
native speaker and the non-native speaker on the same scale, a vain ambition
they found.

By the early 1960s it had become clear that there was a widespread
need for English language proficiency tests and that collaboration would
make sense. In May 1961 (CAL 1961) an international conference on testing
the English proficiency of foreign students, sponsored by the Center for
Applied Linguistics of the Modern Language Association of America, the
Institute of International Education and the National Association of
Foreign Student Advisers, was held in Washington. The major recom -
mendations of this  conference (and of a second held in January 1962) led in
the USA to the setting up of a national Council on the Testing of English as a
Foreign Language: this in turn led to the initiation of the TOEFL pro-
gramme under David Harris in 1963. One of the more illuminating
contributions to the  conference was made by the psychologist, J B Carroll,
who, focusing on the need for external validity and for moving beyond con-
trastive analysis, stressed the importance of both a discrete and an integrative
approach in the specification of language proficiency.

The British Commonwealth
At that Washington meeting, Norman Mackenzie reported on a number of
English language tests in use in the British Commonwealth, mentioning rele-
vant work in New Zealand, Canada, India and Central Africa and, most
importantly, Australia. The Commonwealth Office of Education (COE) in
Canberra had designed a test to assess the English proficiency of students
attending Australian universities under the Colombo Plan. The rationale
behind the COE test was explained by Coppock (1961): first, there was the
native speaker standard (‘students should be able to comprehend readily the
speech of native speakers of English and their speech should be readily com-
prehended by native speakers of English’); and, second, teachers’ experience
of learners’ common errors in English (‘an analysis of experience in intensive
English tutorials provided for some of these sponsored Asian students had

1 The 1950s and 1960s: the English Proficiency Test Battery
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already revealed certain aspects of English pronunciation and sentence struc-
ture as being of particular difficulty for many of them’).

The intention was to tap four kinds of ability:

1. The ability to hear accurately and to produce accurately and distinctly
the significant sounds of English, particularly those which are used in
contrast, to signal difference in meaning.

2. The ability to understand English when spoken at normal speed with
correct word stress, sentence rhythm and intonation in the stream of
speech.

3. The ability to recognise, comprehend and use a reasonable range of
English structures and vocabulary.

4. The ability to recognise, understand and use a reasonable range of
common structures including idiomatic expressions in written English.

Daphne Keats, working in the University of Queensland, had found that
in terms of predictive validity, reading comprehension in English was the
most important skill for the university success of Asian students (Keats
1962). This was an important finding and has influenced later practice: since
then all English proficiency test batteries have of necessity included a reading
comprehension component. Keats also found that there was no linear rela-
tionship between increase in proficiency and time spent in-country: she
reports that longer attendance at the University of Queensland did not raise
test scores.

Also in 1961 a Conference on the Teaching of English as a Second
Language was held at Makerere University College, Uganda. English lan-
guage testing was one of the topics discussed. A number of papers were given
on the topic including those by Coppock (1961) and Rackham (1961). The
Strevens contribution was particularly illuminating. He argued that a lan-
guage test could be devised according to a set of language test principles
soundly evolved from a theory of language: he took the view that the most
important principle in language testing was the foundation of a test on
 linguistic categories (Strevens 1961:11).

Strevens explained that tests of spoken English had been experimented
with in West Africa, including components of reading, comprehension and
conversation. Their significance (McCallien 1958, Strevens 1960) lay in their
attempt to base their theoretical standard or norm not on Received
Pronunciation (RP) but on Educated West African Pronunciation of
English. These tests had been designed on the basis of a bilingual comparison
between this model of West African pronunciation and various well-known
local West African accents – taking us back to the contrastive analysis con-
struct while offering a compromise between the extreme L1–L2 comparison
and the common error approach. What the tests did was to focus on common
problems for all West African second language learners of English, by
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hypothesising that speakers of various West African languages had problems
in common when learning English (Davies 1965).

The UK
In the UK, the best known proficiency tests were the University of London
Certificate of Proficiency in English for Foreign Students and the two
Cambridge examinations, the Certificate of Proficiency in English (CPE)
and the Lower Certificate in English (see Weir and Milanovic 2003 for more
details of the history of CPE). Although all three were labelled
‘proficiency’, they are more properly regarded as ‘achievement’ (or ‘attain-
ment’) since they were intended to be taken at the end of a rigorous course
in English: the London examination mainly for foreign teachers of English,
the Cambridge examinations for those who came to the UK primarily to
study the English language. There is thus an important distinction between
these examinations and those which are more usually described as
Proficiency Tests in English as a Second/Foreign Language, since none of
these was intended (even though they might have been so used) for students
wishing to use their English in order to study some other subject. Neither
London nor Cambridge published norms nor had they undertaken any
validity studies. Both were somewhat traditional, giving a central place to
written composition, insisting (in London) on a knowledge of phonetics
and (in Cambridge) on a translation, though notice had been given that this
was to become optional.

Teachers who had worked in ESL/EFL settings outside the UK found
that on their return to live in the UK they were able to make use of that par-
ticular language teaching experience to work with the growing numbers
of international students in the UK itself. One of these was George Perren
who had carried out research on issues to do with English proficiency testing
as a Simon Fellow at the University of Manchester. Perren had previously
worked for a number of years in teacher training in East Africa and later
became the first Director of the British Council’s English Teaching
Information Centre (ETIC) in London. He wrote:

It was desired to construct and administer tests of English ability to West
and East African students in Britain in order to discover:

1. to what extent their work in technical or academic courses in Britain
was significantly handicapped by weaknesses in English;

2. in which aspects of English such weaknesses are most prevalent;
3. how weaknesses might best be overcome either by different teach -

ing overseas, by preliminary courses in Britain, or by remedial
courses which could be taken concurrently with other studies (Perren
1963a:2).

1 The 1950s and 1960s: the English Proficiency Test Battery
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To this end he set up a battery of six tests which he applied both to foreign
students and to native English-speaking students. The tests were:

1. A test of articulation (ability to produce the primary phonemes of
English).

2. A test of phonemic discrimination (ability to distinguish between
English phonemes).

3. A test of auditory comprehension of prosodic features (stress and pitch
in a recorded dialogue).

4. A test of reading comprehension (single sentences).

5. A test of hearing (combining the features isolated in Tests 1–3).

6. A test of reading comprehension (two texts).

This experimental work laid the necessary foundations for subsequent
academic English proficiency testing in the UK. It was based on sound
theory, set out the features in isolation to be tested and constantly looked
towards a satisfactory method of validating control over these features.
Perren reported very high validity correlations for combined test scores with
teachers’ estimates used as the criterion. He concluded that his Tests 3 and 5
looked worthy of development, that a test of reading speed might well be
added to future batteries, and, above all, that it was still not clear what con-
stituted a truly valid assessment of an overseas student’s English, what crite-
rion, in fact, should be used to establish the validity of a proficiency test. This
comment of Perren’s has echoed down the years. Language testing remains
caught between a rock and a hard place, the rock of achieving a valid and
reliable test which meets the practical constraints of usability, and the hard
place of specifying exactly what it is the test is meant to predict, the criterion.
Like gamblers, proficiency testers predict: unlike gamblers they have no
certain outcomes.

The British Council

The British Council, agency of the British Government charged with cultural
and educational exchanges, had by 1954 developed a test instrument to
measure the adequacy in English of the growing numbers of overseas candi-
dates for official scholarships and fellowships. This test instrument was in
fact a rating form, the Knowledge of English Form; it was issued to guide
Council officers in making their subjective assessments in-country. The
rating form consisted of a 4-point scale for each of the four skills, speaking,
listening, reading and writing. By 1958 there was concern about the reliabil-
ity of this method of assessment leading to the institution of an amended
version which became known by its reference number, OSI 210, and the title
changed to ‘Assessment of Competence in English Form’. Among other

The UK

9



changes were the addition of a sheet of instructions about procedures and
suggestions to the examiner about materials, the replacement of the 4-point
scale by a 10-point one and an instruction on the rating form about the level
of proficiency to be attained in order to qualify for study in Britain. In 1961/2
the rating form was administered to 2,000 overseas applicants. But there was
still considerable dissatisfaction (among Council officers and others) with
this method of assessment (Perren 1963b).

One of the reasons for the concern in the British Council about the inade-
quacy of its English testing procedures was, as we have seen, the growing
number of overseas students entering British universities. Equally important
was their length of stay: many were short-term (for example three months),
for most students rarely more than 12 months. In the circumstances, there
was usually too little time for these students and visitors with inadequate
English to improve sufficiently after arrival in the UK. It was different for
PhD students, with 3–5 years to look forward to. Something extra was
needed to help the short-term students and their receiving institutions. It was
essential that they should have adequate English on arrival. Hence the need
for a valid English language proficiency test.

So great was the dissatisfaction, both among Council officers overseas and
receiving institutions in the UK with the existing British Council procedure
for assessing English language proficiency, that in 1961 it was decided to set
up an enquiry into the reliability of OSI 210, first by retesting in the UK on
the same form and then by applying some of the existing American and
Australian test materials to a sample of overseas students in the UK with a
view to checking their applicability to British requirements.

‘The whole investigation would, it was hoped, draw attention to existing
tests, clarify their shortcomings, and provide basic material which would
help in the construction of new tests.’ The report on the investigation con-
cluded that the problem remains of ‘producing a true sample of linguistic
skill [. . .] which can be reliably scored’ (Perren 1963b:28). What should be
aimed at was ‘functional load’ in communication, not contrastive analysis
and not frequency. To that end, in 1962, a project funded by the British
Council was set up in the University of Birmingham.

Relevant development work into academic language proficiency testing
was already under way at the University of Edinburgh’s School of Applied
Linguistics by Elizabeth Ingram. There the English Language Battery
(ELBA) grew out of the common need to assess foreign students’ English,
particularly at the university level (see Chapter 3 and Appendix 8.1). The
American tests had been tried but found to be too American in content and
too easy at the desired level. The Ingram battery consisted of nine tests:

1. Phoneme recognition.

2. Sentence stress.

1 The 1950s and 1960s: the English Proficiency Test Battery
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3. Listening comprehension (short sentences or beginning conversations).

4. Intonation (for direction and judgement).

5. Listening pairs (right/wrong sentences).

6. Word stress.

7. Grammatical structure.

8. Vocabulary.

9. Idioms.

(Tests 1–5 were on tape.)

Ingram had reported good discrimination and reliability for her tests and
very satisfactory validity correlations, both with teachers’ estimates and with
success among overseas students on the Edinburgh postgraduate Diploma in
Applied Linguistics. Analysis of the Ingram tests suggested that while they
provided excellent coverage, they were probably over concerned with the
needs of postgraduate students on language rich courses (such as the
Diploma in Applied Linguistics) and were consequently not sufficiently rele-
vant to the needs of students on technical and science-based courses (see
Chapter 3).

In addition to the research and development work at the University of
Edinburgh, related work was also going on at the University of Exeter, the
University of London and the University of Manchester. The long-
 established work by the University of Cambridge Local Examinations
Syndicate (UCLES) at the University of Cambridge has already been men-
tioned. As we have pointed out, the Cambridge Proficiency developments
were not strictly concerned with academic language proficiency. The same
could be said for the University of Exeter’s testamur. Its concern, like that
of the UCLES test, was with the English proficiency of students of English
and not with the proficiency in English of students (of any subject other
than English but usually of science and technology) wishing to undertake
further studies or enter on attachments, using English as a medium. The
difference lay between students of English and students in English. Of
course there was overlap since a student of English could be or become a
student in English. But for the most part there were two different purposes,
with university students in English being by far the larger of the two
groups.

Most like the new British Council/University of Birmingham develop-
ment was the work of Pat McEldowney at the University of Manchester. Her
guiding principle was the construct of language for specific purposes (LSP),
insisting on using recondite and unusual texts unlikely ever to have been used
by academics. In this way, McEldowney (1976) was able to reduce the prob-
lems of plagiarism and cheating, while at the same time leaving open to
public view past test material.
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The English Proficiency Test Battery
For the British Council/University of Birmingham project, what seemed to
be necessary in developing a robust English language proficiency test for use
in the UK higher education sector, was to take account right at the construc-
tion stage of the needs of validity, thereby combining both the linguistic and
the psychometric demands as they were understood at the time. This should,
it was hoped, provide a sound theoretical base for the test, and in addition
ensure that it served its practical purpose. It was reckoned that the language
tester concerned to develop a proficiency test for use in the UK should set out
from the start with three needs in mind:

• to establish a sound linguistic basis for the test
• to be concerned as much with language control as with language
• to look to the criteria against which to validate the test (Davies 1965:52).

In addition, it would be necessary to take account of such practical
matters as ease of scoring and administration, and of the time allocation for
the test; as well, of course, as with the more psychometric aspects of reliabil-
ity and objectivity. But the three essential needs at the start were: linguistic
content, language control and desired validity. It was with those criteria in
mind that the English Proficiency Test Battery (EPTB) project was carried
out at the University of Birmingham between 1963–65, under the joint aus-
pices of the University and the British Council. The product of the project,
the English Proficiency Test Battery (see Appendices 2.1–2.3), was used by
the British Council in its overseas operations between 1965 and 1980.
Leading the project was Edwin A Peel, a leading psychometrician, who had
been involved in the British Council’s enquiry into the reliability of its OSI
210 procedure. Peel was Head of the School of Education at the University of
Birmingham and it was there that the project was based. Alan Davies
was appointed as Senior Research Associate on the project and he, under
Peel’s direction, developed the new test, with the research design and statis -
tical support of Peel’s psychologist colleagues, George Burroughs and Philip
Levy, later Professor of Psychology at the University of Lancaster, and with
the applied linguistic support of George Perren on the British Council side.

Given the desired global use of the test, it was decided, with some reluc-
tance, that the receptive skills should be emphasised. It was accepted that
both writing and speaking were just as important, but with the needs of a
short group-test to be administered by untrained examiners in mind, the
logic was inescapable that at that point in time the proficiency battery would
have to concentrate on the receptive skills.

It was not that speaking and writing should not be tested. However, there
were problems with testing both skills. For speaking, the practical problems
were grave. It was true that possible methods for testing speaking had been
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demonstrated or at least suggested by Perren (1963a, b), Mialaret and
Malandain (1962), Strevens (1960) and Carroll (1963). But these all needed
to be administered individually and required skilled examiners. At the time
it seemed obvious that what the British Council needed in its overseas
 operations was a group test which could be taken in a short period of
time and could be applied by unskilled and untrained examiners. Lado had,
it was said, overcome the practical difficulties (Lado 1961) by his claim to
test  pronunciation by paper and pencil techniques. But it was no more
than an assertion that such a test really did measure oral expression.

Written expression was also a necessary skill to test. The Washington con-
ference on English proficiency testing (above) had recommended that an
optional written composition should be provided (in what was to become the
TOEFL test) for whatever use the institution chose to make of it. The impli-
cations of this recommendation are obvious. From early days the regular
TOEFL test had as its Test 5 a test which was labelled ‘Writing Ability’. But
the content and format of this test were such that it was difficult to distin-
guish it from a test of reading comprehension. The distinction is surely that,
for writing, the major stimulus lies in the students’ own imagination,
thoughts and so on, while for reading the major stimulus lies in the passages
or sentences (complete or incomplete) that are presented to them. The early
TOEFL Test 5 on this basis was more a test of reading than of writing. It
appears that testing writing had been seen as impractical in the early TOEFL
as it was now felt to be in the design of the new British Council test. It was
concluded that for the time being (in the early 1960s) a test of writing could
not realistically be contained in the kind of English proficiency test battery
under consideration.

Such a battery would need to take early account of validity. Two criteria
for predictive validity were decided on: the first was academic success, meas-
ured by test takers’ end-of-term or course grades or examinations in their
own subject of study (on the grounds that for them what proficiency meant
was having adequate English to pursue study in their own subject area with
no more difficulty than if they were native speakers). The second criterion
was teachers’ or tutors’ estimates of their students’ English proficiency after a
period of study. This was felt to be a means of supplementing the rather
crude subject examination success since it could take account of the impor-
tant relation between student and teacher in terms of the language they used
to communicate professionally. Once adequate validity had been demon-
strated it would then be necessary to determine just where to establish the
most cost-effective cut-off (or pass mark) so as to limit as far as possible the
number of False Positives, those students misallocated as having adequate
proficiency when they did not.

Test validation would also provide evidence as to the adequacy of a test
lacking speaking and writing components. The argument may be presented
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thus: an overseas student needs English above all to follow their academic or
technical course, without being disadvantaged by inadequate English, and
take the relevant examinations. Tests of reading and listening would be
justified (or not) as measures of the students’ ‘English’ by their relationship
to the students’ ability to follow a course and take his/her examination(s), as
assessed by tutors’ estimates and examination results. In other words, this
was very much a pragmatic approach; could success on an English-medium
academic course be predicted on the basis of tests of reading and listening
alone? There was no assumption that speaking and writing were in any way
less important than reading and listening, rather, that if the test proved to be
satisfactory, then it could be claimed that the language skills relevant to aca-
demic success were accessible through reading and listening. They could, of
course, be equally accessible through writing and/or speaking if appropriate
procedures could be found to test these skills.

It was decided that there were two areas to draw on for the test battery: the
one would draw on the linguistic aspect, the other on the language-at-work
aspect, on the grounds that a well-designed battery must contain some
tests which were based on linguistic (or system) categories and some which
were based on work samples (later known as performance tests and, more
specifically, as field specific tests) of what overseas students have to use their
English for in their academic studies – which is, after all, exactly what a
native English-speaking student would need their English for.

The part of the battery drawing on the linguistic aspect should reflect lin-
guistic categories. It should be based, as far as dialect was concerned, on
Standard British English, the variety most in evidence among the educated,
and, as far as receptive pronunciation for the listening component is con-
cerned, on modified Received Pronunciation (RP), which is not a standard
but is certainly the most favoured accent and probably the one best
described. So far as style and register were concerned, it was felt that, while
highly desirable in a large battery, ability to manipulate these was not the
prime consideration for an English proficiency test; and in any case it would
be partially accounted for in the work sample tests. So far as language levels
or categories were concerned it was thought desirable to make these the foun-
dation of the linguistic parts of the battery: thus there should be separate
tests for the levels of phonology and of grammar. Context of situation (Firth
1937/64, Halliday, McIntosh and Strevens 1965, Malinowski 1923), the
notion that language is always located in its own context, was not to be tested
separately since it entered into the work sample tests. Vocabulary, with all its
awkward sampling problems, was also not to be separately tested since it too
entered in at so many points in all the tests. The phonological level, since it
was finite and so did not raise problems of sampling, on the other hand, could
be approached both segmentally and prosodically: thus leading to the devel-
opment of separate tests of phonemic discrimination and of intonation and
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stress. It was therefore decided that the linguistic/system section of the
battery should consist of tests of:

• phonemic discrimination
• intonation and stress
• grammar.

The work sample component was, if anything, more difficult to reach
agreement on. What students must do in the course of their studies is to listen
to lectures and tutors (and understand them), read books, articles and techni-
cal reports (and understand them). The work sample’s contribution to the
battery thus suggested itself readily: there should be tests which involved
comprehension of typical lecture material and comprehension of typical text-
book material.

So far so good! But what is typical? Ideally the work sample tests in a
proficiency battery would relate directly to the needs of each student. With
work sampling (as with contrastive analysis) this may be possible for a
homogeneous group (for example nurses) who are all entering an iden -
tical course of training which makes use of one set of teaching materials
(and preferably one set of lectures). But this is really work sampling for
an achievement test; precise work sampling for a proficiency battery
may well be an impossibility. And so the tester has to fall back on ‘typical’
material.

Even so, certain gross differences suggested themselves, for example
between science and non-science, each area with around 50% of the student
population in the UK at that time. One important feature that emerged in the
needs analysis was that of rate of reading. In addition to tests of reading com-
prehension it was therefore decided to include a test of reading speed. The
plan for the work sample was to include tests of:

• listening comprehension, general and specialised
• reading comprehension, general and specialised
• reading speed.

The trial battery consisted of just over 200 items, with a total testing time
including administration of 1 hour 45 minutes.

The English Proficiency Test Battery (EPTB) was trialled in 1964 with the
following subtests:

Listening

1. Phonemic discrimination (in isolation).
2. Phonemic discrimination (in context).
3. Intonation and stress (in conversation).
4. Comprehension (science and non-science texts).
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Reading

5. Grammatical structure.

6. Reading speed.

7. Comprehension (science and non-science texts).

Test 1: Phonemic discrimination (in isolation)

Test takers were presented with three words on tape and asked whether what
they heard was all three the same, two the same and one different or all three
different. The letters representing the words that sounded the same were to be
circled. The words heard were not given in writing (to emphasise the aural
element) and were represented to the testee by the three letters A, B, C, with
A as first heard. In Test 1 there were 65 phonemic triplets in which the possi-
ble distinction was solely phonemic. Example items were:

• bit – bit – beat • requiring the response: A  B  C

• set – sit – seat • requiring the response: A  B  C

• king – king – king • requiring the response: A  B  C

A test of segmental phonemes has its limitations: Perren, following Firth
(1964), questions the importance of segmental phonemes in ‘normal speech’
and therefore of phonemic contrast and its testing: ‘Identification of primary
phonemes in normal speech does not depend solely on hearing and assessing
each sound . . . our previous “statistical store” of sounds or complexes of
sounds and combinations of sounds, indicates very strongly certain proba-
bilities of occurrence’ (Perren 1963a:26–7). But, as he goes on to point out,
this applies more to the mother tongue than to a second language ‘where we
depend more on the step-by-step identification of primary phonemes for
interpreting words’ (Perren 1963a:26–7).

However uncertain its function in communication, phonemic discrimi-
nation appeared very clearly to be one of the primary linguistic features of
language. It seemed a necessary test, a patent approach to tapping a
learner’s understanding of one variety of English pronunciation (RP); it
was also, of course, one of the easiest tests to construct and apply (10
minutes on tape), even though it was not quite so easy to construct 65 realis-
tic contrasts.

The choice of contrasts in the test was based partly on frequency (Gimson
1964) and partly on the material in other tests (especially Perren and
Ingram), partly on guesswork. Perren had commented: ‘the preparation of
material to test perception of phonemic contrasts must be largely an affair of
judgment and intelligent guesswork, rather than of scientifically calculated
design’ (Perren 1963a:24–5).
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Test 2: Phonemic discrimination (in context)

Test 2 contained 25 items; again a test of phonemic contrasts, but this time
in context. Each item contained a sentence (‘the context’) in which one word
was ambiguous three ways (by virtue of containing possible phonemic
 contrasts). For example: the test taker has on the test paper the following
sentence:

I like the old-fashioned pots/ports/parts of England.

and hears:

I like the old-fashioned ports of England.

and is required to tick the word ‘ports’.
It was difficult, if not impossible, to construct realistic sentences for even

25 items in which all three contrasts were equally possible. What became all
too clear was that even though it looked as though these contrasts were in
context, they were not really so: the sentence of which they were part pro-
vided no clue (indeed could not) as to which phonemic contrast was the
‘right’ one. From this point of view Test 2 was really an extension of Test 1,
merely employing a different method, which interestingly was more accept-
able to some stakeholders because it appeared to be more realistic.

Test 3: Intonation and stress (in conversation)

Test 3 suggested a setting in which two university students, John and Mary,
were talking to one another. The test represented an attempt to construct a
test of intonation, employing certain stress and pitch features which contain
crucial (suprasegmental) contrasts. It was, of course, only too clear that this
was not an adequate test of intonation: in the first place, several of the items
were known to contain non intonational clues (e.g. lexical ones) which con-
taminated the signal which it was desired to isolate; in the second place, this
was put forward as only a very ad hoc way of going about testing conversa-
tion from a linguistic point of view in the absence of an acceptable and
accepted inventory of intonational patterns.

Gimson points to the problems of describing intonation:

since, however, we sometimes misinterpret the emotional attitude as
conveyed by intonation, it may be said that non-segmental intonation
patterns of this kind are less perfectly systematised, or that such lin -
guistic systems are more numerous and applicable to smaller communi-
ties (regional or social) than phonological systems, so that a faulty
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judgement or emotional attitude conveyed by intonation cues may
derive from an interpretation of these cues in terms of our own, different,
intonation usage in showing such attitudes (Gimson 1964:244).

Here is an example of a test item. The test paper provides two written
statements. The test taker is instructed to put a tick against one statement,
both statements or neither statement with which s/he agrees on the basis of
the spoken stimulus.

The test taker hears:

John: Let’s have a meal. Not that you are hungry!
Mary: I don’t want to eat! What an idea! Of course, I can’t eat anything!

The test taker reads on the question paper the statements:

a. Mary wants to eat.
b. Mary can eat nothing.

Here the more important contrast is shown by the falling–rising nucleus of
‘anything’, implying that Mary likes some but not all things. The test taker
should respond by not ticking statement (b). ‘This semantic function of into-
nation . . . occurs less frequently than that which shows the speaker’s emo-
tional attitude’ (Gimson 1964:253–4).

The rising–falling nucleus on ‘hungry’ is intended to convey slightly
mocking irony: this may be reinforced by the series of falling nuclei: ‘Not that
you are’ and the preceding (secondary) stress on ‘you’. This clue, in addition
to the series of rising nuclei preceding the fall–rise on ‘eat’, is intended to
suggest the correct response, which is agreement with statement (a); the test
taker should therefore tick (a).

Test 5: Grammatical structure

Test 5 was a very traditional test of English grammatical structure. There
was no claim that the test covered the whole of the field, rather that the
50 items in the test covered some aspects of English grammar. All the items
were multiple choice with three options. How far it was permissible to
offer among the choices non-occurring English combinations was consid-
ered. A robust approach was taken, on the grounds that it was irrele -
vant (as well as unlikely) that the test taker would be naïve enough to
believe that the test items provided serious teaching (as opposed to testing)
 exposure.

So much then for the linguistic or structural component of the test. We
turn now to the work sample section. This consisted of a Listening test (Test
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4), a Reading test (Test 7) and a test of reading speed (Test 6). The Listening
test and the Reading test were originally intended to offer separate choices for
science and humanities students. This proved to be impractical (foreshadow-
ing the later ELTS experience) since there seemed no convincing way of
demonstrating comparability, that is that the tasks facing the science and the
humanities students were equally difficult. And so in both cases I eventually
abandoned the principle of choice.

Test 4: Listening comprehension (science and non-science texts)

For the listening comprehension component, recordings were made of lec-
tures (and part-lectures) in a number of faculties. What emerged was that
however good and clear many of these lecturettes were, they did not necessar-
ily fit the requirements of testing for a recurrent set of information points
which can be tapped. Real lectures may be concerned with, for example,
raising students’ confidence or with lengthy discussion at an abstract level. It
is hard to write test items for these kinds of content. The proper teaching
function of an authentic lecture sits uncomfortably with the needs of a test to
provide sufficient material to construct 15 or 20 items that can be adminis-
tered in 15 or 20 minutes, a stark warning that real life and authenticity do
not sit together easily in a testing enterprise.

Test 6: Reading speed

Test 6 took up Perren’s suggestion of developing a test of reading speed.
However, it used an unorthodox method. The original text (of about 1,500
words) was ‘doctored’ by inserting randomly into it a total of around 200
extra words. The randomness seemed essential to prevent word counting.
The first 25% were Welsh words, the remainder all English. The purpose of
starting off with the Welsh words was to provide an easy start to all but the
least proficient, thus helping their confidence. Test takers were instructed
to read as fast as they could, underlining as they went the words which they
felt hindered the meaning of the passage – the words which did not belong.
The rationale of the test was that while the purpose of all reading is com-
prehension, there is an advantage in academic study in being able to read
fast (to skim and scan) when the need arises. But of course even when
reading quickly, comprehension still matters. And so the argument of the
constructor was that those who succeed in detecting the intrusive words
demonstrate that they are able to comprehend the text, and the more dis-
tractors detected within the time limit the greater the reading speed of the
test taker, where success in detecting distractors indicated that comprehen-
sion was taking place. (Test takers underlining whole lines had those
responses discounted). This argument was not accepted by everyone, as we
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point out below. In later years this method became known as cloze-elide
(Manning 1986).

Here is an example:

Read the following text and underline those words which do not belong:

The history of language teaching is, indeed, the history of method. Like
you fashion in dress, method in language teaching emerges and disap-
pears arithmetic, and if one looks far enough it recycles itself after a sub-
marine decent interval.

The test taker would be expected to underline ‘you’, ‘arithmetic’ and ‘sub -
marine’.

Test 7: Reading comprehension (science and non-science texts)

Test 7, like Test 4, was intended to offer a science and a non-science choice
of text to measure reading comprehension. But the lack of a means of estab-
lishing comparability decided against its use operationally. A somewhat
unorthodox method of assessing reading comprehension was employed.
Instead of the traditional multiple-choice items accessing understanding as the
text proceeded, in this case a technique employing gap-filling was used. The
intention was to probe comprehension in progress rather than, as in the more
traditional format, after the reading was over. Randomly selected function
words were deleted except for their first letter and the test taker was required to
complete the deleted part. No alternatives (even if acceptable in terms of
meaning) were permitted. Again, the argument was that the students show
their understanding by completing the words. The test was a version of the
cloze test and later it became known in a modified format as the C-test.

Here is an example of the procedure:

Complete the words in the passage below which are indicated by their
initial letter and a dash:

B--- changes i--- t--- home are less revolutionary, a--- easier t--- assimi-
late, t--- changes i--- industry.

Looking back 40 years on, we can see that the EPTB was both derivative
and innovative. Test 4 (Listening comprehension) and Test 5 (Grammatical
structure) were products of the behavi oural and structuralist paradigm, what
Spolsky (1977) termed the psychometric–structuralist approach to language
testing. These tests were typical of the prevailing orthodoxy which took a
strictly linguistic view of language learning and of language proficiency. Both
tests proved to be satisfactory, especially the Grammar test. Tests 1 and 2, the

1 The 1950s and 1960s: the English Proficiency Test Battery

20



phoneme tests, were even more strikingly traditional, in that they took for
granted the isomorphism of segmental sound perception and language
proficiency. Such a view was predicated on the central role at the time that
phonetics played in both linguistic descriptions and in the education of lan-
guage teachers. Neither of these tests wore well. Indeed it became clear early
on that phonemic discrimination bore little if any relation to the other test
components (grammar, reading and listening comprehension): while it could
be argued that it might, indeed should be, distinct, it was thought to be odd
that it should be so isolated. The practice of insisting on the inclusion of a
phoneme test seemed rather like requiring a knowledge of astrology for stu-
dents of meteorology. Hindsight has not dealt kindly with phonemic discrimi-
nation nor indeed with phonetics more generally, displaced, as it is, from its
central role in the linguistic sciences, a place now occupied by theories of social
interaction and cognitive science.

These four tests were, so to speak, derivative of prevailing and to an extent
outmoded ideas. The other three tests attempted to be innovative. The inno-
vation was two-fold. The first innovation was the attempt to make a partial
English for Specific Purposes (ESP) provision in Test 7 (and as we saw earlier
in the Listening comprehension test, Test 4). In both cases, this was aban-
doned early. Nevertheless, it does show that already in the late 1950s and early
1960s testers were reckoning with the need to provide separately for different
language needs. As we shall see later in this volume, the attempt to make tests
language specific (for scientists, lawyers, etc.) has continued with very mixed
enthusiasm and success. The second innovation, which we see in Test 3
(Intonation and stress), Test 6 (Reading speed) and Test 7 (Reading compre-
hension) was not primarily in terms of content or of linguistic analysis, rather
of methodology. Intonation and stress were already being tested in multiple-
choice frameworks, probing the meaning of a particular intonational or stress
feature. Reading speed (Test 6) was also already being tested, using a timed
test stimulus followed by a set of comprehension questions. And of course
Reading comprehension (Test 7) was old hat. What was new in EPTB was the
way in which these skills were tested. In all cases, what was being attempted
was to make a more direct connection between language input (reading a text,
listening to intonation and stress) and the appropriate response to that input
than was done traditionally where the response was delayed until its presenta-
tion was subject to monitoring. In the case of EPTB what I tried to do was to
remove the possibility of that monitoring by requiring the test taker to
respond to the process rather than wait for the product. This ambition was
more easily achievable in the case of reading speed (through cloze elide) and
reading comprehension (through the partial cloze – the modified C-test) than
in intonation and stress where there was inevitably a larger delay.

These three tests worked reasonably well and were retained in the battery
that the British Council used worldwide for the subsequent 15 years. Tests 6
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and 7 were very close in terms of shared variance, so much so that Test 6
(Reading speed) was made optional (and rarely used since it took up a
further 20 minutes of testing time). Both were robust psychometrically, dis-
criminating very widely, with educated native speakers always performing
well: indeed in the case of Test 7 (Reading comprehension) native speakers
typically scored over 95%.

Test 3 (Intonation and stress) proved to be less happy. It was retained in
the battery because it seemed to be testing something important at the
advanced proficiency level – the level required for academic study. But it had
two problems: the first was that the method employed was difficult for the
test taker to grasp and in any case subject to guessing. The second was the
very instability of intonational clues. This instability could have been less-
ened had the test provided more context for the stimuli. But of course, if that
had been done the significance of the intonational and stress clues to the
meaning of the utterance would have been diminished. What this may mean
is that understanding of intonation depends on an understanding and a
knowledge of context; the less proficient learner has a limited background
knowledge which is revealing of context and so cannot respond to the intona-
tional signal appropriately. And in any case, it became clear that even edu-
cated native speakers found this test hard to process with ease. A number of
the items were left unscored for that reason. Indeed, we could conclude that
the lesson of Test 3 was how little was known of the contribution of linguistic
features such as intonation and stress to the conveying and understanding of
meaning in context.

Test 3, Intonation and stress, remained a bold attempt at innovation. And
that is where it has stayed. It has not, as far as we are aware, led to further
developments.

Tests 6 (Reading speed – cloze elide) and 7 (Reading comprehension –
modified cloze) on the other hand have proved more productive, in spite of
the opprobrium they received early on: indeed they were criticised precisely
for not being language-like, for not testing language in use, for being indirect,
whereas in fact they were probably more direct than many of the testing
approaches they replaced. And both have been followed up: Test 6 has
spawned similar experiments (at ETS and in New Zealand) and Test 7 was an
early flowering of the C-test movement. (No claim is being made here that
Tests 6 and 7 were the originators of either of these trends, rather that they
were early shapers of it; after all, it is always hard to point to the one true
originator of any new development.)

The two-pronged approach, the linguistic and the work sample, which
distinguished the British proficiency testing from the American, has contin-
ued to the present day. While the EPTB offered a balance between the two
approaches, ELTS in its turn (see Chapter 2) went quite far towards a bias in
favour of work samples and then IELTS, as it has developed, has drawn back
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somewhat from that position. But there always have been both components
and while work sample tests have transmogrified into performance tests, the
desire to retain an assessment of control over the language structure and the
assessment of the use of the language has not diminished. No doubt one
reason for this is the practical one, that the linguistic approach is easier to
present in a testing format; indeed it is generally found to be more efficient in
terms of testing principles. But of course what this means is that it is easier to
achieve reliability with tests of structure, more difficult with tests of work
sample or performance tests. And here is the tension that has characterised
test development in the UK (tradition) over the past 40 years, the tension
between the demands of reliability and of validity. The appeal of work
sample tests is to validity, the appeal that also goes under the name of per-
formance and of authenticity or real world. What the EPTB tried to do was
to maintain a balance between validity and reliability: but in doing so it laid
itself open to the criticism that it overvalued reliability by allowing the domi-
nation of the structural component. Therefore, it was claimed, what really
matters is not being tested. The EPTB attempted to deal with this criticism,
which at bottom is an argument about the nature of language and of what it
means to know a language – indeed it is an argument that emphasises implicit
as against explicit knowledge of a language (Ellis 2004) by careful checks on
external validity of the test. These found, as Cronbach had warned:

It is obvious that one cannot speak of ‘the validity’ of a test for a certain
field, save as a shorthand expression for a general trend. The variation of
coefficients is great, even from group to group in the same school. There
are many explanations for this: sampling fluctuations, differences in
course content, differences in reliability of grading, differences in level of
ability, etc. (Cronbach 1960:118).

To this could be added the unreliability of the criterion against which the
test is being measured. When the various correlations were averaged out, it
was found that the typical predictive correlation between the EPTB and an
external criterion (such as academic success at the end of a course) and the
average concurrent correlation with teachers’ grades, was about 0.3. In other
words, ‘English’ as measured by the EPTB, accounts for some 10% of the
variation in academic success. This is a fairly stable finding and has been cor-
roborated by subsequent investigations (Davies 1990:47). While 10% may
seem disappointingly low to those who put a high value on the language
medium, it is probably no more than it should be: if it were very much higher,
what it would suggest is that native speakers have a built-in advantage in aca-
demic study simply because they have native control of the language. As we
know, this is not the case. Native speakers fail academically just as much as
non-natives who have achieved a satisfactory threshold of proficiency.
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Cutting scores

It was recognised that in using EPTB both the British Council itself and
receiving institutions would be involved in making a decision as to whether a
test taker had adequate or ‘enough’ English for admission to study in the
UK. Where a cutting score is actually to be drawn depends on the needs and
wishes of a receiving institution. An institution which wishes to encourage
foreign students may choose to establish a low cut-off and take in more stu-
dents, thus risking a higher proportion of false positives, while an institution
with a highly competitive entry and a restricted number of places may wish to
set a very high cut-off and ensure fewer misses but more false negatives.
Cronbach (1960:335) points out that: ‘setting a cutting score requires a value
judgement’. No attempt therefore was made to discover the ‘right’ cutting
score since no such dividing line exists.

However, by using expectancy tables it was possible to compare
maximum success cut-offs to determine whether different cut-offs were
needed at various academic levels. Results indicated that one proficiency
standard was adequate at all academic levels. There was some evidence that a
slightly lower cut-off score provided optimum success with regard to the aca-
demic criterion (success in final examinations etc.) while a slightly higher one
was needed with regard to the criterion (here known as concurrent) using
teacher and tutor judgements of their students’ English. However, the
difference was small and it seemed therefore appropriate to report only one
proficiency standard as the minimum required to suggest that an entering
student had adequate English to begin studies and would be likely to develop
the necessary advanced English language proficiencies during the course of
study. For the full EPTB the recommended cut-off was a score of 72 and for
the 4-test Short Version (the form most often used) 36. Over time, no doubt
because of regression to the mean, a slightly higher cut-off came to be
thought appropriate.

The EPTB continued in use for some 15 years but already in the early
1970s it was becoming clear that a change would be needed. At the same time
three new versions of the EPTB were developed and put into circulation,
Two of these (Versions B and C, the latter prepared jointly by the author and
Alan Moller) were clones of the first version (A). A radical shift was made
with Version D (prepared jointly by the author and Charles Alderson) and it
is to Version D that we now turn.

EPTB: Version D

Development of Version D began in 1975, by which time the decision had
already been made to develop a completely new test, the test that eventually
became the English Language Testing Service (ELTS) test. But since ELTS
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was slow in development, and because the existing EPTB forms had been
compromised, a further version of EPTB was needed urgently, the version
that was labelled D. In developing Version D a deliberate attempt was made
to innovate beyond EPTB (A–C) by incorporating aspects of the commu-
nicative approach, in particular the different needs of varied student groups.
We may seek to explain the irresistible rise of the communicative competence
model by the explosion of numbers learning, and above all, studying,
through the medium of English. And while this is a plausible explanation, it
has to be put alongside the lack of such movement in the USA, where (until
very recently) no such attempt to build communicative competence into their
(TOEFL) testing programme took place. Such difference – the British regard
for variety, the USA insistence on universality – had echoes of Prator’s
attack on the British tolerance for local and varied standards (Prator 1968)
with regard to the model of English promoted in the Third World.

Against the background of the criticisms and lack of demonstrable valid-
ity of the Listening component in EPTB, it was decided to rewrite the listen-
ing tests. Tests 1, 2  and 3 (the phoneme tests and the stress and intonation
test) of the existing EPTB were discarded and in their place a new listening
test, labelled Test 1 was developed.

Test 1 (Version D) consisted of three parts:
D1.1

Instruction: Choose the correct comment on what you hear:
(meaning choices dependent on sentence stress)

Testee hears: Dr Jones is giving the first lecture

Testee reads: 1. not Dr Smith.
2. he is giving it, after all.
3. not the second one.
4. not the tutorial.

D1.2
Instruction: Choose the correct response to what you hear:
(meaning choices dependent on discourse features)

Testee hears: Would you close the window? It’s getting cold.

1. British Rail have closed the line.
2. Certainly. I’m cold too.
3. Yes. It is hot isn’t it!
4. It won’t open.

D1.3
Instruction:
(understanding of a larger text indicated by ability to select appropriate
notes throughout the text).
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The text was selected from an interview given by the Edinburgh
University physician (Dr Brown) in which he describes the medical facilities
at the university. The text is sufficiently general to be relevant and meaningful
to all foreign students of whatever level and discipline. In testing comprehen-
sion of this text we made a connection with the practice of note-taking. Each
‘note’ is given as a choice of three and the test taker must detect which of the
three in any one case is the best summary of what they have just heard.
Example:

1. Consultations are expensive.
2. Prescriptions have to be paid for.
3. Surgical appliances are free.

These three D tests were widely trialled alongside Versions A and C and it
was concluded that ‘version D was a more satisfactory test than the three
earlier versions in that it retained their strengths (the reading comprehension
parts) and replaces the less satisfactory listening tests in A, B and C by a more
straightforward listening test based on more acceptable content validity’
(Davies and Alderson 1977).

But at what cost! It was very much as the report says, in the interest of
content validity. External validity, whether concurrent or predictive, no
longer seemed so burning an issue. We have acknowledged that in the early
EPTB (in Versions A, B and C) the listening component was outdated and
inefficient. What replaced it in 1977 was safe rather than forward-looking,
harking back (in D1.1 and D1.2) to the structure components of tests such as
TOEFL and avoiding the challenge of innovation raised by, for example, the
opportunity to make test D1.3 into a real note-taking test. That would
indeed have been innovative (and very much within the communicative com-
petence paradigm) but after some luke-warm trials the idea was abandoned
on practical grounds: how do you judge different styles of note-taking? How
do you ensure that a technique such as note-taking, which has been adopted
because it is authentic, is also fair (and therefore ultimately authentic) when
it is clear that note-taking is by no means a universal practice, and, when
practised, often quite idiosyncratic?

And so by the end of the 1970s, EPTB was still in use while the new ELTS
test was gradually being put into operation. For a period the two tests ran in
parallel until the ELTS became fully operational (in 1982) when the EPTB
was finally retired, 18 years after it had been first trialled.

Conclusion
Looking back, we can ask how far EPTB over the two decades of its use met
the needs that were set when it was first mooted. These were, it will be remem-
bered:
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• to establish a sound linguistic basis for the test
• to be concerned as much with language control as with language
• to look to the criteria against which to validate the test.

I maintain that attempts were indeed made to meet each of these needs.
The design of the test (the balance of the linguistic and the work sample)
attempted to meet the first need. The attention to the work sample compo-
nent contributed to the second. And the efforts to establish predic -
tive validity helped meet the third. It seems reasonable therefore to conclude
that the EPTB was an appropriate representation of proficiency in academic
English language as understood in the 1950s and 1960s. But of course views
change and paradigms rise and fall. We turn in Chapter 2 to a real para-
digm shift with the advent of the English Language Testing Service test, the
ELTS test.

Conclusion
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Communicative interlude:
the story of ELTS

The origin of the English Language Testing
Service
In July 1975, the Director General of the British Council formally requested
the University of Cambridge Local Examinations Syndicate (UCLES) to
set up a joint consultative group with the British Council to initiate an
English Language Testing Service. At about the same time the Committee of
Vice Chancellors and Principals stated that the more effective monitoring
of the English of non-native-speaking applicants to UK higher education
institutions was an urgent priority and therefore welcomed the British
Council/UCLES initiative. In preparation for the development of the ELTS
test and also to make provision for the English Language Testing Service, it
was decided that in the first stage an attempt should be made to specify the
communication needs of a number of participants on typical courses of
study. The operational constraints upon testing of the desired kind and
length in the overseas context should be examined, and recommendations
made for the broad format of a testing system capable of assessing a candi-
date’s linguistic competence for undertaking their course of study. Care
should be taken not to add unduly to the administrative load of British
Council staff and to maintain the flexibility of the existing (EPTB) system.

During the period of operation of EPTB the position of overseas or inter-
national students in British higher education had changed, the numbers
coming to study in the UK were rapidly increasing and more and more insti-
tutions were insisting that their new students should show evidence of their
English language proficiency. Given the importance of the international
student market to British higher education, it seemed likely that student
numbers would continue to increase, with a consequent greater demand for
English language testing.

This would require greater resources to be devoted to test delivery and
administration and it was assumed that the British Council would have the
necessary capacity for these tasks. However, it soon became apparent that
the Council did not have the necessary expertise and resources to oversee
ongoing test production. For that reason, test development, through the
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replacement period, was a joint effort between the British Council and
UCLES, with the Council retaining control of design and content and
UCLES taking responsibility for psychometric matters. But even this was
not a stable position: the number of officers available in the British Council
to take on a specialist testing role was always limited and their tenure in post
limited by British Council staff rotation and by the Council’s reduction of its
commitment to English language teaching (ELT). And so after the initial
development period, control over test production of the new test was gradu-
ally taken over by UCLES.

In 1980, the English Language Testing Service (ELTS) test replaced the
English Proficiency Test Battery. (We use the acronym ELTS to refer to the
test; where reference is made to the Service, the full name: English Language
Testing Service, is given.) Responsibility for the replacement lay with the
British Council since it was this organisation that had promoted, paid for
and overseen the operation of the EPTB over the previous 15 years, and its
predecessors before that. It was, after all, the British Council that had first
recognised the need for such a test for its own purposes, to screen the English
proficiency of those coming to the UK under the Council’s Fellowship and
Scholarship programmes.

In the early 1970s, suggestions had been made (as was noted in Chapter 1)
about replacing EPTB; suggestions of two kinds. Firstly, EPTB, like all stan-
dardised tests in the public domain, needed constant review and updating
through the provision of parallel forms. Now parallel forms can never truly be
parallel; their norms are (or should be) new norms, not replacement ones. But
they are necessary, since the only way to ensure test security is by frequent
replacement. The second suggestion referred to the major change of philoso-
phy in language learning and teaching studies and language practice and con-
sequently in views of language testing. The new paradigm of communicative
language teaching and testing required that the British Council, as a leading
exponent of professionalism in ELT, should furnish itself with a new test in
order to keep itself publicly in the lead. By doing so it would at the same time
incorporate in its testing, and therefore, selection procedures, valuable insights
and techniques within the developing communicative language testing move-
ment. One interpretation of ‘communicative’ was that tests should be authen-
tic or relevant: hence the interest in English for Specific Purposes (ESP) and
more generally Language for Specific Purposes (LSP), for reasons discussed
below. It is therefore understandable that one of the strong constructs in
forming the new test was that it should take up an ESP position. Being com-
municative involved, then, being authentic; this meant specifying the relevant
genre for the language user and therefore for the test. This attempt to specify is
what underpins the ESP/LSP movement in teaching and led to the attempt to
make language testing tasks and texts fit the needs and purposes of the testee.
The ESP/LSP project was always more obvious (perhaps because more vague)
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in teaching than in testing, where it was rarely attempted. That being so, the
ELTS project, flawed though it may have been, deserves our respect.

In addition to the shift in theoretical orientation, there was also the wish
to provide for more flexibility; thus in his report ‘Specifications for an
English Language Testing Service’ (Carroll 1978), Brendan J Carroll, at the
time British Council English Language Testing consultant, pointed to the
need for an on-demand test, that is, one which could be administered one-to-
one and was individually appropriate through the provision in the test of
subject-specific, alternative study skills sections (see Appendix 6.2). (In the
subsequent 20 years computerisation has brought these two needs together in
the procedure known as computer adaptive testing, which typically uses item
banks to offer an appropriate array of items and tasks to each candidate at
times of test chosen by the candidate.)

Carroll’s project was clearly influenced by the work of John Munby (see
below) who was Director of the English Language Teaching Unit, to which
Carroll was attached in the late 1970s. Munby had recently published the
book of his PhD thesis (Communicative Syllabus Design, Munby 1978). In his
book he argued that language teaching syllabuses should be designed so as to
reflect directly students’ language needs: in other words, that they should be
narrowly LSP based. What Carroll was attempting in ELTS was to apply
Munby’s scheme to language testing.

The first meeting of the new English Language Testing Service Test
Development Committee was held in Cambridge in January 1977. Thereafter,
test development took four years and the test was first put into operation in
early 1980. In 1976 and 1977 six item-writing teams worked on the specifi -

cations of the needs of six ‘ideal’ participants following Munby’s methodol-
ogy (Munby 1978) (see Appendices 3.1 and 3.2 for one of the six ESP needs
specifications – for the ‘ideal’ participant in an English for Business Studies
Purpose course). In 1977 and 1978 six other teams (with some membership
overlap) worked on the design of the test. (There was a sign here of the
growing importance of English proficiency testing; in the 1960s, the EPTB
had been produced by the researcher working alone!)

The ELTS construct
Carroll made clear to the English Language Testing Service Test
Development Committee that the ambition was very high:

The language test system so developed will have to provide information
which will enable us to answer two important questions about any appli-
cant – whether he is already likely to be able to meet the communicative
demands of a given course of study or, alternatively, what would be the
nature and duration of the course of language tuition he would need in
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order to reach the required competence level. In designing our testing
service, then, we will need to specify the communicative demands of a
variety of courses, of different levels, types and disciplines, and to devise
workable instruments to measure how far applicants can meet these
demands. We must, in doing so, effect a demonstrable improvement on
the present system and ensure that the new test itself is capable of contin-
ual monitoring and improvement (Carroll 1978:67).

It is not clear how fully persuaded the English Language Testing Service
Test Development Committee was that their task was to answer both ques-
tions. The first, well and good: with the addition of the term ‘communicative’
this was what the British Council’s various attempts over the years had tried
to achieve. But the second: ‘What would be the nature and duration of the
course of language tuition he would need in order to reach the required com-
petence level?’ – that is another matter altogether and today there is little talk
of the length of time needed to raise test scores, even for groups (but see
Green 2007) and none at all for individuals. The variables that intervene are
too many and too interactive for any sensible prediction to be made with
regard to individuals. But, of course, for teachers and those paying for lan-
guage tuition, such information is highly sought after and so it is likely that
Carroll was either flying a kite or just being naturally optimistic.

Carroll presented (Carroll 1978) a blueprint for test specifications. This
blueprint assumed a group of ideal test candidates, one for each of the six
ESP areas for which tests were to be produced (see Appendices 3.1 and 3.2).
Carroll writes:

Although it would be desirable to derive our data from compre hensive
observational studies of the participants actually engaged on their
courses, we decided that less time-consuming methods would be sufficient
to assess the basic adequacy of our approach to test specification. The ulti-
mate validation of our methods would be in the effectiveness of the tests
based on their results (1978:7).

Given the importance attached by the English Language Testing Service
team to communicative specificity, there is something overreaching about this
explan ation: it does not permit of any objection, especially in view of the
somewhat cavalier dismissal of the constraints of administration and delivery:

It is of crucial importance that at this stage our focus is on the commu-
nicative demands the programmes make on the participants. As we have
already said, we will bring to bear on the test design important consider-
ations affecting the administration of the test service, but it must be
emphasised that such considerations, however pressing, will not make
the communicative needs of the participants disappear (Carroll 1978:6).
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The detailed specifications for the new test were either never finalised or
were lost (but see Appendix 4.1). What the ELTS Specifications to which we
have referred contained was a lengthy survey of communicative needs, neces-
sary background, perhaps, to test specifications, but not what UCLES was
looking for. David Shoesmith, the UCLES Research Director, regretted the
lack of such guidance and referred to differing views of the project. He notes
that Carroll makes reference to two kinds of difference of view.

One [. . .] is a distinction between the test of communicative skills as
opposed to grammatical and structural skills. He has indicated that
certain kinds of procedures which are appropriate in the latter case are
inappropriate in the former and I am sorry that I have been unable to
grasp quite how this is so. The other and rather more important distinc-
tion is between what he sees as internal [. . .] and external [. . .] proce-
dures (Shoesmith 1980). 

Shoesmith goes on to point to the problem of validation for a test such as
ELTS where there is no obvious criterion to reference it against. For that
reason there was reluctant acceptance of the notion of a flat average profile
(based on performance in the writing test) ‘hoping to set our standards in
such a way that taken over a large group of candidates the distribution of
bands would be the same in each sub-test’ (Shoesmith 1980).

The disagreement between the Council and UCLES and the uncertainty
as to how to proceed persisted, as the ELTS review at the end of the 1980s
showed (see Chapter 4).

Although the overall design of ELTS was as an ESP test, it was recognised
early on that there was also a need for general tests to provide for general
study skills, to act as a reference norm for the subject-specific tests and possi-
bly as a corrective for them. By the end of 1978 two such general (G) subtests
were completed, one for reading and one for listening, and work was ongoing
on the three modular subtests (one for reading skills, one for writing and one
for oral interviews).

Looking back 30 years on, I can add further explanations for the retention
in this bold new ESP test of the general tests: one is, as I have argued in
Chapter 1, that testing necessarily combines language form and language use.
In ELTS we have an extreme experiment with use, but even then form is not
abandoned. The other explanation (it may in fact be another way of expressing
the first) is that the test constructors were cautious, unwilling to expose them-
selves to the criticism and indeed hostility of the majority of English teachers
who were and probably remain unreconstructed structuralists.

Specifications were also drawn up for the non-academic module (Carroll
1981). These specifications followed the model set out in the overall ELTS
Specifications (Carroll 1978) (see Appendix 4.1), but unlike those appear to
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have been based on actual rather than virtual data. The non-academic module
was intended ‘to be used by candidates hoping to enter institutions of Further
Education and Training. It must be emphasised that in such institutions the
range of levels and programmes is very wide indeed’ (Carroll 1981:1). Four
somewhat representative areas were selected to give an indication of the range
of English language needs of students in this sector. These were:

Industrial Machine Shop (Skills Training)
Draughtsmanship
Construction (TEC Certificate)
Business Studies (BEC Diploma).

There follow (as in the 1978 Specifications) ‘profiles of putative students
in UK Institutions of Further Education and Training’. Considerable detail
is provided for each of the four putative students but it is not quite clear to
what end, given that in this non-academic module, the aims, one assumes, are
to offer a general rather than a specific-purpose test. And so there is a mis-
match between the specification of communicative needs (e.g. Attitudinal
Tone: asking questions: frivolous–serious) and the proposed test design
where there are quite general tests of Listening, Reading, Writing and
Speaking (asking questions, giving explanations, instructions etc.). What
part does the list of communicative needs play? Indeed, was it of value to
research these needs for the purpose of ELTS development?

Data from trial testing of all test materials between 1977–79 was sent back
to Cambridge for analysis by David Shoesmith’s Test Development and
Research Unit (TDRU) at UCLES. The TDRU edited the draft version of
the test for overseas piloting in the summer of 1979. Results were analysed,
followed by further editing, and standards for conversion from raw to band
scores were fixed. The revised test with its six forms (or ‘modules’) was finally
ready by the end of 1979 but it was still necessary to establish the essential
management systems. In the first instance, the test was implemented on a
small scale, in four countries, selected for the size of their training programme
and the availability of suitably qualified staff to administer the tests without
the need for central training. This permitted operational needs to be identified
and the essential management systems were built up over the next five years.

The rationale for ELTS

The rationale for the new test was set out in a document headed: English
Language Testing Service under the signature of G M Lambert of UCLES but
drafted by Brendan Carroll (Lambert 1979:3, 4) (see Appendix 5.1). It stated:

The tests are based on an analysis of the communicative needs of
several types of students carried out by the staff of the English Division
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of the British Council and reported in ‘ELTS Specifications’, January
1978. The Testing structure is as follows: two General tests – multiple
choice attainment tests based on the language of written and spoken
tests of a  non-disciplinary nature; three Modular tests taking into
account the contents and skills relevant to specific fields of study. Our
prime aim in the disciplinary tests has been to simulate, as far as is pos-
sible within the constraints of testing, the communicative activities
likely to be encountered on a course of training. Thus, a major ques-
tion has been not ‘are the items too difficult for the applicants?’ but,
rather, ‘Does the test reflect the language skills likely to be needed and
is this material or this operation likely to be encountered on such a
course?’ Similarly, we ask not only whether the response is linguisti-
cally correct but also whether it is communicatively appropriate. (For
example, the correct responses to all the items in M1 can be found in
the Source Booklet. We are testing not the subject knowledge of a can-
didate but the extent to which the candidate’s communicative skills
enable him or her to extract relevant information from an academic
text.)

Our criteria for the tests are fourfold: relevance: the extent to which
the test content and processes relate to the placement decisions to be
made; acceptability: the extent to which those giving, taking or using the
test accept it as a worthwhile activity; comparability: whether the scores
have such stability as to form a basis for comparison of performance by
differ ent people, the same people on different occasions, or different
mod ules; economy: whether the time and resources devoted to testing are
used efficiently to provide the maximum of relevant information to the
test users.

At present there are six areas of study (modules) [. . .]. A balance
must be maintained between devising specific tests for every possible
field of study and creating an impossibly unwieldy battery of tests,
impracticable to operate or interpret. [. . .]

The ELTS Test comprises five elements:

Two General Tests

G1 (Reading) 40 items in 40 minutes.
G2 (Listening) 35 items in approximately 35 minutes.

Three Modular Tests (General Academic, Life Sciences, Medicine,
Physical Science, Social Studies, or Technology) 

M1 (Study skills) 40 items in 55 minutes.
M2 (Writing) 2 pieces of work in 40 minutes.
M3 (Interview) up to 10 minutes.

N.B. (a) G1, G2 and M1 are multiple choice tests 
N.B. (b) For the modular tests, the candidate is given the relevant Source
Booklet, which contains extracts, including bibliography and index,
from appropriate academic texts. The correct responses to all items in
M1 can be found in the Source Booklet; the tasks in M2 are derived from
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the Source Booklet and the core of M3 is discussion of material in the
Source Booklet.

(c) As the Test will be administered whenever and as often as the con-
ducting Officer feels it desirable, all materials relating to the Test (Source
Booklets, Question Booklets and Answer Sheets) remain within the
premises in which the Test is conducted and may not be removed by the
candidate.

(d) G1 and G2 tests will be renewed annually. Modular Tests will be
renewed according to frequency of use. The questions in M2 will be
renewed regularly, even if the Source Booklet is remaining unchanged.

(e) The tests will all be scored locally and the Report Form completed
and despatched to the UK user directly by the Officer responsible for
conducting the Test. All completed answer sheets will be forwarded to
Cambridge for checking and a report back by a team of Syndicate exam-
iners and officers (Lambert 1979).

The report form showed the overall band score and also a profile report of
the band score obtained in the various elements of the test. Candidates nor-
mally took all five elements. The overall band score was determined by
adding the score for the five elements and dividing the total by five. A brief
guide to band score interpretation was provided as follows:

The Munby model

The main thrust of Munby’s argument (Munby 1978) was that language is
needs related, that needs can be distinguished, and thus that syllabuses both
for teaching and for testing can be improved by making them sensitive to
needs. In consequence, the construct of ELTS was, from the beginning, needs
related but since it was based on the Munby descriptions which were individ-
ually based, and since ELTS by definition was about groups, there were
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BAND 9: Equivalent to a highly educated, articulate UK student.
BAND 8: Equivalent to a capable UK student, though occasional errors indicate a
non-native user of English.
BAND 7: Capable non-UK communicator, able to cope well with most situations.
Occasional lapses will not seriously impede communication.
BAND 6: Reasonably competent communicator, likely to be deficient in fluency;
significant weaknesses may occasionally impede communication.
BAND 5: Modest communicator, often using inaccurate or inappropriate language,
likely to meet many problems and requiring further instruction.
BAND 4: Marginal communicator, lacking fluency, accuracy and style, liable to serious
breakdowns at an academic level.
BAND 3: Not an absolute beginner but incapable of continuous communication.
BANDS: 2/1/0: Levels of non-communication well below a working knowledge of the
language (Lambert 1979:5).



inevitably compromises about the selection of areas of specificity and doubts
as to the allocation of individuals within those areas. The model eventually
incorporated in ELTS took account only of distinct subject or content needs
and this for only a small number (six) of study areas. In addition ELTS did
allow for skills, including study skills, as another dimension to take account
of differential test taker profiles. The six subject areas were in fact the divi-
sions used by the British Council in making its own selection of overseas stu-
dents, and from that point of view could be said to have a minor external
validity. But, as we shall see, this selection created numerous problems and
difficulties and raises, in an extreme form, the debate about the multi-
 factorial structure of language tests and of language abilities.

The method of implementation was that the categories and sub-categories
in Munby’s needs processor were matched to the ‘profiles’ of six hypothetical
participants (P1–P6) who represented overseas non-native English-speaking,
postgraduate students wishing to undertake courses of study in British terti-
ary institutions. The six participant categories were selected as typifying each
of the six most frequent areas for which overseas candidates apply for schol-
arships. Initially, the six participant categories were:

P1 Business
P2 Agriculture
P3 Social Studies
P4 Engineering
P5 Technician
P6 Medicine

This resulted in a set of six specifications of participants’ needs, which
were used as the basis for item writing by teams of item writers for the six
modules (see Appendices 3.1 and 3.2). At a later stage of development, these
six modules were amended and those that became fully operational were:

Life Sciences
Social Sciences
Physical Sciences
Technology
Medicine
General Academic

(This last module was intended for those whose areas of interest did not fit
into any of the first five.)

In the ELTS battery there were five tests (see Appendices 6.1 and 6.2).
Two (General Reading and General Listening) were common to all test
takers. Three (Study Skills, Writing and the Individual Interview) were
specific to each of the six modules.
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G1 General Reading 40 minutes
G2 General Listening approx. 35 minutes
M1 Study Skills 55 minutes
M2 Writing 40 minutes
M3 Individual Interview up to 10 minutes

G1 contained 40 multiple-choice test items divided into three sections.
These were contained in a single booklet along with the texts on which they
were based. The items in Section 1 were on sentence-length texts, while those
in Section 2 were on paragraph-length texts using a multiple-choice cloze
format. In Section 3 there were three related newspaper articles, with a small
number of items on each text independently and some on the texts as a group.

G2 consisted of a tape and a booklet containing 35 multiple-choice test
items, in four sections (see Appendices 6.1 and 6.2). The sections were:

1. Choosing from diagrams.
2. Listening to an interview.
3. Replying to questions.
4. Listening to a seminar.

Each of the modules in M1 followed the same overall format: test takers
received a Source Booklet which contained texts taken from books, articles,
reports etc. related to the specific subject area. M1 also contained such text
types as content pages, bibliographies, appendices and indices. Test takers
also received a question booklet which contained 40 multiple-choice test
items.

The Source Booklet in each case consisted of five or six sections, with a
 bibliography and an index. Each module contained 40 questions to which the
test takers were invited to respond.

M2, the Writing test, consisted of two questions in the case of each
module. The first question was considered to be ‘divergent’, that is, that
although it was based on one of the reading texts in the Source Booklet, it
required the test takers to bring in their own experience and views. The
second question was considered to be ‘convergent’, that is it was strictly
limited to the information available to the input texts. Test takers were asked
to write at least 12 lines for Question 1 and were advised to spend about 25 of
the total 40 minutes on it.

M3, the interview, was conducted face-to-face with the individual candi-
date. The interview had three parts. In the first part the interviewer put the
candidate at ease with general questions, and on the basis of the candidate’s
responses selected an adjacent range of three (out of the possible nine) bands
which encompass what the final band score for the candidate would be for
M3. In the second part of the interview, the candidate was asked about one of
the texts from the Source Booklet, and the interviewer narrowed the band
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range assigned to two. In the final part of the interview, the candidate was
asked to discuss his/her future plans; at the end of this phase, the interviewer
made the final band assignment.

ELTS was based on a construct of language proficiency as divisible rather
than as unitary and it viewed proficiency as divisible on three dimensions.
Firstly, it divided proficiency in the skills dimension, having separate tests of
reading, listening, writing and speaking. It went further than this, dividing
each test into items which tested specific ‘micro skills’ or ‘micro functions’
and provided specifications of which micro skill or function each item is
testing. Secondly, it divided proficiency into ‘general’ and ‘study’ proficiency,
providing a test of ‘study skills’ distinct from the tests of the four skills
referred to above. These study skills were also specified through test item
specifications.

Thirdly, it divided proficiency on the subject dimension, providing
options in the form of ‘modules’. Specifications were available for the kinds
of candidates who were served by each of the modules in terms of the uses to
which they were likely to need to put English.

Practical problems

Basic information on whether the overall design of the tests lent itself to
external validation (against, for example, the academic outcomes of test
takers) was the first requirement. In addition, tertiary institutions needed to
build up, as rapidly as possible, information on the interpretation of ELTS
scores which would enable them to make the best possible decisions on indi-
vidual admissions. This was felt to be both important and problematic, given
the innovative nature of the ‘profiling’ offered by ELTS. The accuracy of
interpretation of the profiles was seen to be dependent on the collection of
further evidence of outcomes.

ELTS was a long test compared to its predecessor, EPTB – about three
times as long. It was also complicated in administration (see Appendix 6.3),
as the following scenario indicates: to administer ELTS to a group of six
students, each of whom was sitting a different module, the test administra-
tor needed to handle 35 items – including test booklets and answer sheets.
The test involved the administrator in considerable preparation time, pack-
aging and counting of materials beforehand, and because of security, also
counting the materials back in and putting them away in good order. The
inclusion of a direct writing test meant that markers had to be found and
trained for the essay marking. The training of qualified EFL teachers for
M2 marking took several hours and each essay took around 10 minutes to
mark. The same was true of the oral interviewers and each M3 assessment
took around 15 minutes. Thus, in addition to the mechanical marking of
G1 and G2 and M1, at least 25 minutes of the time of an EFL professional
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were required for each test taker. In addition to the time burden, there were
complications of test administration, largely because this was under the
control of local British Council officers. Although ELTS had some training
manuals for both M2 and M3, it was difficult for really effective training to
take place in centres where only one person was responsible for the test
administration and where that person might well be the only EFL qualified
British Council staff member and therefore also responsible for both inter-
viewing and marking. Marker standardisation for M2 was not possible in
such cases, and the marker had to rely on their own perceptions of level
within the criteria set up by the training manual through a self-training
exercise. The same was true of marker standardisation in M3, for which an
audio training pack and a video training pack were available but hard to
learn from on one’s own.

Early experience with ELTS suggested that it was not always straightfor-
ward for a test taker to choose which of the six modules to present for. For
example, architects were assigned to the social studies module but often felt
they needed something more mathematical. In addition there was the
problem of lack of specificity, in that postgraduates engaged in a subject area
such as medicine might (and did) complain that the medicine module did not
relate sufficiently to their own specialism, since the module dealt with general
medicine and they could well have had years practising in a specialist field
such as neurosurgery or psychiatry. The problem was not that the modules
were too narrow, rather that they were too general. Given that all modules
were necessarily aimed at a heterogeneous group of students, while purport-
ing to be specific to one area, it became apparent that there was a built-in flaw
in the logic of specific purpose testing. Once the decision was made to offer an
ESP type test there were bound to be those who would find that what was
specific for others was not so for them. This goes to the heart of variety, of
register and of domain: the laudable ambition to be relevant to a group falls
down because all groups are heterogeneous. Where no such ambition is
present, no such claim is made (as in a no choice test, everyone takes the same
test) then there is no expectation of fit. Where the claim is for specificity, then
there is necessarily a strong expectation that the test module will fit very
closely.

And so, to provide for specific fit, what ELTS typically did was to provide
module content that was so general it lost its specificity by becoming elemen-
tary. Indeed, it did look in some cases as though what ELTS was offering in
some of the specialist modules was of a low level of journalistic material, such
as is found in The Reader’s Digest. Where test takers were senior profession-
als (as they often were in the case of Medicine) it could be in practice easy for
them to recapture that elementary knowledge from memory but it did raise
interesting questions about the ESP value of the test, both in face validity and
in content validity. If professionals feel doubtful about the appropriateness
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of the module content which they are supposed to know about, it is necessary
to ask if testing efficiency could be improved by a non-specific test.

In addition there were serious problems of test production. At the end of
the ELTS Validation Project the following versions of ELTS tests were
 available:

G1: 2 versions

G2: 2 versions

M2: 2 versions

M3: 2 versions

M1: 1 version

Further developmental plans had been laid and there was mention of
establishing an item bank for M2 questions. But such paucity of resource
after 10 years or so indicated a serious lack of provision on the administrative
and production side of the operation, indicative as we mentioned earlier, that
ELTS which was now clearly no longer a research tool but a large-scale
testing concern needed to be managed by a professional testing body. It was
inevitable therefore as well as entirely appropriate that UCLES would
assume full responsibility for all production and analysis aspects of ELTS as
it was recast as IELTS.

The ELTS Validation Project
When ELTS was made operational in the early 1980s, the British Council
and the University of Cambridge Local Examinations Syndicate (UCLES)
considered that further information about its validity was needed, particu-
larly in the light of the innovative nature of the test design. Proposals for a
validation study of the ELTS test were consequently put forward by Alan
Davies in 1981 and after further discussion the ELTS Validation Project was
begun in 1982. Alan Davies was director of the project for the first two years;
thereafter Clive Criper took over management responsibility.

The aim of the project was to provide information on the validity of the
design and on the relevance of the first version of ELTS for overseas students
coming to study in the UK. The specific aims were:

• to examine the predictive validity of ELTS in relation to students’
success in their academic studies and in comparison with the University
of Edinburgh’s English Language Battery (ELBA)

• to examine the construct validity of ELTS

• to examine the relationships in practice between ELTS, the English
Proficiency Test Battery (EPTB) and ELBA; to assess the extent to
which proficiency in English affects success in academic studies.
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It was agreed that the examination of the predictive validity of the ELTS
test was the first priority.

The project was jointly funded by the English Language Testing Service
and the Institute for Applied Language Studies of the University of
Edinburgh (IALS). The English Language Testing Service provided funding
for research assistance (a half-time Research Assistant, markers, coders etc.,
secretarial assistance, stationery, printing and travel costs) and the use of
ELTS. IALS provided the Project Director’s research time, overhead costs of
buildings, computing equipment, time and facilities; and the costs for the use
of the EPTB and ELBA. It had been hoped that additional funding would be
provided by the Scottish universities, through the Committee of Scottish
Principals, but this was not, in the end, forthcoming.

The project was set up as a joint venture. The Institute for Applied
Language Studies was responsible for the design, implementation and
reporting of the project. The joint British Council/UCLES English Language
Testing Service agreed to collaborate with IALS in mutually agreed areas
of design and implementation. In particular, the English Language Testing
Service agreed to take over the administration of the testing from 1983
onwards (for the main predictive study), with the exception of the regular test
administration carried out by IALS within the University of Edinburgh.

Those involved in the project included David Shoesmith, John Foulkes,
Peter Hargreaves, Brendan Carroll and Alan Moller from the English
Language Testing Service, all members of the advisory committee, along
with Alan Davies and Clive Criper from the University of Edinburgh, direc-
tors of the project. In addition the following worked on the project at the
Edinburgh end: Liz Hamp-Lyons, Robert Hill, Myint Su, Mokhtar Ben Fraj
and Basil Wijasuriya.

Predictive validation is not a laboratory exercise but like any developmen-
tal study requires time as well as patience. The arrival of the crite rion cannot
be hastened, it must take its natural course. Further, the subjects available
for sampling on any given test occasion tend to be few (in ‘natural’ test condi-
tions) and the exigencies of sampling therefore require the  accumulation of
sub-samples over time. In addition, real test occasions for an ongoing test
take place at set times and although intervention into the natural develop-
mental process is possible, it is not to be recommended because the test’s
validity is predicated on the regular test sessions and the regular criterion
 collection.

Data was slow in collection. In order to ensure that records of individual
students could be kept and followed up over their academic career in their
UK institution, it was necessary to carry out the testing component of the
project in the UK after students had arrived and before they began their aca-
demic courses. In a number of cases, they had already taken an ELTS test in
their home country and were understandably reluctant to take the test again.
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The project therefore had to call on volunteers who were offered a small fee
for their services. Putting together the numbers of candidates in order to
accumulate a respectable sample took its time: that and the equally slow
checking of student progress over their academic courses. All in all, the
ELTS Validation Project took some four years to put together the various
types of validity information.

Predictive validity 

The primary purpose of an English test for overseas students wishing to
study in an English-speaking country such as the UK is to establish the lan-
guage capability of students to deal with both the subject matter they will
face as part of their studies and the social and educational conditions in
which they will have to operate. In formulating the function of an English
test in this way, one major assumption is made, namely that the level of
knowledge of English is an important factor affecting a student’s ability to
work in his chosen field.

Measurement of this ‘ability to work in his chosen field’ is usually made by
reference to the success or failure of students in the institutions and courses
that they attend. In practical terms this criterion is often acceptable to
employers, sponsors and indeed to the receiving institutions. It may,
however, not be a criterion acceptable to all the academics who are responsi-
ble for the tuition of the overseas students. To pass a course is not the same as
getting the maximum benefit out of it.

One of the major dangers in examining the effectiveness of a language test
designed to control the entry of students to advanced level study is to assume
a greater importance for the role of language than actually exists. Failure in a
subject area by native speakers is usually attributed to factors such as lack of
intellectual ability or lack of knowledge of the subject matter, very rarely to
the lack of a language skill, although study skills may be involved. The
problem that lies at the heart of (1) seeking to establish the role of the lan-
guage in causing failure, and (2) trying to establish the capacity of a language
test taken at the beginning of a course to predict the likely outcome of a
course, is that the investigator has no independent measure or indicator of
the subject knowledge/ability of the students being investigated.

Predictive validity studies commonly involve samples that are quite
biased, biased, first, because the sample under test is truncated since those
who were rejected by the predictor instrument (in this case ELTS) never
reach criterion so that the full range of ability as measured by the predictor is
not available for analysis by the time of the criterion measure (e.g. academic
grades at the end of a course of study). Biased, second, because the criterion
for postgraduate study (and much of the ELTS data involved postgraduate
students, at that time the bulk of overseas students studying in UK tertiary
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institutions) was itself woolly since very few postgraduates who actually
reached criterion failed, as defined by their institution’s formal method of
assessment.

The most generally accepted view of the criterion which should be used for
judging the effectiveness of a language test used as a screening device for
entry is that of success or failure in the subject under study at the end of the
period of study. The argument which many put forward is that the level of
English proficiency of a student is only of importance if it affects the likeli-
hood of the student passing the course. While other criteria are discussed
below, even this apparently simple criterion poses problems.

The first problem in using it to validate an entry test is the assumption that
all institutions will be operating the same standards. This is a delicate issue
but it would seem to be an assumption that it is highly dangerous to make.
Not only is it likely that all universities do not operate the same pass/fail stan-
dards but it also seems equally clear that different departments within the
same university may operate different standards. Even if language played a
very important role indeed for overseas students studying in an English-
speaking university, the extent of association between proficiency in English
and academic success would be less evident as a result of varying standards of
‘pass’.

A second problem is what constitutes a ‘pass’ and a ‘fail’. Should those
who withdraw from a course be regarded as having failed, since in some
cases their withdrawal is a tacit acknowledgement that had they stayed they
would have failed? This applies even when the stated reason for withdrawal
is on medical grounds. One solution is to remove from the data set all those
who withdraw – but of course that could mean the removal of many of
the weaker students. Again, how should we deal with those who register for
one type of qualification (e.g. a degree) and at the end of the course are
awarded a lower qualification (e.g. a diploma)? Should they be regarded
as having failed? The question has to do with the nature of success.
Restricting success to achieving the award entered for formally (i.e. by regis-
tering) at the start of a course would at least make for transparency. But
again, where degree results are graded (First, Second, Third) is achievement
of any one of these a mark of equal success? If we grade success in such a sit-
uation, then perhaps we should also grade success between degree and
diploma (and withdrawal?).

Given these reservations, the outcome of the predictive studies was in line
with previous findings. The correlation between the ELTS overall band
scores and all versions of outcome was just over 0.3; that is just about 10% of
the variance in the academic outcomes was accounted for by the level of
English as measured by ELTS at the beginning of the academic year. The
figure is low in that it indicates that language level at the beginning of a
period of study is not a good predictor of final success. However, as I argued
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in Chapter 1, it is probably as much as I should expect, or indeed as would be
desirable.

A regression study established that two of the five modules in ELTS
would be sufficient to provide just about the same predictive power as the
whole test. G1 and M3 were the best joint predictors for outcomes, except in
the case of the pass/fail outcome where the G2 module provided a slightly
better predictor than M3.

Repeating the predictor

One of the confounding factors in all language proficiency predictive studies
is the gap between the test event and the criterion by which it is judged, aca-
demic success or failure. As has been mentioned, this time gap allows, among
other things, for differential learning to take place. Prediction of academic
success on the basis of language proficiency at the time that (criterion) exam-
inations take place cannot normally be measured.

In order to investigate whether the time gap between test and criterion
affected the strength of the relationship, part of the sample (N � 310) who took
part in initial testing were retested on ELTS near the end of their academic
courses. The results were both interesting and disappointing in that the corre-
lations between ELTS at Time 2 and criterion were only marginally higher
than for ELTS at Time 1 and criterion. Contrary to what had been expected,
the predictive power of the language test was not substantially improved by
reducing the gap between the ELTS test event and the academic courses’ exam-
inations. There may be other reasons for this finding. The students re-taking
the test were less anxious or motivated to do well when they took it. However,
the results of this study indicated that the effects of differential learning and
other intervening variables did not substantially affect the relationship
between a language test and academic success a year later.

Supervisors’ judgements

Supervisors were asked twice for their judgements, at the start and the end of
a 9-month course. But even at the end of this period supervisors were not
substantially in accord with the ELTS result. This cannot be taken to mean
that ELTS was in any way invalid. Supervisors are not a uniform body. Their
views of language adequacy and of good and low standards are not uniform.
They differ widely even in the same institution, depending on their own back-
ground experience with overseas students either in the UK or overseas, the
number of such students they have dealt with, the comparison between one
student and another on the same course or department and, of course, the
type of course that is involved. In discussions with supervisors, terms such
as ‘good’, ‘weak’, ‘inadequate’ were clearly seen to have quite different
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 meanings. These discrepancies between supervisors’ judgements and test
results become themselves an interesting area for investigation in terms of
supervisor attitude/experience as well as a criterion for judging the validity of
ELTS as a test instrument.

Being awarded a university certificate of some kind, that is gaining a
‘pass’, does not indicate that a student has not been handicapped by a poor
ability in English, any more than the reverse, that a student is likely to
succeed simply because they have excellent English: this after all is the edu-
cated native speaker issue. A course may be geared to enable weak overseas
students to scrape a pass through adapting teaching methods or kinds of
assessment and tasks that such students are expected to carry out. In some
instances, the emphasis may be on the practical side requiring a lower
minimum input of language.

Nevertheless, an overseas student may not get the maximum out of the
course that he or she might have been able to get had their command of
English been better. Institutions (and sponsoring bodies) tend to be most
concerned with pass/fail rates, but it is important that attention should also
be paid to the overall benefit that a student may receive from a course. We
were interested therefore to gauge the extent to which supervisors felt that
their students had or had not been handicapped by their lack of English lan-
guage proficiency. In discussion with supervisors it became clear that stu-
dents’ performance in their studies (whether they achieved a ‘pass’ or a ‘fail’)
was not a matter just of English language proficiency.

Supervisors felt that some students with low or even very low English lan-
guage proficiency would have done no better had their proficiency been
higher. They were bad at their studies because of their intellectual capacity or
their lack of subject knowledge and this was not a matter of their English lan-
guage. Nevertheless, generalising from the sample we concluded that with
scores of 5.5 (on the ELTS 9-band scale) and below, more supervisors than
not perceived their students as being in need of a higher level of English. With
scores of 6.0� the reverse was true.

When it came to interpreting the data with regard to acceptable risks
on ELTS, what emerged was that two cut-offs could be established. With a
score of 4.5 a student was more likely to succeed than to fail and with a score
of 6.0 the failure rate dropped to 20%. At 6.5 it was less than 10%. But of
course realism indicates that a trade-off was necessary. The question for
each institution was what sort of risk it was prepared to take in terms of pos-
sible failure rates.

Construct validity and the Writing test (M2)

The construct behind ELTS, that of communicative language ability, related
to authentic tasks and texts and to appropriate skills for different purposes.
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In other words, the underlying assumption was that language is multi-
 factorial. Now a multi-factorial construct should yield, it could be argued, a
2- or 3-factor solution in a factor analysis. What we found was that in a
Principal Components analysis only one first factor was worth considering.
A Varimax solution including EPTB and ELBA with ELTS gave us three
factors, General, Reading and Listening, but when ELTS was analysed on its
own, we returned to a dominant first factor. And so, as far as ELTS itself was
concerned, we concluded that ELTS could not be explained as a multi-
 factorial test. Profile scoring on ELTS did not after all provide the advantage
or the extra information it was hoped it would because it was always the same
information that was being repeated under different labels.

The Writing test (M2) showed up some of the problems of ELTS as a con-
struct of language for specific purposes. Now M2 was not one writing test, it
was six writing tests. Each candidate had to take whichever of the six fitted
best with the overall ELTS module to which they had been assigned. Within
the ESP construct, such choice was, as Brendan Carroll pointed out in his
original proposal, perfectly orthodox:

Our problem is not just whether the present test can encompass the needs
of [. . .] diverse study courses, but whether any single test can do so. And
we have adopted the hypothesis that the solution to our testing problem
[. . .] is through a process of diversification of test instruments to meet
the diversity of the test situations (Carroll 1981:67).

In other words, in terms of the construct, a specific purpose writing test is
a more accurate measure of writing ability than a general purpose writing
test. However, there remained the prior issue of reliability for a specific
purpose writing test. Until this was resolved equivalently for each of the spe-
cialist modules it was not possible to determine whether or not M2 provided
an accurate measure of writing ability for each of the subject areas. Somehow
there seemed to be no way of solving this reliability problem because it was
unclear how to reach comparability across specialist modules. The popula-
tion was the same and at the same time it was different; therein lay the
dilemma.

What the ELTS Validation Study (Criper and Davies 1988) made very
clear was that the proficiency measured in a language test is not single or
certain, rather it varies according to the context in which it is being examined
and the question which is being addressed. There was no ‘true’ proficiency
model to which the validation project could relate ELTS. What needed to be
done (all, indeed, that could be done) was to consider to what extent ELTS
met its own aims in the context for which it was intended and at the same time
to try to discern by a variety of approaches to validity to what extent ELTS
had accumulated validity.
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Research findings

ELTS was not established for research purposes and not much used in that
way. The International English Language Testing System (IELTS) has, on
the contrary, been much more concerned with research, often proactively.
But certain ELTS findings were reported on in 1988 by the Validation Project
Report.

Women had higher ELTS scores than men: 44% of females tested reached
Band 7 or above. Only 24% of males were as high. At the other end, 38% of
males were below Band 5.5; only 22% of females were as low.

Age influenced ELTS scores: 40% of those aged 29 and under scored Band
7 or above. Only 17% of those aged 40 and above were as high. Of those aged
40 and above, 57% scored Band 5.5 and below. Only 22% of those under 29
were as low.

In terms of internal test analyses, ELTS showed satisfactory reliability for
G1, G2, and M1 (all modules). A mean reliability for G1, G2 and M1 (itself a
mean reliability across modules) showed 0.85, a respectably average KR
coefficient. Reliability for M2 and M3 was more problematic given their sub-
jective marking system.

Correlation data indicated that G1 and G2 acted as pivots in ELTS. G1
contributed 0.83 to the overall band score and G2 only a little below at 0.80.
Such dominance of the two ‘G’ tests did militate against the modular design.
ELTS was reliable, providing for consistency across modules. But in achiev-
ing this, the effect was to suppress major differences across modules coming
to the surface. In other words, if English really was very different for, say,
medical students and humanities students, this was not reflected in the ELTS
scores or bands. What was hugely reflected was the performance of all stu-
dents on G1 and G2, which may be neutral to subject specialisms, or may
indeed be advantageous to humanities and social studies students because of
the possible bias of G1 and G2 test content.

ELTS was shown to have considerable overlap with EPTB and ELBA
(0.81 with EPTB, 0.77 with ELBA) but not too much. ELTS did appear to be
measuring some aspects of proficiency that are not touched by EPTB or
ELBA.

Proficiency judgements were elicited from subject supervisors, EFL lan-
guage tutors and students. If we take ELTS as the common reference
point, the supervisors were closest, followed by language tutors and then
students, partly explained no doubt by the very different expectations of
these two stakeholder groups. Students’ judgements were even less close to
their ELTS proficiency scores and they got worse during the academic
year. There seemed to be a lesson to be learned here by university adminis-
trators who have to convince students that their English is weak and needs
work.
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As far as advising institutions on the use of ELTS, it seemed appropriate
to point out that academic study in the UK required a minimum English lan-
guage proficiency (perhaps Band 5.5 on ELTS). Thereafter, non-linguistic
factors, cognitive and affective, come into play. But given the variation
across institutions with regard to a whole range of factors, each institution
should determine where to locate the cut-off for itself on ELTS. ELTS stood
up reasonably well as one type of proficiency test: in its own terms it was a
satisfactory test of English proficiency because of its adequate reliability and
certain claims on validity. Its face validity was high, its content validity less
so. In terms of construct validity, evidence from the predictive and concur-
rent studies suggested that specialists do ideally require different subtests or
combinations of subtests but that the model presented in the ELTS test of
specialist modules was not effective. A shorter and more easily admini stered
test would have been equally effective.

Correlational evidence (see p.56ff) did suggest that the choice of module
made a difference but it was not possible to tell whether this was the effect of
content difference or of test taker difference.

New versions of the test were needed from the outset and were only partly
available because mechanisms for a rolling programme of test development
were simply not in place in the early days of ELTS. It became apparent, as
time went on, that what was needed was some kind of item bank which would
allow for alternative forms to be created from existing stock, the kind that
IELTS now operates.

Questionnaire data indicated that while ELTS was being used in a number
of institutions, there remained doubts about its robustness as an admissions
test. There was considerable flexibility and some uncertainty as to which
score level to choose, ranging from 7� for one institution to 5.5 in another
and yet it seemed improbable that for the same course or subject (say a BSc in
Electrical Engineering) different amounts of English were needed from one
university in the UK to another.

ELTS proved to be popular with subject teachers and with students, both
of whom reacted favourably to the subject relatedness of the test. But there
were also contrary voices. One student wrote: ‘The test does not take into
account the difficulties one may face in everyday conversation with speed,
which is not as understandable as the correct English spoken on the tapes’
(Criper and Davies 1988:89). And several made the point that the test did not
adequately sample the language aspects they felt they needed in their aca-
demic and social life.

Our analyses of ELTS confirmed that the test could properly be described
as a test of ESP and that it did set out to draw on a needs analysis. There
were however limitations in both areas. In the first area, lack of specificity as
well as the uncertainty as to level have already been referred to. In our view
this was in part a reflection of the weak content validity of the test, drawing
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too little on subject specialist opinion, in part a flaw in the theory of ESP
itself. Like register analysis before it, ESP, both in teaching and in testing,
fell down once it moved from the process of variation to discrete entities
which appear to be impossible to delineate and to keep apart. The failure
then was not in ELTS but in the theory; and to that extent ELTS was to be
applauded for venturing into this slippery but much discussed area where it
gave us evidence with which we could examine the claims of ESP. In the
second area, that of needs analysis, the modular approach as well as the
needs analysis framework were hugely popular among subject specialists
(supervisors) who believed that language should be tied to its subject, a
belief that should be open to investigation but which did not appear to
involve the scepticism that many academics rightly prized in their own
research.

The influence of ELTS
The impact of ELTS was considerable. Here for the first time public institu-
tions had committed themselves internationally to a communicative style
test. It was a risky venture and one much criticised at the time, as we note
below, largely on practical grounds. But now, more than 20 years later, we
can be grateful to those who had the temerity to carry into actuality this bold
enterprise. What ELTS did was to demonstrate that an ESP test on this scale
was not viable but that there was scope for a partial ESP test which took the
whole domain of academic English as its concern, laying the foundation of
what was to become IELTS, as I discuss in later chapters.

There were obvious practical difficulties with the administration of ELTS,
difficulties which would indicate a need to change the format (fewer items,
shorter test time) if at the same time there were also compelling reasons on
theoretical grounds for change on the grounds of test redundancy. The prac-
tical difficulties in themselves were irritating but not more. More serious
problems related to the choice of module, that is to the match or mismatch
between the students and the test arrays they actually took. If such matching
was problematic, much of the rationale for the complexity of ELTS disap-
peared. The principle underlying ELTS was after all that ‘true’ English
proficiency (the learner’s ‘true score’) was best captured in a test of specific
purposes. However, if it was the case that matching student to module or test
taker to test was so uncertain, then ELTS lost the very advantage it was
designed to maximise. Only if there was reasonable certainty about such
matching, that is, that test takers would be provided with a test which was
recognisably appropriate for them and which they agreed was appropriate,
could matching be properly taken advantage of.

Of course, such difficulties could be overstated. The number of mis-
matches in terms of test taker unease or administrator perplexity were
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 probably so small that the problem could be dismissed. Again, if we took
completely seriously the claim of matching (that a test taker’s ‘true score’ was
best/most truly achieved by a test of specific purposes) then we would be
allowing a proliferation of test types which could lead only to a situation of
one test–one testee. Such an outcome would not only be a denial of the group
function of tests, but would also be an invitation to wholesale impracticality
of the kind which has been labelled a ‘pseudo procedure’, that is, a device for
improvements which could never be realised.

There was a pragmatic way out of this dilemma: never mind the implica-
tions of the matching principle, rather secure a workable test (in terms of
time, materials, organisation) which went some way towards fulfilling the
matching principle. How far it went depended on these two factors: the prac-
tical organisational one and the statistical configurations which indicate
gains in prediction. In other words, there really was no point in maintaining
the present ELTS structure (six or seven specialist modules) since they were
expensive in practical terms and did not materially increase the prediction.
How far they could be reduced towards a zero choice was an empirical ques-
tion of how much predictive information would be lost as reduction took
place. There was no principled reason for requiring a modular array of
options unless they provided predictive information (or unless they provided
for face validity in the eyes of a particular customer or institution).

Three main groups of stakeholders (test takers, English language tutors
and subject supervisors) all appeared to approve of ELTS; it could be argued
then that the practical difficulties and the theoretical doubts were prices
worth paying for the unusual degree of customer satisfaction.

Professional views of the ELTS Validation Project 

The purpose of ELTS was always ambiguous, its dual functions at odds with
one another. On the one hand, as Hamp-Lyons points out (1988), it was a
screening or selection test (following in the EPTB, ELBA and indeed
TOEFL tradition); on the other hand it was meant to be diagnostic. These
two aims were at odds with one another.

And while the Validation Project correctly concluded that ELTS would
have been equally efficient as a screening measure without its ESP appara-
tus, its real contribution as an ESP test was for diagnostic purposes. But if
ELTS was to become a screening test, ‘a good deal more work is needed
into each of the constructs underlying it and into the establishment of a
meaningful criterion against which to measure the test’s predictive validity’
(1988:13). Hamp-Lyons continued:

on predictive validity grounds there is no empirical support for an ELTS
which consists of skill-based subtests, or which distinguishes general and
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study proficiency, or which has ESP components. EPTB and ELBA,
with a single score, predict equally well. If, however, humanistic or
sociopolitical concerns play a part, our questions are rather different: do
we want a test to keep people out or to guide them in and help them
succeed? If the latter, the diagnostic function of the test deserves to be
stressed in future validation studies and in research and development for
the next phase (1988:13–14).

Weir was critical of the Validation Study’s failure to look closely at the
content and construct validity of the test but praised its attention to empirical
validation. And he concluded that the Report had made the case for ‘the
need for an empirical validation of a test before world-wide administration’
(Weir 1988:25) hoping that if the proposed revision of ELTS (1987–89) were
to go ahead it would ensure that such an empirical validation took place.

Skehan advised that further work on construct validation would be
appropriate:

Three general areas would, I feel, repay study. First, there is scope for
‘think aloud’ techniques, test-wiseness and test-format effects. Second, I
feel that it is essential to look at internal correlations in more depth to
help in the validation of the numerous constructs. Third, some sort of
predictions need to be made, linked to the selection of six specialist
areas, to establish the need for specialist tests. At present, constructs
related to the need to have such specialisms have not been validated,
even though a number of intriguing results have appeared (Skehan
1988:30).

Skehan hoped that a construct validation study would become a perma-
nent component of a revised ELTS programme.

Porter (1988) was critical of the failure of the Validation Study to get to
grips with the content validity of ELTS, in particular that little attempt was
made to establish what theory underlay the test and whether the sampling of
linguistic form constituted an adequate reflection of the test-constructors’
model. He was also concerned about the possibility of a method effect with
multiple-choice items which may have been the reason for the clustering of
tests G1, G2 and M1.

Henning (1988) was not persuaded that the ELTS venture, bold though
it had been, clearly demonstrated success of a modular ESP approach
above previous or more traditional approaches to assessment. He pointed
out that the various ELTS validation analyses all indicated that the test was
unifactorial. It was also unwieldy in that the attempt to produce highly
 correlated parallel forms seemed to fail. At the item level there were
serious problems of identity: indeed some of the modules appeared to test
IQ rather than the appropriate use of language and many of the items were
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 apparently answerable on the basis of general knowledge alone. Henning’s
advice, writing from an American perspective, was that attention should be
given to developing ‘generalised sub-tests for reading, listening and possi-
bly writing while retaining the specialised speaking modules, since that
module appeared to show the best predictive and face validities among the
specialised modules, and since it would be the least redundant of the com-
peting specialised modules’ (1988:92). Henning’s advice was relevant at the
time and is illuminating now in the light of the developments which led to
the replacement of ELTS by IELTS in 1989 and to a revised version of
IELTS in 1995 which largely embodied the advice Henning offered nearly
20 years ago.

Alderson (1988), looking forward to the ELTS revision exercise, which he
had been put in charge of, noted that it was essential to clarify the diagnostic
role, if any, of ELTS. He offered various alternatives for the future of ELTS.
It could be left as it was. It seemed to be working reasonably well but for the
providers it appeared to be too cumbersome and therefore change was neces-
sary. The question was to what end: towards more choice, accepting the
modular approach and exploiting it; or towards greater simplicity, acknowl-
edging that the test was for screening and not for diagnostic purposes (after
all institutions typically conduct their own diagnostic tests after students
have been admitted). Above all, validation had to be carried out before the
new test was put into operation. This had not been done with ELTS and it
was a major recommendation of the Validation Report that it was essential
in future test development.

Envoi

In the next chapter, Chapter 3, I move on to describe the work done on the
ELTS revision, leading to IELTS. As we will see, the revision and the subse-
quent development, detailed in later chapters, revealed how radical and at
the same time how aberrant, indeed one might say reckless, the ELTS experi-
ment had been. I suggested at the end of Chapter 1 that ELTS represented a
real paradigm shift. That remains my view, in that, unlike previous (and
indeed later) developments, the ELTS designers made no attempt to build on
earlier work. They rejected it, believing that what was needed was a new
beginning, a ground zero. It is for that reason that I have used the term ‘revo-
lution’ to refer to the move from EPTB to ELTS.
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Retreat from revolution:
1981–87

Introduction
From the 1960s onwards research and development in communicative lan-
guage testing was much discussed though less often practised. Researchers in
Canada (Wesche 1983), in Australia (Keats 1962) and in the UK attempted
to marry ideas of performance and authenticity with the constraints of large-
scale testing. Most innovative were Morrow (1977), McEldowney (1976) and
Weir (1983). Morrow’s work for the Royal Society of Arts which led to the
development of the Communicative Use of English as a Foreign Language
Test was not strictly in mainstream academic proficiency testing as we have
defined it, but his work has been very influential in that field. McEldowney
and Weir developed proficiency tests for examination boards, McEldowney
for the Joint Matriculation Board (JMB) and Weir for the Associated
Examining Board (AEB).

Already in 1980 the ELTS Management Committee, alert to the require-
ments of public accountability, had set in motion a programme of research
and related work designed to establish the quality of the English Language
Testing Service in the eyes of users. There was clearly no commitment to
retaining the ELTS design on a permanent basis: what was now ongoing was
the English Language Testing Service and that service would ensure that the
most appropriate tests were put in place. That was one reason why the ELTS
Validation Project (see Chapter 2) had been commissioned and was under
way. Further plans were announced at the management committee meeting
on 6 May 1982. These included internal and external studies as explained
below.

Internal studies

1. A continuous monitoring arrangement would be set up within UCLES
to ensure the mechanical accuracy of scoring tests and of calculating
and recording bands. This would be based on a sample of perhaps 10%
of the test paper returns and include provision for more intense
checking in cases where there were frequent errors.
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2. A set of criteria would be established in order to identify centres where
there might be a priori reasons for checking the accuracy of the M2
marking: arrangements would then be made to remark within those
centres. (Remarking undertaken on a random basis suggested that
marking was fairly accurate to within approximately one band).

3. Standard item analysis of the tests would not be undertaken routinely
but only after the introduction of new test forms.

4. A complete computer record of candidates’ band performance would be
maintained at UCLES, including choice of module and any other
characteristic deemed to be necessary. This would be used as a data base
for correlational analysis, for studies of standards and in part for the
application of the criteria mentioned in (2) above.

Internal and external studies

A description of the content (test, task, items) of the general and modular
subtests in terms of language activities and skills, together with an indication
of the assumed levels of performance would be made available to the test
writing teams responsible for the first revision of the subtests. The descrip-
tion would derive from the 1978 survey specifications and 1979 test
specifications as well as a review of the current tasks and items and would be
in a form that could be readily used for reference by the teams.

Comment on the face validity of all the subtests from all sources would be
recorded, evaluated and provided either for reference by the teams or for
more immediate adjustments to the subtests. In particular, the performance
description for the overall bands, M2 Writing bands and M3 Interview
bands, would be revised as necessary.

External studies

As described above, the overall validation programme would involve a
follow-up of those candidates who were placed in institutions of tertiary edu-
cation in the UK to assess their actual language performance in the institu-
tion in addition to their overall and profile ELTS bands. The main purpose
was to establish valid and widely understood meanings for the bands in terms
of language adequacy; the acceptable levels required by each institution
could also be recorded and categories of ‘stereotype’ profiles established.
Where language tuition requirements had been predicted from ELTS per-
formance, the validity of these predictions could be studied in the context of
British Council training programmes.

This study would also contribute to the revision of the subtests and score
reporting procedures of the Service. Within this overall programme, there
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would be provision for more particular and finer studies carried out by exter-
nal bodies such as individual universities.

However, the British Council, which had promoted and jointly managed
ELTS with UCLES, became increasingly uneasy during the 1980s, con-
cerned that ELTS was not providing the efficient instrument they needed,
nor was it offering a resource which had the support of the profession.
Peter Hargreaves, then British Council assessment consultant, laid out at
the ELTS validation seminar where the British Council wanted to see devel-
opment lead. He made clear that a new version of ELTS was needed. It
should:

Demonstrate better applicability to its main client groups
(post/undergraduate, vocational and short-term professional), bearing
in mind that the distribution of clients over these groups and over the
specialisations within these groups changes over time. The (new) test
should be available on demand and it should be in a form which allows
rapid reporting of results (Criper and Davies 1988:97).

There were various financial and commercial conclusions to draw:

1. The development costs would need to be recovered from test fees.

2. The level fee charged would be constrained by the fees charged for
competing tests such as TOEFL.

3. The new version must be operational by late 1989.

4. Investment in the current ELTS test should be capitalised on wherever
possible.

5. Maximal economy of administration should be sought.

Charles Alderson, who had been tasked with the responsibility of oversee-
ing the revision of ELTS, promised a collaborative revision. He mentioned
some alternatives for the revised test, to be known as the International
English Language Testing System (IELTS):

1. Leave the test as is. It seems to be working well. Its predictive validity
is satisfactory though its reliability could be improved, perhaps
through more intensive training and monitoring. Items can be
improved and steps could be taken to ensure a better coverage of
domains.

2. More modules could be added.

3. Special skills might be added. Should there not be a specialist listening
subtest?

4. There could be fewer modules. It is possible to collapse specialist
categories into, e.g., two broad categories, ‘science and technology’ and
‘the rest’.
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5. Versions of the test might be differentiated in various ways (e.g. ‘com -
municative demand’, ‘type of course’ such as undergraduate,
postgraduate).

6. If a communicative demand approach is taken, how would test content
be differentiated?

7. The test might be shortened (dropping the M tests or the G tests).
8. Alternative test methods might be employed (e.g. cloze, C-test).
9. Alternatives to band scores could be explored.

Alderson also advocated that a ‘needs analysis’ be carried out, that
research into the processes involved in doing tests was important, and that
validation be carried out before the new test was put into operation.

Alderson and Urquhartʼs research
Among the external studies undertaken during this period, the Alderson and
Urquhart series stands out for the seriousness of the questions it raised about
the construct of ESP testing. Alderson and Urquhart (1983, 1985) carried out
three pilot studies concerned with the ESP construct in which they used
‘home-made reading tests’ to test reading comprehension of specialists
and non-specialists on specialist texts from the subject areas of Economics,
Engineering and General Studies. The experimental subjects were stu -
dents on pre-sessional courses at the Universities of Aston and Lancaster
in the subject disciplines of Development, Administration, Finance and
Economics; Engineering; Science and Maths; and Liberal Arts (including
Teaching English as a Foreign Language).

The results were, Alderson and Urquhart reported, confusing. The first
study, using gapped texts, found that Engineering students did much better
on Engineering texts than did Economics students and, vice versa,
Economics students did better on Economics texts than did Engineers. Study
2 failed to find an advantage for Engineering students on Engineering texts
over Economics students, although there was an advantage for Economics
students over Engineers on Economics texts. The Liberal Arts students,
however, did better than all other groups on the General Studies text.
Alderson and Urquhart concluded that ESP testing had received limited
support from this study, to the extent that Economics and Liberal Arts stu-
dents did best within their specialisation while Engineering students
appeared to be disadvantaged by being tested outside their speciality, and
not advantaged when doing tests within their specialism.

The results were confounded by variation in the linguistic proficiency of
the testees, which, in the case of the Lancaster students, was independently
assessed, and by varying levels of text difficulty both within and across
 specialisms. Alderson and Urquhart suggested that there might be some
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thres hold level of proficiency. They were, however, unable clearly to estab-
lish a threshold level of proficiency, above which superior background
knowledge might have a considerable compensatory effect.

The major problem, Alderson and Urquhart reported, is that the tests
they were using had not been independently validated. And since there was a
strong possibility of text effect, it was decided to apply for permission to
permit the testing of these hypotheses by means of the ELTS tests.

Alderson and Urquhart’s investigations had two different possibilities of
interpretation: the first was the relationship between students’ subject spe-
cialism or area of study and their test performance: this had resonance for the
question of background knowledge effect in a practical testing situation. The
second issue they raised was more specific: it was the effect on students of
taking an appropriate or inappropriate ELTS M1 module on the estimation
of their linguistic proficiency and likely ability to cope with academic studies
in the UK.

The reaction of those responsible at the time for ELTS was mild interest.
Dr John Foulkes wrote to the British Council in February 1985: ‘The study is
useful but not sufficiently rigorous in design either to be published or as a
basis for redesigning ELTS, but the tentative conclusions should be borne in
mind when we come to think more fundamentally about the future of ELTS.’
Foulkes makes the obvious points about the inadequacy of the samples (their
small size and unrepresentative composition), the repeat testing and the lack
of clarity about banding. But on ‘background’ there is surely confusion. In
the same letter, Foulkes wrote: ‘Background . . . it’s unclear what is implied
here. We do not expect specific factual knowledge and indeed should be using
ELTS as an indicator of performance in an intended field of study, not neces-
sarily one where the student has background knowledge.’

This is indeed a strange comment. Undoubtedly, some students did have
difficulty in determining which module to choose if they were in the process of
embarking on the study of a new subject. But that fact really has (and had)
nothing to do with the ELTS construct which was based on some view of
subject knowledge. Whether or not students were changing course and subject
is irrelevant to that. If Foulkes’ claims regarding ELTS, specific factual knowl-
edge and intended field of study were true, the entire ESP (and therefore
ELTS) construct is put into question. At a stroke it removes from the frame
any question about differential texts. What is left is the intention to test what is
important (and unique) about the language of the ‘intended field of study’.
Foulkes assumes specificity, which is left open to question. He also assumes
that testing on existing background knowledge of texts boils down to ‘specific
factual knowledge’. Surely there is more to the LSP/ESP approach than this.

The Alderson and Urquhart research may have been flawed (although it
was indeed later published: Alderson and Urquhart 1983), but it did make
explicit serious problems not so much about ELTS as about the ESP testing
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construct. And it does seem that Foulkes himself (and therefore UCLES)
was not immune to those doubts.

Alderson and Urquhart reported that in a larger follow-up study in 1985
parts of the ELTS test were used to test two samples of students attending
pre-sessional language and study skills courses at both Lancaster and Aston
Universities. Students were divided into four groups:

1. Development, Administration, Finance and Economics.
2. Engineering.
3. Science and Maths.
4. Liberal Arts (including Linguistics and TEFL).

Groups 2 and 3 were combined: numbers in both were small and the
results showed no difference between the groups.

The following ELTS tests were used:

All groups: G1, G2, and Social Science M1
At 1.5 weeks: M1 Technology (for 4-week course students)
At 5.5 weeks: M1 Technology (for other students)
Course end: M1 General Academic (all students).

Various disclaimers were made as to what the study could legitimately
claim: Alderson remarked that it was not a strict random sample, nor indeed
a representative one. The sample of those who took all tests was:

Development, Administration, Finance and Economics: 41
Engineering, Science and Maths: 34
Liberal Arts: 41.

T-tests revealed no significant difference between Engineers and the
Science/Maths students and therefore it was considered legitimate to
combine them.

Alderson and Urquhart drew the following conclusions:

1. The tests were adequately reliable.
2. The raw band scores for Listening varied.
3. Listening (G1) scores were noticeably higher than Reading scores.
4. Students required pre-sessional remedial tuition.

When group performance was compared, it was clear that the Science/
Engineering and Maths (SEM) students were the more heterogeneous.
However, on four of the five tests there were significant differences among
groups.

On a pair-wise comparison by t-test, Liberal Arts students were shown to
be more proficient than students from the two other groups: it would seem
appropriate therefore to describe them as being more linguistically proficient.
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The same ordering was found for the Social Science modules and the
General Academic module. This was not expected. What had been predicted
was an advantage for Development, Administration, Finance and Economics
(DAFE) students over the two other groups. On the Technology module
SEM students were ahead, no doubt compensating for their possibly weaker
linguistic proficiency by their greater familiarity with the subject area. In
other words, SEM students performed better on tests in their general subject
area than on tests in inappropriate areas (or it could be that these students
were disadvantaged when taking a non-ESP test).

Liberal Arts students’ performance on the General Academic module
may have been advantaged here in that General Studies were biased in
favour of Liberal Arts students, and the General Academic module drew on
General Studies material. One reason for the bias may be that General
Studies teachers are themselves typically graduates in Liberal Arts.

On the Social Science module the expected advantage for SEM students
did not materialise. Instead SEM students did just as well as DAFE
 students and no better. Why this should be is unclear: but what it underlines
is the difficulty of establishing parallelism of treatment for all groups of
 students both of tasks (or texts) and of the tests themselves. Indeed there is
a logical problem of just how possible it would ever be to achieve true
 parallelism.

In summary, background knowledge did have an effect on text compre-
hension and test performance. The relevance to ELTS was the apparent dis-
advantage students suffer when taking inappropriate tests. A test may be
unintentionally too difficult (e.g. Social Science) in which case it disadvan-
taged those it was meant to favour. Or it may be difficult to establish the par-
allel nature of the test, both empirically and judgmentally.

ESP test construction presented a host of problems which were avoided by
the ‘one test’ solution. This did not make the latter the better solution, merely
the more convenient.

Weir came to the same puzzled conclusion following his Test of English
for Educational Purposes (TEEP) study:

In our investigations of the language events and activities overseas stu-
dents have to deal with in British academic environments and the
difficulties they encounter therein, we discovered much that was
common between students of different disciplines and at different levels.
This did not remove the possibility though that the subject content of
texts employed in our test tasks might unduly affect performance. While
we attempted to take account of this in our sampling, we were unable to
produce any conclusive evidence that students were disadvantaged by
taking tests in which they had to deal with texts other than those from
their own subject area. The case for a variety of ESP tests therefore
remains unproven (Weir 1983:549–50).
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Views of language testers
In spite of the doubts and difficulties, specialists in language testing did not
readily abandon the ESP provision in planning for the new test. At a meeting
of the project revision team in February 1987 it was acknowledged that a
great deal of face validity derived from the subject specificity of the six
module structure; future  revisions would, it was argued, need to be aware of
the importance of face validity.

It was somehow paradoxical that testers should emphasise the importance
of face validity; even if, in doing so, they were being realistic about the views
of non tester stakeholders. But there was also reflected that overreaching
ambition to which all professionals are prone, which arrogantly assumes that
their remit is boundless. ‘English proficiency’ becomes ‘interactive skills’ and
‘study skills’. The flip side of the linguistic relativity hypothesis (or heresy)
takes for granted that because there is no thought without language, there-
fore all thought is language. ‘Students’ it was stated ‘have considerable
difficulty “working the system” and above all need to be tested for “inter -
active skills” ’. Indeed, the suggestion was made that all the skills in the test
should be seen as ‘study skills’. Fortunately, some common sense was
present: ‘a language test should concentrate on the ability to use language for
particular purposes’.

Various ideas were discussed. The meeting divided into two discussion
groups. The first group proposed:

G1: language focus
G2: life skills
G3: oral interaction
M for Arts, Social Science and Science/Technology.

This group reported that their reason for the three options for M was
‘more for the preservation of the face validity of the test than for content
validity’. This last comment was revealing, indicating that testers recognise
that developing a test is a pragmatic operation quite as much as a psychome-
tric one, that test impact must be included in the equation.

The report of the second group was more robust, suggesting that the
group had been very willing to think boldly about change. There was general
support for a reduction in the number of modules and a suggestion that a
single test for all would be best. One novel idea was that tests at different
levels were necessary. Nothing came of this: and no one seems to have made
the obvious point that the desired levels result could equally well be achieved
by empirically establishing relevant cut-offs on the new test.

This second group took the view that the new test should be bi-functional:
‘screening’ and ‘diagnostic’. To that end it was proposed that the revised
ELTS should be presented in two parts:
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a. General test: a short (30 minute) test of general language proficiency

b. Application of skills: retaining some features of the existing ELTS.

Issues relating to cultural bias and area-specific tests were discussed and
largely dismissed.

The (I)ELTS revision
Alderson and colleagues canvassed widely. Receiving institutions, overseas
test administrators and teachers in pre-sessional English courses received
questionnaires. Interviews with the British Council HQ staff were held and a
series of meetings organised between the ELTS project team and language
testers, and again the project team and teachers on pre-sessional and in-
 sessional English language courses. More modules, different ones for
different cultures and settings, multiple sittings, a choice of questions – these
and other ideas were raised and shelved. A random sample of 1,000 test
report forms was analysed to see which students were entered for which
subject modules and an analysis made which described difficulties in servic-
ing the current ELTS.

The message that came through from all sources was that the overall
design of ELTS should remain the same. The receiving institutions were par-
ticularly satisfied and advised that the 6-module structure should not be
changed. Test administrators considered that ELTS provided a satisfactory
service, British Council HQ staff were in general satisfied but pointed out
that the test was not suitable for all categories of overseas students such as
those attending non-academic courses. What did emerge from the question-
ing of the British Council was that 90% of overseas centres were running
ELTS at a loss. It appeared that the only way to eliminate the loss would be
to offload the administration of ELTS outside British Council centres and to
make provision for the Writing and Interview tests to be marked in the UK.

Pre-sessional teachers were in general supportive of the existing test. Most
criticism came from professional language testers who took the view that
the number of modules should be reduced, some even arguing for a return to
a single general test for all. It may be that the language testers saw more
clearly than the other stakeholders what faults there were in the existing
ELTS; or it may be that in its 10 or so years of operation, ELTS had become
institutionalised and its very familiarity made people comfortable with it
and reluctant to embark on the unknown.

What was striking in the analysis of the report forms was the wide range of
subjects being studied. There were, for example, 34 different branches of engi-
neering listed. What this suggested was that one subject module (in this case
Technology) could not possibly be specific to or suitable for all students pur-
suing the various branches of engineering. Furthermore, there was variation
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in the module chosen by students within the same discipline. For example ‘of
17 Accountancy students 9 took Social Studies and 8 General Academic; of
11 students studying Agronomy, 9 took Life Sciences, 1 General Academic
and 1 Technology’ (Alderson and Clapham 1992:7).

The 2-part idea was advocated: the General component might, for
example, act as a screening test. Opinion was divided, but, in the event, those
who argued that a screening test could end up as the whole instrument won
the day. It was agreed that the General component would not be used for
screening.

Opinion was also divided on how far to revise the overall structure. Some
favoured a root and branch revision: ‘Because of the shortage of concrete
evidence, and since it would, in any case, be impossible to satisfy all students,
however many modules there were, some informants felt that logically there
should be no subject-specific modules at all’ (Alderson and Clapham
1992:12). Others felt that one of the attractions of ELTS was its choice of
subject modules. For Alderson and colleagues, it seems that a unitary aca-
demic test was attractive. As we have seen, what countered so radical a
change was only face validity. But what that trivialising term covers is, of
course, such factors as the experience and expectation of end users, including
students, teachers, receiving institutions, employers. Built up over the previ-
ous 10 years, the ESP system was highly regarded by those stakeholders, as
we saw in the ELTS Validation Project and again in the report of the testing
specialists’ conference. Alderson no doubt felt that a fabian approach, slowly
slowly, was the way to go. And so, in the first instance what was recom-
mended and decided was a reduction of the modules from six in the old ELTS
to three in the new. It was, as it turned out, a staged reduction and at the next
revision in 1995 the more radical solution was imposed.

One important change that was made right away was to move Speaking to
the General (G) component. In the old ELTS the three ESP modules were the
Study Skills, the Writing and the Interview. Following the recommendation
in the ELTS Validation Project, the decision was made to make Speaking a
general component retaining Study Skills (or Reading) and Writing as
Modular (M). This was sensible, in that, for academic purposes, the more
formal skills are those of reading and writing, while speaking (and listening)
range far more widely, much of the time handling informal communication.

Other decisions that determined the direction of the ELTS Revision
Project concerned the target population (overseas students, vocational
trainees, ‘access’ students, attachments, ESL (E2L) candidates). Different
combinations of subtests were also agreed, such as:

Postgraduate and undergraduate: G � M

Vocational trainees: G � non-academic M

‘Access’ students: G
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Attachment: G

ESL/E2L candidates: M

Since a degree of subject knowledge could be assumed in the academic
modules, it was proposed that the subtests in G and M should discriminate
at different band levels. It was proposed that subtests in G should discrimi-
nate at Band level 4; subtests in the academic Ms at Band level 6. (At the time
of reporting these decisions, in 1987, the discrimination level for the non-
vocational M was yet to be decided.)

A schedule was prepared with a timetable of deadlines from mid 1987
through to December 1988. The intention was to bring the new test into full
operation in early 1989.

Test constraints

It was necessary to make the new ELTS applicable to non UK situations. Both
Canada and Australia, after years of exploring their own English proficiency
test options, were interested in joining the UK in a combined ELTS operation.
In due course Australia did become, through its International Development
Program (IDP), a full partner in the new (I)ELTS venture while Canada with-
drew.

Alderson and his team were anxious to explore the views of professionals
with regard to language proficiency. What model should a (new) test employ?
A sample of applied linguists were invited to respond to this question in the
hope that insight and agreement might be forthcoming. In the event, the
quest was quite fruitless. There was little insight and less  agreement. Whether
this is cause for concern is, in my view, questionable. Proficiency is analogous
to happiness, difficult to define, less difficult to exemplify in action. No doubt
this explains why so much emphasis is placed on the model of the educated
native speaker, who is meant to represent proficiency in action. For the tester
such a model may not be of help other than as an acceptability check, since it
leaves unresolved the question of how to describe the knowledge of a native
speaker in a way useful for the construction of a language test.

Decision on the new ELTS

A blueprint for the new ELTS did emerge from the range of soundings
among stakeholders that the team had carried out. The overall structure of
the new test was to be:

G1: Lexis and Structure

G2: Listening

G3: Oral Interaction
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M1: Academic Reading

M2: Academic Writing
Plus the non-academic module.

It was apparently easier to reach agreement on the M component: after
all, what was being advocated here was a reduction in the existing provision
of modular tests with the switch of Speaking from M to G. It was less easy
to reach agreement on the G tests. In the reported discussions what
we observe is a reflection on a change of mood. Alderson and Clapham
comment with regard to G1 (Lexis and Structure): ‘It seemed that the anti-
lexis and structure mood of the late 70s was now abating and that
many testers felt that there was a place in a proficiency test for such a test’
(Alderson and Clapham 1992:16). They quote both Hawkey (1982) and Weir
(1983), whose own research had convinced them of the need for such a com-
ponent in a proficiency test battery.

With regard to the Listening component:

Many of the informants felt that the proper place for the Listening
subtest would be in the M component. Candidates could listen to a
lecture, possibly make notes and then carry out a writing task. However,
there appears to be an overwhelming practical obstacle to this. In most
testing centres all candidates sit the test in one room, and it would be
quite impossible for them all to be listening to different texts from
different modules at the same time. Until the day when candidates can
have individual headphones it looks as if it will be impossible to have
Listening in the M component (Alderson and Clapham 1992:17).

Once again, we observe how important practical constraints are on the
testing enterprise. They cannot be ignored and have to be factored in to make
possible the idealised testing design. But what is also noteworthy is a linger-
ing opposition to the general view of language ability. Lexis and Structure –
these with some reluctance could be handed over to the general component;
but Listening, like Reading and Writing properly belonged to the ESP area
and it was only for practical reasons, it seems, that it became part of the
General component. As far as Speaking was concerned, there was less resist-
ance to making that part of the General component. Alderson and Clapham
comment:

In ELTS the Interview was in the M component. However, this was not
wholly satisfactory as the interviewer and the candidate were frequently
from different disciplines. There was also a problem with undergradu-
ates who did not yet have a subject discipline in which they could compe-
tently deal with Phase 2 of the interview (Phase 2 was ‘explaining
research to a layman’). Any subject-orientated discussions were, there-
fore, inevitably somewhat unrealistic (Alderson and Clapham 1992:18).
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And Alderson pointed out that placing the interview in the G section
would ensure that all candidates (including those who took only the G com-
ponent, such as ‘access’ students) were interviewed. With the interview in M,
there was no check on the spoken ability of the access students.

Alderson summarised what he had found to be the consensus in 1987 on
the structure of the revised ELTS (Alderson and Clapham 1992:19; and see
Appendix 11.1). The table below sets this out:

* Subject Modules
Arts and Social Science
Physical Science and Technology
Life and Medical Sciences

The (I)ELTS construct of academic proficiency
Working groups were set up for each component of the new test. And when
these groups produced a design for their component, an external evaluator
reported on their work. This was all part of the insistence on prior validation
that Alderson had determined on, to ensure that unlike the post hoc valida-
tion of ELTS (see Chapter 2), the revised ELTS would start from a more
secure base, firmly grounded in peer-review analysis. To an extent this took
care of both content and construct validation.

In the M components, the choice of stimuli texts was seen to be crucial.
Discussion of the Physical Science and Technology group was a case in point.
There, according to the team reviewing the M components, the selection of
texts:

was recognised as a major area of difficulty and was discussed at some
length. At the extremes of the debate were student text-books and the
popular scientific journalism of the New Scientist. The problem with
text-books and other sources which set out to teach is that the problem
of questions being answerable from background knowledge is at its most
acute; preferable to this would be a more speculative text, possibly one
which offered a number of different hypotheses, leaving the student to
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Test Administration Marking

G1 Lexis and Structure Clerical Clerical
(provisional title)

G2 Listening Clerical Clerical 
G3 Oral Interaction Either: trained ELT specialist Trained ELTspecialist at

Or: trained non-ELT specialist local centre or UCLES
M1: Reading* Clerical Clerical
M2: Writing* Clerical Trained ELT specialist at

either: local centre or:
UCLES



draw on the text and on general scientific principles to advance his/her
own solution (ELTS Rev. PST 1987:2).

Underlying this discussion (and similar discussions in the other working
groups) was both the claim and the dilemma of the ESP testing construct,
that language proficiency is fundamentally contextual and that therefore a
test taker’s ‘true score’ on a test is achieved only when they are presented with
the language of familiar tasks. That is the claim. The dilemma is that it may
be all too easy for a test taker to pretend to understand the language they are
presented with when the familiar task is all too familiar, for then what
appears to be a demonstration of language proficiency is in fact only know -
ledge of a restricted subject range and not generalisable linguistically beyond
this.

Quite what the test taker was required to do with a text was less problem-
atic and there was general support for the outline specifications provided by,
for example, Carolyn Hutchinson in her November 1987 report to the Life
and Medical Sciences group. She proposed that the four main purposes of
reading are:

1. Reading to find particular information, relevant to a given task.
2. Reading to identify the salient points of a description of physical

features or a process or a sequence of events; or of a rational argument
or report.

3. Reading to evaluate evidence of thesis.
4. Reading to identify main theme or topic (Hutchinson 1987).

These purposes were generally agreed; but it remains unclear whether they
helped resolve the dilemma noted above. Content or background knowledge
simply cannot be taken for granted: take, for example, the third purpose: ‘to
evaluate evidence of thesis’. Surely this makes demands on subject-specific
knowledge just as much as on language proficiency.

At a later meeting of this working group, specifications for the module
were agreed (February 1989). In terms of academic tasks for Reading it was
agreed that the test should sample the candidates’ ability to perform the fol-
lowing tasks. (It is not implied or assumed that these can or must be tested in
isolation or independently of each other.)

1. Identifying structure, content, sequence of events and procedures.
2. Following instructions.
3. Finding main ideas which the writer has attempted to make salient.
4. Identifying the underlying theme or concept.
5. Identifying ideas in the text, and relationships between them, for

example, probability, solution, cause, effect.
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6. Identifying, distinguishing and comparing facts, evidence, opinions,
implications, definitions and hypotheses.

7. Evaluating and challenging evidence.
8. Formulating an hypothesis from underlying theme, concept and

evidence.
9. Reaching a conclusion by relating supporting evidence to the main

idea.
10. Drawing logical inferences.

For Writing, the same group made similar decisions, commenting that the
test should sample the candidates’ ability to perform the following tasks, not
necessarily in isolation:

1. Organising and presenting data.
2. Listing the stages of a project.
3. Describing an object or event or sequence of events.
4. Explaining how something works.
5. Problem solving.
6. Summarising information or opinion from texts or events.
7. Explaining why something is the case.
8. Presenting and justifying an opinion, assessment or hypothesis either

directly or by implication.
9. Comparing and contrasting evidence, opinions, implications and

hypotheses.
10. Arguing a case.
11. Evaluating and challenging ideas, evidence and argument.

These lists could well serve as summaries of what it means to be proficient
in the language of academic study and research. Of course, the point made
earlier about the difficulty of distinguishing what is linguistic from what is
content knowledge still applies: note, for example, Reading item 6 where it
must be the case that what is a fact cannot be determined only linguistically.
A similar point could be made about Writing item 5 since the ability to solve
problems is more than just a linguistic skill.

The major change in the Speaking test from M to G meant that new pro-
tocols had to be developed. These made clear that the purpose was now to
engage the candidate in general conversation, not, as before, in discussion of
their specialist knowledge. In addition, measures were put in place to counter
criticisms of the lack of reliability of the ELTS Speaking test, in particular
recording all interviews for later monitoring. A document provided in 1989
in connection with the training of Speaking examiners gave the following as
the main differences between ELTS Speaking and what was now to be known
as the revised ELTS (now referred to as IELTS) Speaking:

The (I)ELTS construct of academic proficiency

67



‘1. The Speaking test is now part of the general component of the IELTS
test. It is no longer related to the student’s field of study.

2. Each phase should be carefully timed.

3. Each interview is to be recorded.

4. Examiners will be able to see the candidate’s curriculum vitae before the
candidate comes into the room for his or her interview.

5. The band descriptors are changed but the labels remain the same.

6. It is no longer necessary to mark candidates by first circling three Band
numbers and then progressively reducing them. (There is nothing,
however, to prevent examiners following this method if they wish to.)
There is space for an interim assessment in the new assessment sheet.’

The IELTS Training Manual (August 1989) provided a view of speaking
as conversation, general, flexible and interactive: ‘the interview should as far
as possible take the form of a natural conversation whose formality or infor-
mality (depending on the candidate’s culture) is such as to enable the candi-
date’s maximum language performance to be elicited’.

For the interviewer, however, the interview was to be carefully structured
in accord with the specifications. Detailed instructions are given to the exam-
iner on the five Phases of the interview. These were:

Phase 1: Introduction

Phase 2: Extended discourse

Phase 3: Elicitation

Phase 4: Speculation and attitudes

Phase 5: Conclusion.

The document insists that the interview is to be as much like a natural con-
versation as possible. ‘The aim of the test’, we are told, ‘is to assess the candi-
dates’ speaking proficiency. Hence they should be given every opportunity to
speak during the 11 to 15 minutes of their interview. Interviewers should
speak as little as normal conversational courtesies allow and, as a general
rule, their answers to questions should be as brief as is reasonable.’

‘In order for the interview to flow like a conversation . . .’

‘Interviews should be so conducted that, in the candidates’ perception, they
are as close as possible to natural conversation . . .’

‘As noted earlier, the interview should seem like a natural conversation to
the candidate . . .’

Given the lack of freedom for the examiner, who has been given a prede-
termined format, with each of the five Phases carefully timed, it is not clear
why there should be this emphasis on the conversational nature of the inter-
view. After all, the interview is a test and therefore not remotely like real
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 conversation. No doubt it reflects the continuing ambition of ELTS (and
now IELTS) that the test should be communicative and therefore simulate as
far as possible an authentic encounter. The Speaking test we are told ‘is a
“direct” test, that is candidates are encouraged to speak while their language
is observed and matched against a scale’. That makes good sense, since it
accepts the test nature of the interview. It does seem that the various refer-
ences to the interview as ‘conversation’ are no more than cosmetic, a kind of
face validity excuse. The interview was no more a conversation than a job
interview is a social occasion.

A view from applied linguistics
Eddie Williams of Reading University acted as one of the evaluators of the
ELTS revised materials. Writing from an applied linguist’s position,
Williams was frank about the ESP construct as realised in these materials:

The attempt to cater for specialisation can never be more than cosmetic.
There are practical and economic reasons for this, plus the fact that the
test constructors and markers are not subject specialists. The principal
effect of this, as Urquhart and North point out in ‘Notes towards a revi-
sion of the ELTS Test’, is that ELTS in the current and proposed ver-
sions, consists of EFL test items on ESP texts, and ESP writing which is
marked according to EFL criteria. This compromise, I feel, is the only
practical procedure (Williams 1988:23, my italics).

Williams concludes his report as follows:

The problem that seemed to me to emerge from this exercise was not that
of constructing tests appropriate to various specialisms, but rather that
of constructing tests that are ‘authentic’, ‘meaningful’ with ‘good back-
wash’ within constraints that are basically economic. The shorter the test,
the cheaper to administer, and the less there is to mark. However, if the
time for taking the test is limited, this will affect the authenticity of the
tasks, especially the writing tasks. Likewise, clerical marking is cheap,
but necessitates objective marking, which in turn limits the kind of
reading test items that are available and tends to militate against an
‘authentic’ test. I do not wish to put ‘authenticity’ of task on a pedestal –
an MCQ structure and lexis test might well do an equally good job of
selecting candidates. There is, however, a conflict between the demands
of economics and those of communicative testing. The attempt to secure
a satisfactory compromise is likely to prove difficult (Williams 1988:24).

This is well said. But what Williams points to, in my view, could be
extended to a critique of ‘authentic’ tests tout court. In other words, tests
simply cannot be authentic: what they can (all they can) do is to simulate
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authenticity. And that was the position eventually taken up by IELTS when
it reached its second revision in the mid 1990s. By then the communicative
revolution (as instantiated in ELTS) had run its course, the Civil War was at
an end and the Restoration had taken place. But there was a legacy of value
in two parts, first, that it was now unlikely that such a bold experiment would
ever again be attempted. As we have said, it was both reckless and at the same
time somehow admirable that a large-scale test of this kind should attempt
authenticity in this way. The second legacy was that it was now clearer (or
perhaps clear) just what communicative language testing could do: it could
properly and professionally adumbrate the skills and features that underlie
communicative behaviour and develop ways of testing them. In other words,
what could be (and should be) tested was abilities rather than behaviours.
Some would see that as a retreat to indirect testing; but it was not a retreat: it
was an advance. That is where IELTS went as we shall see in Chapter 4.

But first I provide brief descriptions of three other proficiency tests which
will both place the ELTS/IELTS development in context and also indicate
where IELTS could have gone.

Three English language proficiency tests

The English Language Battery (ELBA)

In the early 1960s, Elizabeth Ingram began work on a long-term English
proficiency test project. Ingram was a psychologist attached to the School
(later Department) of Applied Linguistics at the University of Edinburgh.
Work on her test began earlier than EPTB, which I discussed in Chapter 1,
and was more of a research exercise and less of a development project. Ingram
was interested in the concept of language proficiency and realised that a
second language proficiency test would provide an operational definition
yielding research data. After 1968 ELBA was used at the University of
Edinburgh as part of its matriculation requirement, a requirement that con-
tinued until 1985 (see Appendix 8.1). No changes were made to the test after
1968, for very sound reasons, namely, to enable accumulation of comparable
and additive data over time. ELBA even more than EPTB was unashamedly
structuralist and contained (as did EPTB) only receptive components, tests of
reading and listening. Analysis of seven years of ELBA data (Davies
1990:122) indicated that ‘differential amounts of English may be required for
different purposes’. The Faculty of Arts, for example, required a higher mean
level for success than did other faculties. The report of the analysis continues:
‘ELBA is not very efficient for fine adjustments of this kind’ (providing accu-
rate information about the differential amount of English required) ‘and cer-
tainly not if, as is now frequently argued, different kinds of English are
needed. No doubt it was, in part, evidence of this kind, however non-explicit,
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that led to the development of specific purpose tests such as ELTS’ (Davies
1990:122). (A version of the ELBA test is included as Appendix 8.1.)

The Test of English for Educational Purposes (TEEP)

In the late 1970s, a brave attempt to develop a communicative test of English
for Academic Purposes was initiated by the Associated Examining Board
(AEB), then one of the largest General Certificate of Education (school-
leaving examinations) boards operating in the UK. Work on this project
began in 1978 under the direction of Cyril Weir: the test he developed came to
be known as the Test in English for Educational Purposes (TEEP), intended
for students who have to study through the medium of English. Research
and development for the new test were carefully and deliberately planned in
three phases:

1. To establish the levels, discipline areas and institutions where overseas
students enrol in further and higher education sectors.

2. To ascertain the language demands made on students in the disciplines
most commonly studied by overseas students.

3. To construct a test battery to assess a student’s ability in performing the
language tasks relevant to the academic context in which they have to
operate.

The test became operational in 1984 (see Appendix 9.1) and contained
three Papers:

Paper 1: spoken and written texts intended to be accessible to candidates
from all disciplines. Candidates were tested on their listening, reading
and writing skills.

Paper 2: similar to Paper 1 in two parts: (a) for students of Arts, Social,
Business and Administrative Studies, and (b) for students of Science and
Engineering.

Paper 3: a test of spoken English (in collaboration with the ARELS
Examinations Trust).

The TEEP test was distinct for two reasons: first, that it was established
from the outset as a communicative test and second, that it was planned to
provide diagnostic feedback for students and the institutions they were or
would be attending (Weir 1983, 1988). Specifications for TEEP are included
in Appendix 9.1.

The Test of English as a Foreign Language (TOEFL)

The Test of English as a Foreign Language (TOEFL) has been in operation
since 1964 (Spolsky 1995). It is produced and delivered worldwide by
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Educational Testing Service (ETS) in Princeton, New Jersey. ETS refers on
its current web page to TOEFL as ‘the world’s most widely used and
respected English-language assessment’. TOEFL is still highly respected –
whether it is still the most widely used is a moot point, now that IELTS has
gained so much market share. Certainly, for many years, probably until the
mid 1990s, TOEFL was pre-eminent and along with its sister-product
TOEIC (Test of English for International Communication) dominated the
international field. And then the situation changed. There were, we suggest,
several reasons for this:

1. The idea that the measure should be communicative took a long time to
become the received view but when it did (perhaps in the early 1990s)
TOEFL was found wanting – on two grounds: firstly, that it had no
mandatory test of speaking, the gold-standard of communicative
testing, it was thought; and secondly TOEFL’s (really ETS’s) insistence
that TOEFL should above all retain its record for very high reliability
made its consequent insistence on 100% multiple-choice items seem to
challenge the zeitgeist of postmodernism, of relative approaches to
assessment. In contrast, IELTS appeared unblemished by these
strictures and therefore looked desirable.

2. IELTS (and before it ELTS) had also captured the hearts of those who
had bought into the ESP approach to testing. This, even though by the
time IELTS became a serious rival to TOEFL it had abandoned the
ESP model. In the early and mid 1990s, ETS and in consequence TOEFL
started to look institutionally precarious: this seems to have been in part
the result of a disastrous plan to put all its tests online, including
TOEFL, even though worldwide this was not obviously feasible. At the
same time, ETS was aware of the need to bring TOEFL up to date and
make it, however slightly, communicative. And so its first revision
plan was inaugurated, TOEFL 2000, the idea being that by the year 2000
a completely rewritten TOEFL would be available. It was not. Such
uncertainty almost invited IELTS to move into a number of TOEFL’s
lucrative geographic areas. Then, in 2006, a further TOEFL revision
(TOEFL® iBT) was launched.
The ETS web page (12 November 2007) had the following announcement:

The Internet-based TOEFL® Test (iBT)
The TOEFL® iBT (Internet-based Test) tests all four language skills
that are important for effective communication: reading, listening,
speaking and writing. The test helps students demonstrate that they have
the English skills needed for success.

3 Retreat from revolution: 1981–87
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What Is the Benefit of An Internet-based Test?
The TOEFL iBT emphasizes integrated skills and provides better infor-
mation to institutions about students’ ability to communicate in an
 academic setting and their readiness for academic coursework. With
Internet-based testing, ETS can capture speech and score responses in a
standardized manner.

The use of integrated skills is not a new idea. IELTS used integrated skills
in ELTS and the first IELTS and later abandoned the model; furthermore,
the reason for that abandoning is worth taking note of. The problem with
integrated skills tests is that it is never clear why a test taker gets an item
wrong – is it because they have problems with the skill now under test (e.g.
writing) or is it that they have problems with the reading or listening with
which they accessed the text they are now writing about? It is proper to ask
whether this matters. My answer is that yes, it does, both for our understand-
ing of test impact and for work on the development of new tasks and new test
items.

My purpose here is not to argue for one test or the other, rather to ask just
why it is that the two tests have had such different histories. TOEFL began at
much the same time as EPTB (see Chapter 1) and has remained more or less
the same test over the last 40 years while EPTB gave way first to ELTS, then
to IELTS in 1989 and finally to a revised IELTS in 1995. No doubt there are
cultural and perhaps philosophical reasons for this difference, such as the
pervasive psychometric influence on all test development in the USA, espe-
cially within such testing institutions as ETS. The location of EPTB, ELTS
and then IELTS within academic and cultural/aid organisations has meant
that the psychometric imperative could be challenged. This has continued to
be the case at UCLES. It is worth remembering that UCLES is itself an aca-
demic department of the University of Cambridge and that Cambridge
ESOL has always taken a wider view of professionalism in language testing
than the necessary but not sufficient psychometric.

More important to our present concerns are the implications of these two
approaches for the construct of academic language proficiency. I come back
to this in the final chapter.

In Chapter 4, I turn to the changes made on the basis of the ELTS
Validation Study (Criper and Davies 1988) and the subsequent revision exer-
cise, leading to the International English Language Testing System (IELTS).

Three English language proficiency tests
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The ELTS revision plan:
1987–89

Limiting change
As we have seen, the switch from ELTS to IELTS was divided into two
stages. In the first, stakeholders were canvassed as to their attitudes to
ELTS. Included in the canvass were: receiving institutions, British Council
Headquarters staff, overseas test administrators, language testers, applied
linguists, EAP teachers and staff of the University of Cambridge Local
Examinations Syndicate (UCLES).

There was general satisfaction with ELTS, but it is important to remem-
ber that for some ELTS was the only instrument they had ever used; and so
they had nothing to compare it with. Receiving institution staff were of two
minds; suggestions for revision in the ELTS Validation Study ‘were regarded
favourably by British Council HQ staff’; overseas test administrators had ‘a
generally high level of satisfaction with ELTS’; UCLES, however, was, as
befitted a testing agency, concerned about quality issues of test delivery and
administration; teachers of English for academic purposes (EAP) ‘expressed
relatively few criticisms of the test in general’ but they did point to the lack of
clarity offered for choice of module by candidates (Alderson and Clapham
1992:4, 5, 7).

Language testers favoured a reduction in the number of modules, with
some feeling that there should be a return to a single general test for all, as had
been the case during the pre-ELTS era when the EPTB was in use. Applied lin-
guists ‘regretted the lack of a dominant theoretical model’ upon which the new
test would be based. In general, applied linguists had no consensus, no doubt
because there was a continuing need ‘to wait on science’, to provide the means
to examine and promulgate a new orthodoxy. If there was to be change, it
should be cautious: there was no desire to repeat an ELTS-like revolution.

In the second stage, decisions were taken on the construction of the new
IELTS test (see p. 79), a blueprint agreed, trials of sample modules con-
ducted and the data analysed. In July 1987, at the Consultative Conference
attended by 13 British language testing researchers, plus one each from
Australia, Canada and the USA, the general view was that ‘changes to the
test should not be too radical’ (p. 9). The basic structure of a general section,
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complemented by a subject-specific section, should be retained. There were
varying views over the length of the test and the ideal number of subject
modules. But what divided the participants most was the issue of the General
(G) section: should it be retained as a screening test, or should it be taken as a
module in its own right, alongside the subject-specific modules? The division
of opinion was not trivial: it reflected (and continued) the long-standing
debate on general and specific competences. Those in favour of using G as a
screening test argued that a screening test would help weak students by
making clear to them that they had no hope of success on the new ELTS test
proper. It would therefore save them both money and time. Those against the
use of G as a screening test argued that a screening test would act as the thin
end of the wedge, and that it would too easily replace the full ELTS precisely
because it would cost less in time and money to administer and mark. While
these opposing arguments appear to be pragmatic ones (time and money),
they were also both making an assumption about the competence debate,
since those who supported screening indicated, albeit implicitly, their accept-
ance that adequate and appropriate information about subject-specific skills
could be obtained via a G test, that is, accepting the Unitary Competence
Hypothesis (UCH) position. Those who opposed screening, thereby impli -
citly rejecting the UCH, pointed out that if G was to have a screening func-
tion it would need to be revised as a diagnostic test so as to proffer advice to
 candidates on how to improve their scores.

Content and format
The views collected from stakeholders, together with the deliberations of the
consultative committee and the recommendations of the ELTS Validation
Report were considered by the Project Steering Committee. They made the
following decisions with regard to content and format.

The revised test should have a G component which was not to be a screen-
ing test. Specimen materials would be provided for candidates, as would be
model answers and a conversion table to enable self-assessment. There was
less agreement on the modular structure of the test. Some of those consulted
wanted a more targeted test, targeted for example at a particular subset of the
population such as engineers. Others wanted G to be a separate non-specific
test, intended for candidates across a range of disciplines. But there were
problems with this position, which had been well-rehearsed in the ELTS
Validation Study. It was always going to be the case that any changes to the
subject modules would be in favour of fewer rather than more modules. The
advantage of fewer was that it would avoid the unfairness of providing for
subject X (area) and not for subject Y (area). But, of course, the writing was
on the wall: any change to the existing ELTS modular array would create
doubts about the validity of the ELTS construct.

Content and format
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On the one hand, leaving things as they were could be defended on
the grounds of stability: on the other hand, any change which still permitted
a specific skills component would be difficult to justify because it had no
the oretical justification. If there was to be change it would have to be root
and branch, abandoning all specific skills modularity. What evidence there
was (Criper and Davies (1988), Hamp-Lyons (1988), Alderson and
Urquhart (1985), Weir (1983)) offered little support for a test with subject
modules, anticipating, as it turned out, the major IELTS revision of 1995.
However, there was face validity to contend with. As Alderson and
Clapham state: ‘almost all participants felt that one of the attractions of
ELTS was the choice of subject modules. The receiving institutions, in
 particular, were very much in favour of them’ (Alderson and Clapham
1992:12).

And so, because there was some evidence, ‘that candidates could be
 disadvantaged if they took a test which was too far removed from their own
discipline, and since the majority view of those consulted accepted that
ELTS should not be changed more than necessary, it was agreed that the
new version would still have a modular component’ (Alderson and
Clapham 1992:12). This left open the question: how many modules? Some
opinions were for more, some for fewer. The eventual decision was taken
on demographic grounds. Analysis of a thousand ELTS report forms
revealed:

that the candidates were roughly divided into thirds, one third intending
to take subjects in Arts and Social Science, one third Physical Sciences
and Technology and the remaining third taking Life and Medical
Sciences [. . .] In the absence of any strong evidence from research as to
the ways subject areas cluster, such a conflation seemed to provide a
practical solution to the question of the number of modules for the
revised ELTS. It was decided, therefore, that the revised battery would
follow the receiving institutions’ suggestion, and would consist of three
subject modules:

1. Arts and Social Science
2. Physical Sciences and Technology
3. Life and Medical Sciences (Alderson and Clapham 1992:14).

We should observe that this categorisation into three groups (or modules)
was based on practical rather than theoretical considerations, in this case just
as arbitrary as the ELTS division of academic knowledge into five areas. As
noted below, the compromise of three modules was meant to be a temporary
compromise, agreed to ease the transition to what was the logical outcome, a
unitary test.

One group of candidates who needed to be assessed and who appeared
to be underprovided for by ELTS were the so-called ‘access’ students.

4 The ELTS revision plan: 1987–89
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These were non-academic (or pre-academic) and included groups such as
 secondary school students, technical students, vocational students, for
example nurses. It was decided that the vocational students should be catered
for by a separate test (in effect a parallel module to the subject-specific
modules) to be called the General Training Module. The pre-academic stu-
dents, including secondary school and technical students, were to be given
the General Training Module and the G component (that is, not one of the
three subject-specific modules).

Profile reporting was thought important and it was agreed that this would
continue and that the profile would describe candidates’ four language skills
(Speaking, Listening, Reading, Writing). As with the existing ELTS, these
profile scores would be reported skill by skill and subtest by subtest. And
since there was general agreement (and overriding practical necessity) to
provide a test that was shorter, it was recognised that all four skills could not
all be represented in both the General Training (G) and the Modular (M)
components. Therefore, to avoid duplication and overlap and to reduce test
time, it was agreed that the Reading component should be dropped from the
G component. Reading was adequately covered, it was thought, in the M
component and if writing and reading were to be closely connected, as they
typically are in real life, then Writing had also to be in M. That being so, it
was sensible to retain Reading in M so as to make for a close connection
between the Reading and the Writing subtests.

The G component, it was agreed, would consist of:

G1 Lexis and Structure
G2 Listening
G3 Oral Interaction.

For Lexis and Structure the wheel had come full circle, pulling back from
the heavy emphasis on performance tests of the 1970s and 1980s and appear-
ing to restore the central position of the grammar test in the earlier EPTB: I
say ‘appearing’ because, in the event, this Lexis and Structure test was never
put into operational use in IELTS (see p. 85).

For Listening the consensus was that the proper place for the Listening
subtest would be in the M and not in the G component. The demands of
 listening to and understanding lectures in their subject area was one of the
main problems for newly arrived students and it therefore seemed appropri-
ate – indeed essential – that the revised ELTS would test listening with
the M component. However, the practical constraints against this seemed
 insurmountable.

In most testing centres, all candidates took the test in one room, and it
would be quite impossible for them all to be listening to different texts
from different modules at the same time. Until the day when candidates

Content and format
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could have individual headphones it looked as if it would be impos sible
to have Listening in the M component (Alderson and Clapham 1992:17).

It was recognised that at some point in the future, with the advent of com-
puter-based IELTS (CB IELTS), it might be possible to provide for listening
in M.

Some support for moving Listening to the M component was given by the
following comment from Jordan (1978) – it is not clear whether he was giving
an opinion or whether he was reporting on a research finding:

The students initially experience most difficulty with the receptive skill of
listening and understanding, therefore this should have the emphasis
at the beginning of the course. Later, the students experience most
difficulty with the productive skills of Speaking and Writing, therefore
those receive most emphasis later in the course (Jordan 1978, quoted by
Alderson and Clapham 1992:17).

For Oral Interaction, it was decided not to follow the ELTS pattern. There
the interview was in the M component. This was felt to be not wholly satisfac-
tory as there could be no guarantee that the interviewer and the candidate
belonged to the same discipline. And for undergraduate candidates, since they
did not as yet have a subject discipline, it was difficult for them to deal compe-
tently with Phase 2 of the interview (‘Explaining Research to a Layman’).
Transferring the interview to the G component meant that every candidate
would be interviewed, including the ‘access’ students who took only the G
component and who, in the ELTS regime, had missed out on the interview.

The Modular (M) component would therefore consist of:

M1 Academic Reading

M2 Academic Writing.

It was agreed that the writing task(s) should be based on the texts used for
the Reading subtest. However, in order to avoid contamination of results,
whereby a weak comprehension of the reading material could lead to an
unrepresentatively poor writing performance, caution was urged in the
marking of the Writing component. In due course, the logic of this view, that
there could be contamination between the Writing and the Reading compon -
ents, led in the 1995 revision to the Reading–Writing disconnection.

The non-academic module: there was consensus that a non-academic
module (for vocational students) was essential but there had been very little
discussion of what it should contain. At this stage, therefore, it was agreed
that decisions about this module should be deferred until later. And in due
course the role of a non-academic module was taken over by the General
Training Module.

4 The ELTS revision plan: 1987–89
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Proposed structure of the revised ELTS

Subject Modules
a. Academic

Arts and Social Science (ASS)
Physical Sciences and Technology (PST)
Life and Medical Sciences (LMS)

b. Non-Academic.

Much attention was paid to the design of the revised ELTS test and to
keeping that design flexible. With that in mind, it was decided that
‘specifications and test items which were to be produced by teams of writers
would undergo cycles of comment, trialling and revision before assuming
their final form’ (Alderson and Clapham 1992:19).

Revised ELTS structure: test construction
In this section we consider the work of the ELTS Revision Project Team in its
construction and validation of the new test components.

General modules

General (G) module: Listening
The ELTS Revision Project members intended the new Listening test
to be as innovative as possible within the constraints of the overall
project, and the new test was not, therefore, expected to be similar to
the old ELTS Listening Comprehension (G2) (Clapham and Alderson
1997:3).

The test writers (three in number) were required to work within two con-
straints: firstly, the test would last no more than 30 minutes, and secondly the
test had to be clerically marked.

Revised ELTS structure: test construction
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Subtest Administrative Marking

G1 Lexis and Structure Clerical Clerical
G2 Listening Clerical Clerical
G3 Oral Interaction Trained ELT Trained ELT specialist at 

specialist1 either local centre or at UCLES
M1 Reading Clerical Clerical
M2 Writing Clerical Trained ELT specialist at 

either local centre or at UCLES

1. Trained non-ELT specialists were also permitted



The draft test had three sections which were designed to become progres-
sively more difficult:

1. A test of basic social survival skills.
2. A transitional stage testing both general listening skills and study-

related areas.
3. An advanced stage concentrating on study-related language use.

Stimulus material for the listening texts: this was presented in a 30-minute
audio tape, consisting of continuous related speech in either dialogue or
mini-talk form. This was an important change from ELTS, which had
 discrete-point items, often with no subject or contextual link.

A deliberate attempt was also made to provide coherence and thematic
unity throughout the tape: this was achieved through the ‘protagonist’ of the
story-line; for example, a person’s progress from arrival in the UK or
Australia through common social situations to first encounters with the
instructional situation. Much care was taken to ensure this kind of coherence
but it was never clear how helpful this was to candidates. This doubt, along
with the practical problem of sustainability (constructing plausible linking
narratives for each new test version), led to the early abandonment of the
attempt to provide thematic unity.

Audiotape was used instead of the preferred videotape: ‘the test develop-
ers were, therefore, obliged to come to terms with the unreality of disembod-
ied voices heard through a loudspeaker’ (Clapham and Alderson 1997:5).
This is a puzzling comment, given the wealth and extent of experience of
audio-taped listening tests over the previous 30 years (for example EPTB).
But there were other factors, such as cost and feasibility, militating against
the use of videotape.

The commentary makes the point that ‘all the material was scripted, rather
than being taken from actual speech’ (Clapham and Alderson 1997:5) as
though the test developers really did have a choice, whereas it is never possible
to use ‘actual speech’ in these situations (see discussion of the EPTB Listening
test in Chapter 1). Tests are, by their nature, simulations and idealisations,
but then, so is all language data presented for analysis and intervention: this
holds good for grammatical description as for discourse analysis and for
phonemic comparisons.

Some attempt was made to simulate ‘plausible spoken language’ by incor-
porating such features of normal non-fluent spoken language as hesitations,
shifts of register, asides and humour.

Multiple-choice items were avoided since these ‘were by now very much
out of favour in the UK’ (Clapham and Alderson 1997:6). Instead, a
format known as ‘guided note-taking’ was employed. Recordings were
heard once only. Students were encouraged to note their answers while lis-
tening and then were given ample time to review and revise their answers.

4 The ELTS revision plan: 1987–89
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A range of task-types was used, including form-filling and open-ended
questions.

Marking was carried out at local centres because of the need for a quick
turn-round, for the sake of both candidates and receiving institutions.
However, all completed answer sheets were to be returned to Cambridge for
checking and data capturing (see Chapter 5).

The commentary on the Listening test prototype remarks that ‘an innova-
tive test had been developed, which was of a suitable level of difficulty with a
satisfactory level of reliability’ (Clapham and Alderson 1997:10). However,
the commentary adds a more pessimistic conclusion. Correlations of the new
Listening test with the existing ELTS Listening test gave a coefficient r of
0.82. What that suggested was that ‘despite all the efforts at innovation, the
new test did not seem to be measuring anything substantially different from
what was measured by the old one. In addition, it had not been demonstrated
that the ELTS test measured listening ability rather than, for example, gram-
matical knowledge’ (Clapham and Alderson 1997:11–12) (see also Criper
and Davies 1988:100, 101). Why, then, it might be asked, was a new Listening
test necessary?

This question brings us back to the enduring (and insoluble?) conflict
between the Unitary Competence Hypothesis (UCH) and the multi-
 dimensional view of language proficiency. If it is indeed the case (as the
 commentary just quoted suggests) that listening cannot be distinguished
from grammatical knowledge/ability, then we need to ask a further question:
is this because the ways in which the listening and the grammatical compo-
nents were presented were not sufficiently different, or, is it that tests
inevitably reduce to a grammatical mean, whatever the name under which
they are labelled? (Witness the Multi Method–Multi Trait issue, Bachman
and Palmer 1996.) That is one possibility, that it is the fault of the test con-
struction that it has not teased out the underlying differences between listen-
ing and grammar. But there is a second, more profound possibility which
needs to be counten anced, reminiscent of the position championed by John
Oller in the 1970s (Oller 1979) – the position that all proficiency is reducible
to one underlying ability/factor (the Unitary Competence Hypothesis or
UCH). This goes to the very heart of both the proficiency construct and of
proficiency testing, pointing as it does to the dilemma of our understanding
of language competence. If by language competence we focus on that narrow
aspect of ability which concerns the manipulation of structures, then the
UCH position appears tenable and there is really not much point in testing
anything other than grammar. Indeed, from this point of view, it doesn’t
have to be grammar that is being tested: since everything reduces to the same
thing, it doesn’t really matter which feature is being tested. Indeed, the cen-
trality of grammar has been an enduring debate in linguistics over the last 50
years. But there is a very different view, the view appealed to by Dell Hymes
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(1970), that there is more than one competence, that, while grammatical
knowledge does indeed matter, in itself, it does not enable you to operate
functionally in daily life; as Frake (1964/72) pointed out, it does not buy you
a drink in Melanesia among the Subanun. And so it comes back to our under-
standing of competence(s), to our construct of proficiency and to our need to
operationalise that construct in some useful and manageable way.

The commentary on the Listening component concludes by commenting
that there was a stronger case for the inclusion (in the revised ELTS) of a lis-
tening test than of a grammar test, given the purpose of the test; but the fact
remained that the test as devised could not, with any confidence, be said to be
a test of grammar or of listening. It continues:

However, the test battery seemed clearly to need a test of listening. The
IELTS was intended to have a useful predictive function – to tell whether
or not students would be able to cope with listening to lectures (on a
formal academic course) or instructions (in a work-related instructional
programme) (Clapham and Alderson 1997:12).

This is an argument at a less abstract level than the UCH argument we
have been rehearsing. This argument concerns student needs (such as getting
a drink) and there is no doubt that language teaching has produced far too
many students who may ‘know’ the grammar but are quite incapable of
applying it. It is an argument that borders on the face validity position, but
while its pragmatism may appear to be about appearance it is more than that
because it tries to bridge the gap between the pragmatic and the appearance.

General (G) module: Speaking

With the experience of the ELTS Speaking test in mind, it was decided that, for
similar reasons to the Listening test, the IELTS Speaking test should be a test
of general speaking ability and therefore be moved from its ELTS M position
to the IELTS G area. It was also decided that, in order to improve reliability,
the test should have a more structured format than its predecessor.

Input from a number of sources, including user group comments sug-
gested the following requirements for the Speaking test:

1. Have a  wide variety of tasks.
2. Include social survival skills.
3. Use a 9-point criterion scale (the ELTS band scale).
4. Include tasks capable of discriminating at every band level.
5. Provide for security by avoiding prediction of tasks.
6. Take between 10–15 minutes.
7. Be conducted one to one and face to face and be recordable for later

re-marking.

4 The ELTS revision plan: 1987–89
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8. Be assessable by a single rater (who might be the interviewer).
9. Be administered by a non-specialist EFL teacher.

10. Be accompanied by training proposals.
11. Have high reliability.

Tasks

The 3-person team set up to develop these draft specifications into a test blue-
print proposed that a 5-phase test should be constructed, thus:

1. Introduction: short warm-up session.
2. Extended discussion: ‘elicitation’ phase, cue cards used for candidates to

elicit information from interviewers.
3. Elicitation: opportunity to produce extended speech, describing,

explaining etc., as on a familiar topic.
4. Speculation and attitude: ‘dialogue’ on basis of short candidate

curriculum vitae.
5. Conclusion: short round-up of session.

Future research and conclusion

A number of areas for research were listed. These included:

1. Concurrent validity studies.
2. Predictive validity studies.
3. Validity of band descriptors.
4. Usefulness of the descriptors.
5. Scale reliability.
6. Reliability of the interview.
7. Effect of reliability on different training protocols.
8. Validity and reliability of the IELTS structured interview.
9. Differential effects of different training regimes.

10. Effect of different strategies of test administration.
11. Interviewer fatigue.
12. Comparison of ratings between the IELTS global scale and more

analytic scales (for example IELTS Writing).
13. Comparison of ratings by interview and by a separate rater.
14. Comparison of live ratings with ratings on tape interviews.
15. Monitoring and moderation process – how to manage it and its effect

on test reliability.

The range and scale of this research agenda is very impressive. Some
topics were clearly less urgent than others. What such a wish-list really tells
us is what the Speaking test team were uncertain about. Nevertheless, the
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publicising of these potential areas of research was important in that a
number of topics were later picked up under the British Council/IDP Joint-
funded Research Program (see p. 100). Together with findings from internal
 validation studies conducted by Cambridge ESOL, outcomes from the
funded studies were to feed directly into the 2001 revision of the IELTS
Speaking test.

General (G) module: Grammar

The commentary notes that by the time of the revised ELTS programme, the
communicative rationale had come into question:

Things seem to have changed recently, however, and the current pos ition
seems to be that a language learner needs to learn the grammar of the
language, that teachers are responsible for helping learners come to grips
with the language system, and that testers are responsible for seeing
whether the learner has indeed achieved that grip (Clapham and
Alderson 1997:30–31).

At the same time, there is a lasting legacy of the communicative movement
and so the kind of grammar that is at issue is the so-called ‘communicative
grammar’ (Clapham and Alderson 1997:31), the implication being that it was
more appropriate to test this communicative grammar as a contributing
factor to success in the four skills-based tests than as a separate variable.
That is a very communicative approach to structure.

Method

Two competing proposals which emerged from the consultation process are
relevant to this discussion. The first was that the ‘revised test should be
shorter and simpler to administer than the old test’. This was interpreted to
mean less paper, fewer tests/components and simpler procedures. The second
proposal was ‘that the test should incorporate as wide a range of language
components as possible’ (Clapham and Alderson 1997:32).

Although work on the Grammar test went ahead, there were always
doubts about its final inclusion. The Grammar item-writing team agreed that
the test should test structures and lexis in continuous texts, with an emphasis
on reference and cohesion. The three team members each designed three ver-
sions of one section of the test and wrote their specifications for that section.
After piloting, the most successful items were retained and the specifications
reassembled accordingly. The General Specifications state: ‘Item writers
should not attempt to test those academic skills and functions which are
addressed in other parts of the test battery’ (Clapham and Alderson
1997:34). In the end this attempt at separation was deemed to be unnecessary
and in any case unachievable.

4 The ELTS revision plan: 1987–89
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Materials

Every effort was made to distinguish the Reading and the Grammar tests,
as the specifications for both tests made clear. The trial version of the
Grammar test took 30 minutes and consisted of 38 items divided into six
subtests.

The commentary continues: ‘given the overlap between Reading and
Grammar and the minimal increase in reliability gained by retaining
Grammar, it seems reasonable to conclude that dropping Grammar is
unlikely to compromise seriously the test’s predictive validity’ (Clapham and
Alderson 1997:44).

And so it was decided to remove Grammar (Lexis and Structure) from
the battery: this was a practical decision, and one that had been  anticipated
from the outset. The removal was not done lightly. ‘What’, the commentary
continues, ‘are the implications for theory?’ Three are  mentioned:

1. It may be that Grammar in G and Grammar in M (reading) tap
different grammatical abilities: the distinction sometimes made
between implicit and explicit knowledge (Ellis 1990) may be relevant
here.

2. It cannot be an artefact of test method because this finding of overlap
matches that in the ELTS test.

3. It is recognised that a generalised grammatical ability is an important
component in reading in a foreign language (Clapham and Alderson
1997:46).

The commentary also offers the caveat that, because of the nature of the
grammatical items in the test, it may be that the kind of grammar tested is
more closely associated with the discourse of reading tests, that is a kind of
communicative grammar, than would be the case if the test consisted of dis-
crete items of uncontextualised syntax: ‘that we have thereby introduced a
degree of ‘contamination’ is indisputable, but we assert, as many teachers
would, that the ability to manipulate form without attention to meaning is of
limited value and probably rather rare’ (Clapham and Alderson 1997:47).

To which we can comment only that this is, at the end of the day, but an
assertion.

Academic Modules

Academic Module: Reading

Nothing had been laid down in stone with regard to a test construct for the
modular components. Reading and Writing were researched together by
three independent teams who worked under the constraint that the two
 components had to be separately scorable.

Revised ELTS structure: test construction
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Revised specifications

Taking account of feedback, revised specifications were developed to take as
much account as possible of the advisers’ views, losing their individual
differences. For example:

as an academic skill was added to one set of specifications it became clear
that it was also a required skill in the other two subject areas. ‘Identifying
the underlying theme or concept’, for example, is required in all three
subject areas, and so is ‘identifying, distinguishing and comparing facts,
evidence, opinions, implications, definitions and hypotheses’. Eventually
the final list of academic tasks was identical for all three subject areas
(Clapham and Alderson 1997:56–7).

Of course the target audience for each of the modules remained distinct,
as did the sources and types of reading passage. However, ‘as the revised
specifications took shape, they gradually became more and more similar to
each other’ (Clapham and Alderson 1997:56). In consequence, the team
was surprised. Should they have been? While the content of academic
courses differs, it surely makes sense that in academic reading what all stu-
dents must do – the kinds of task they need to succeed in – is similar.
Whether that means that the differences in content are also unnecessary is
another matter – although by 1993 it had been decided that the content too
should be general. Certainly, for purposes of reliability and sustainability,
these changes, first the common tasks, and later the common content, were
advantageous.

Draft items were produced on the basis of the revised specifications and
then piloted.

Pilot and main trials

Students were pilot tested in Australia, Algeria and the UK, each one taking
(as far as was possible) the Reading Module appropriate to their field of
study. The match between student discipline and Reading Module was not
queried by anyone.

Test construct

The Reading team had canvassed applied linguists for information on what
could be a theoretical basis for the new test battery. The trawl was quite
unhelpful; their responses are described as ‘varied, contradictory and incon-
clusive’ (Clapham and Alderson 1997:62). And so, lacking consensus on a
construct for EAP tests, the test constructors were forced back on their own
understanding of the theoretical and practical issues involved. Inevitably,
they had to accept a series of compromises:

4 The ELTS revision plan: 1987–89
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1. The three broad subject areas (ASS, LMS, PST) for the Reading
module captured the main differences between the three subject
areas ‘without leading students to expect content closely related to
their own branch of an academic discipline’ (Clapham and Alderson
1997:63).

2. The reading texts were not authentic, in that they were extracted from
textbooks etc. used in the subject areas. But ‘they can be modified to
remove ambiguities or grammatical errors’ (Clapham and Alderson
1997:64).

3. Although the three subject areas are distinct, ‘as there do not seem to be
any major differences between tasks in the three broad subject areas, the
same types of items are suitable for all three modules’ (Clapham and
Alderson 1997:64).

4. Although the reading tests are intended to sample students’ ability
to perform a string of tasks for academic purposes (for example,
identifying structure, following instructions, finding the main idea),
‘since it is difficult if not impossible to know what a given item is testing
[. . .] no single item can be definitively described as testing one or more
of these tasks’ (Clapham and Alderson 1997:65).

Comments

The test team realised that what distinguished the three broad areas was only
text types and topics, since:

the academic reading skills required are the same in all three areas, and
the test types [. . .] are equally appropriate for all three subject areas.
One advantage of having three subject areas instead of the ELTS five
was that few students were expected to have difficulty selecting the
appropriate module. Students were less likely to be disadvantaged,
therefore, by taking modules which were outside their subject area
(Clapham and Alderson 1997:66).

Redrafting the specifications

The specifications were redrafted on the basis of comments from the advisers
who pointed to the overlap across the modules’ constructs – so much so that,
as with the Reading module, it was proposed that all three modules should
have similar specifications and all three should have two similar writing
tasks. Here we repeat our comment about the Reading module, that while
the content of academic courses differs, it surely makes sense that in aca-
demic writing what all students must do – the kinds of task they need to
succeed in – is similar.

Revised ELTS structure: test construction
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Academic Module: Writing

When the latest trials proper were analysed, it became clear that some of the
Writing tasks were still unsatisfactory. Liz Hamp-Lyons was invited to act as
consultant at this stage. She analysed the tasks that had been developed and
created a template for each of the two main tasks, making it easier to write
future prompts. She then began developing the band scale descriptors, based
in part on the work she had done on the ELTS Writing Module. Work by
Griffin (Griffin and Gillis 1997) was also consulted.

The new draft criteria for IELTS Writing had fewer criteria, partly to
offset complaints by some markers that they were finding it not possible to
balance large numbers of criteria in arriving at a score/band/level. A Writing
Assessment Guide was developed, including explanations of the marking
 criteria and band scales for each question and it also contained marked
sample scripts. Future examiners were provided for with the establishment of
a training programme and a certification package containing exemplar
marked scripts.

General Training Module

The ELTS test included a non-academic module, designed to cater for stu-
dents entering British programmes that were:

more ‘factory floor’ and classroom oriented than lecture room and typ -
ically included courses offered by the City and Guilds and Technical
Education Council boards for students who had just completed or nearly
completed secondary education. They covered a wide range of training
programmes, especially in the trades, business and service industries.
Another group of candidates entering an equally wide range of fields
comprised older candidates who might have had considerable technical
training but had not had instruction through the medium of English for
many years and were entering refresher and up-dating programmes con-
sisting largely of practical oral demonstration and instruction without
the academic reading and writing requirements of a university degree
programme. Over the years, the candidature changed and, in particular,
there was a growing demand for a test for ‘access’ students travelling to
Britain to enter bridging courses prior to undertaking higher level studies
such as university degrees or Higher National Diplomas. There had been
a growing feeling through the 1980s that the needs of this latter group
in particular were not sufficiently well served by the ELTS battery and
the Non-Academic module in particular (Clapham and Alderson
1997:81–2).

Enquiries showed that these needs were still important and, as discussed
briefly in the final chapter, there would shortly be a further target group for
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the General Training (GT) Module, viz immigrants and refugees whose
numbers have increased over the last 10 years.

Candidate needs

• In the UK, potential candidates were very varied.

• In Australia, students entering/exiting English Language courses
(ELICOS).

• The need to cope with (a) the language of instruction, (b) social survival.

• Receptive reading and listening.

• The need to be self-reliant and be able to take the initiative.

What was very clear was that these students had considerable need for
English and that these needs were not the same as for those about to enter
higher education.

The structure of the GT Modules paralleled that of the Academic
Modules with two Writing tasks and a separation between the Writing and
the Reading tasks.

Band scales and rating procedures were developed and the decision taken
to restrict the highest band level for GT to 6. There were two reasons for this.
The first was that there was doubt as to whether the format of GT would
enable reliable rating over the whole range. The second was that there was
some concern that, if it was possible to achieve a Band 9 on GT, candidates
who believed it would be easier to achieve higher scores on GT than on the
Academic Module might take GT in order to facilitate university access. Of
course this assumed that GT was easier than the Academic Module and there
seems to be no evidence available to clarify this. It also assumes that it was
improper to use GT in this way, even though the purpose of the Academic
Module was to help students demonstrate their proficiency in the best pos -
sible way. The fact is that the relationship between GT and the Academic
components was always somehow ambiguous.

Results of the trials

Trialling of all IELTS (revised ELTS) components took place worldwide in
1989. The total testing time was 110 minutes (compared with 180 minutes for
ELTS).

Envoi
What is of interest here is how very little change the IELTS Revision Project
made to the ELTS test. The major change was the reduction of modules
from five to three. That, it seems, was for practical rather than theoretical
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reasons. The argument for the separation, the admission that the distinctions
across the three modules applied only to text type and topics, these foreshad-
owed the later abandonment of all subject specificity in the 1995 revision. We
may conclude both negatively and positively. Our negative conclusion must
be that the IELTS Revision Project was a pointless activity, spending time on
focus groups and the gathering of what proved to be unusable and unhelpful
pieces of information from a variety of sources. And the changes it recom-
mended to ELTS were minimal. Our positive conclusion, on the other hand,
is that what the IELTS Revision Project did was precisely what was missing
from the ELTS venture, launched as it had been in the early 1980s with little
consultation and no empirical studies. The IELTS Revision Project did both
of these and what it was able to show, based on evidence, was that there was
indeed merit in the ELTS innovation and that it did possess enduring utility.
The biggest challenges facing ELTS had been practical and it was these chal-
lenges that the IELTS Revision Project, once it had gathered the empirical
evidence to support the ELTS construct, was able to meet.

Clapham and Alderson (1997), which we have examined in this chapter,
looked back to the gestation and early beginnings of IELTS in the late 1980s.
We turn now in Chapter 5 to a brief consideration of the procedures put in
place by UCLES EFL (now Cambridge ESOL) to ensure the robustness of
the test over the next period. Test delivery, focused IELTS research and in
due course test impact were prioritised. The chapter concludes with an
attempt to explain the way in which English language proficiency testing in
the UK developed over the second half of the 20th century and asks how we
should define a ‘best test’.
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The development of IELTS:
a pragmatic compromise

The launch of IELTS
IELTS became operational in 1989. Accepting the recommendation of
the ELTS Validation Report (Criper and Davies 1988) for a compromise
‘between practicality and maximum-predictive power’, the number of
subject-specific modules, as we saw in Chapter 4, was reduced from six to
four (or if we exclude the General Training Module, from five to three). This
reduced set comprised:

Module A: Physical Science and Technology
Module B: Life and Medical Science
Module C: Arts and Social Science
General Training Module: For students wishing entry to general or

industrial training.

Test versions for all these modules as they appeared in 1989 can be found
in Appendix 12.3.

The word ‘international’ in the title International English Language
Testing System (IELTS) took account of the involvement from 1987 of the
Australian International Development Program (IDP). Thereafter, the test
(IELTS) was managed by the triumvirate of the British Council (which ran
their own IELTS centres), IDP, which ran Australian IELTS centres
and produced 50% of the material for inclusion in the test, and UCLES,
which commissioned writing of the test material, produced the completed
test and provided centres with administration and training materials for
the Speaking and Writing subtests so that these tests could be locally
marked. (Not long afterwards, IDP combined with Australian universities to
form a consortium, IELTS Australia, to take responsibility for Australian
interests.)

From its introduction in 1989 up until 1994 the day-to-day operational
management of IELTS was co-ordinated by UCLES, under the jurisdiction
of an International Editing Committee and a Management Committee. The
Editing Committee met on an annual basis, either in the UK or Australia, to
scrutinise the test materials that had been commissioned and prepared for
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each forthcoming despatch. The committee was chaired by Chris Candlin
and membership included the two Chief Examiners appointed for IELTS in
1989, Sandy Urquhart (UK) and David Ingram (Australia) along with rele-
vant officers from UCLES, IDP and the British Council.

Overall control of IELTS policy decisions relating to matters such as
finance, test design, research and validation were dealt with by the annual
meeting of the Management Committee. Membership included the UCLES
Secretary and the Chief Executives of IDP and the British Council. Officers
from UCLES, IDP and the British Council were also present.

The years since 1989 to the present day have witnessed the continuing evo-
lution of IELTS with further changes made to the test on a number of fronts.
In the remainder of this final chapter I summarise the nature of these changes
and consider their rationale and implications. Before bringing the story to a
close, I offer a rationale for the way English language proficiency testing in
the UK has developed over the past half century.

The development of IELTS from 1989 onwards
Experience with IELTS between 1989–93 made it clear that further changes
would need to be introduced at some point in the future. In 1992 UCLES ini-
tiated a test review process to consider the potential nature and scope of
further changes to IELTS and prepared draft Revision Specifications for
wider discussion in 1993.

Proposals for change: 1993 revision specifications

The 1993 Revision Specifications proposed that changes would relate to:

• Management of the test: by 1993 it had already become necessary for
UCLES to take over full responsibility for test development. While
policy matters were the proper concern of the consortium, management
required the services of a hands-on test delivery agency and UCLES was
that body.

• Technology: advances in technology were making the development of
computerised testing more and more likely and it therefore seemed
prudent to build scope for that development into a revised IELTS.

• Theory: advances in the field of measurement theory, especially issues
of what has come to be called consequential validity (Messick 1989)
and in the field of language testing research (Bachman 1990, following
Canale and Swain 1980) informed thinking on IELTS development.
Considerable resources were made available for this development. A
project was set up by Michael Milanovic in 1990 to consider the future
of IELTS and produce a plan for its development based on the need to
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reconcile theoretical developments in applied linguistics and language
testing and in measurement theory with a testing organisation’s
requirements of production and delivery. The project recommended
that IELTS be revised, rather than a completely new test developed.

• Marketing: a new look was needed to develop better marketing,
especially in the Far East.

• Administration: control procedures needed tightening, in particular,
procedures regarding reliability. The Speaking and Writing subtests in
particular needed reviewing. Work on oral assessment across the range
of UCLES EFL examinations was already in hand in the early 1990s
and contributed to changes some years later to the Speaking and the
Writing components of IELTS.

• Validation and Research: procedures and systems needed to be
developed for enhanced data capture and storage; these would allow for
more effective and efficient test construction and post hoc validation, as
well as research into test performance and test-taker profiles.

The IELTS Advisory Committee

As part of the overall concern to be accountable during any further revision
of the test, an IELTS Advisory Committee was established in 1993, consist-
ing of an international panel of language testing specialists. These included:
Peter Skehan (chair), Lyle Bachman, Chris Bundesen, Caroline Clapham,
David Ingram, Don Porter and John Read, together with UCLES staff con-
nected with the project to revise IELTS – Peter Hargreaves, Michael
Milanovic, Nick Saville, Simon Beeston, Nick Charge, Lynda Taylor and
Neil Jones. The brief given to the Advisory Committee was to review and
comment on the draft 1993 Revision Specifications, taking into account
current theoretical and measurement trends, and to guide the refinement of
the revision proposals. The first meeting was held in August 1993 with a
follow-up meeting in the summer of 1994.

Test purpose, content and delivery

The test purpose was to remain what it had been for ELTS and before that
for EPTB, to assess the proficiency in English of candidates seeking entry to
UK (and now also Australian) higher education: the General Training (GT)
Module extended the reach of IELTS to students entering upper secondary
schools or wishing to undertake a training programme. In addition, in
Australia, IELTS was also in use for entry into and out of English language
programmes (for example intensive English language courses in ELICOS
centres).

The development of IELTS from 1989 onwards
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The IELTS Revision: Specifications, Draft Version 7, May 1993 gives a
detailed account of the proposed test components as they looked at this stage
in the project, followed by extensive specimen material and the overall ability
description (IELTS Revision Specifications 1993:14). Core subtests were to
include Listening, Reading, Language Use (sometimes known as Language
Systems) and Writing, and an optional Speaking test. ‘The core is aimed at
testing the candidates’ general language proficiency using a range of text
types in terms of length, genre and topic, with a variety of response formats’
(IELTS Revision Specifications 1993:14).

The core papers, Reading, Listening, Writing and Language Systems
(the latter with a Writing component including two writing tasks) would
take some 165 minutes and include about 100 items. There would be no
linking between the Reading and Writing, as had been the case in ELTS and
IELTS up until then to avoid cross-test (or skill) contamination. In ELTS it
had not been possible to report on writing alone because the writing tasks
were predicated on the input from the reading texts. A weak writing per-
formance therefore might be caused by a failure to understand fully the
reading texts (Charge and Taylor 1997). (It is noteworthy that this change
had its critics: Wallace (1997), for example, argued that under the new dis-
pensation there would be a premium on originality, which could disadvan-
tage many students.) There would be a General Training Module for those
candidates wishing to take less academically oriented Reading and Writing
tests.

The Writing subtest was intended to test the candidates’ ability to produce
a clear, well-organised sample of English in response to a given prompt. The
Speaking test would focus on general English proficiency used in various
educational and training contexts (IELTS Revision Specifications 1993:42).
It would serve both as a proficiency measure and as a diagnostic tool.
Beginning with a one-to-one interview, the Speaking subtest would progress
to paired  presentations and finally a paired discussion. Final assessments
would be made on a range of scales such as Grammar, Pronunciation,
Vocabulary, Communication Strategies and Task Achievement. (In the
event this format for the Speaking subtest was not adopted in the 1995 revi-
sion; the Speaking subtest remained core rather than optional and the one-
on-one interview format was retained. Inclusion of a Language Use/Systems
element was also not pursued.)

Test procedures would also be better articulated: sufficient administra-
tion with an option to supply tests on demand, a sufficiently flexible item
production method to meet the demand for test material, a commitment to
item banking to allow for test equating and a test validation proposal. For
this to become a reality the revised test needed to take advantage of new
technology so the following were considered particularly relevant to the
revised IELTS:
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• computerised item banking
• computer-based testing
• electronic data interchange.

Most emphasis was put on the need for item banking, which, it was reck-
oned was central to the revised test, for the following reasons:

• more efficient item production strategy
• the known statistical profile of items and combinations would make test

equating possible
• the use that could be made of the item bank for computer adaptive

purposes
• the use of the item bank for electronic data interchange.

Of the three uses of current technology signalled in the 1993 document,
full use has been made of item banking. Electronic data interchange is now in
active use; while computer adaptive testing is no longer regarded as suitable
for present-day IELTS, a computer-based version of IELTS was introduced
in May 2005.

Trialling of revised test versions

The revised version of IELTS, known at that time as (R)IELTS, was due to
come into operation in April 1995. With that in mind, the Advisory
Committee recommended that ‘independent research should be undertaken
to ensure that candidates taking an ESP module would not be disadvantaged
if they were to take a One Module Version of the test’ (UCLES 1994a:2).
Since the 1995 version would exchange the 3�1 module choice of the IELTS
Mark 1 for the (R)IELTS choice of 1�1 modules, it was thought necessary to
determine ‘whether or not IELTS candidates would be in any way disadvan-
taged’ (UCLES 1994a:2) by this reduction. Only the Reading module and the
Language Systems components were included in this trial but it was reck-
oned that this would be a sufficient indication of possible disadvantage. Data
was collected from 464 candidates who had completed both the trial version
and a ‘live’ version of IELTS Mark 1. The results indicated that what
differences there were ‘between performance on the three Reading Modules
and the One Module version are negligible’ (UCLES 1994a:6). It was there-
fore agreed that candidates would not be disadvantaged by the introduction
of the One Module test. Further support for this view came from the work of
Caroline Clapham who investigated the ESP beliefs underlying the design of
the ELTS Reading components and an early version of IELTS. Her empiri-
cal findings showed how difficult it is both to classify students according to
their background knowledge, and to select reading passages which are gen-
uinely specific for people in any one subject area (Clapham 1996).
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During late 1994, trialling of (R)IELTS was also carried out on a sample
of educated native speakers of English (N � 336) at locations in Australia
and the UK. The purpose of this trial was to determine whether a mean band
score of 6.5 on one of the Academic Modules (generally considered to indi-
cate an acceptable level of English) is indeed a ‘meaningful indication of lan-
guage ability in relation to native speaker performance on the test’ (UCLES
1994b:2). Both Academic and General Training Modules were included:
thus candidates took either Academic Reading and Writing or GT Reading
and Writing; all candidates took the same Language Systems and Listening
tests. No candidates were tested on Speaking.

The results indicated that the IELTS test discriminates among native
speakers of English: not all, by any means, achieve maximum scores. Mean
score for all native speakers is a band score of 7, which suggests that 6.5 is a
meaningful indication of language ability for a non-native speaker. The
report notes that the results were revealing about the issue of profile scores,
which, unexpectedly, were by no means level across subtests. Further investi-
gation was required to look more closely at the relationship among the four
subtests. The report also welcomed the introduction of the Impact Project
(see below) in early 1995, laying particular emphasis on the establishment of
‘continuing validation research which can further reveal the predictive utility
of the revised IELTS test’ (UCLES 1994b:23).

Code of practice

The 1993 Revision Specifications included a section describing the systems
and procedures to be implemented ‘designed specifically to validate the test,
evaluate the impact of the test, provide relevant information to test users and
to ensure that a high quality of service is maintained’ (IELTS Revision
Specifications 1993:64). (R)IELTS was to be measured against the ‘stan-
dards of professional practice which are in line with developments in this
area for other UCLES tests’ (p. 64). These standards are: validity, reliability,
impact and quality of service, a preliminary discussion of which can be found
in a 1991 document drafted by Milanovic and Saville entitled Principles of
Good Practice for Cambridge EFL Exams. What this substantial section does
is to commit UCLES (and its partners) to maintain these standards of profes-
sional practice with regard to (R)IELTS.

During the 1990s work was increasing in other bodies on codes of ethics
and/or practice, for example, the International Language Testing Associ ation
(ILTA) which published its Code of Ethics in 2000 (www.iltaonline.com).
One group, with which UCLES EFL was closely connected at that time, is the
Association of Language Testers in Europe (ALTE) which developed a code
of professional practice in the early 1990s. ALTE published their Code of
Practice (1994) and Quality Management Systems (www.alte.org) which
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 consists of four sections covering: test construction; administration and logis-
tics; marking, grading and results; and test analysis and post examination
review.

The synergy between what is now Cambridge ESOL and ALTE has
clearly assisted both in the development of their Codes of Practice during the
last decade. The purpose of the ALTE code was ‘to elaborate the concept of
quality assurance and quality management instruments, for use initially by
ALTE members (Milanovic and Weir 2004:xi). Such codes are both inward
and outward facing: inward by reminding colleagues in an organisation of
the ethical basis of their professional responsibilities; outward by declaring
to all other stakeholders just what it is they can expect (and indeed demand)
of Cambridge ESOL and ALTE. The adoption of a Code of Practice leads
very naturally to the establishment of an ongoing study of the impact of the
organisation’s tests. This helps explain the establishment in 1995 by
Cambridge ESOL of its Impact Study (Hawkey 2006).

The shape of IELTS in 1995
Information on the 1995 changes was contained in an Introduction and
Handbook (see Appendices 12.1 and 12.2) and a booklet of Specimen
Materials, dated April 1995 and updated November 1997, published by the
three partners to advise potential candidates and teachers what they might
expect in the new test. The detail and the support in these materials were con-
siderable. Such explicit information is valuable but test providers are in a
dilemma: they are criticised for not publishing specimen materials and
equally criticised if they do because they are said to be contributing to the
teach-to-the-test industry.

In an article explaining the changes which were made to IELTS in 1995
Charge and Taylor (1997) reported as follows:

The revision of IELTS in 1995 was undertaken in response to four equally
important factors: practical concerns, administrative problems, techno-
logical developments and theoretical issues. All the changes made in 1995
took account of recent research and development in applied linguistics
and language testing, and were only introduced after extensive consulta-
tion with the international language testing community (1997:379).

The Guidelines for Item Writers (Taylor 1998) which were produced to
provide IELTS test writers with detailed instructions on the procedures to
follow in creating test materials offer the clearest indication available of what
the IELTS test looked like in 1995, following the review and revision process,
and they also provide some insights into the rationale for changes that had
been made.

The shape of IELTS in 1995
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Among the significant areas of change, which were less visible to the test-
taking candidature and the general public, were the complex systems intro-
duced for producing, administering, processing and maintaining the test. In
the early 1990s, Cambridge ESOL (or, as it then still was, UCLES EFL) initi-
ated a set of test development and validation systems for all its products
including IELTS. These systems are set out in Saville (2003), where he main-
tains that ‘the test development and revision processes [. . .] are to do with
change management and the nature of innovation within organisations’
(p. 57). These processes are continuing, involving a process of continual
change, employing what has been called ‘a cyclical and iterative model’. The
establishment of such systems was in part a direct response to the experience
of the FCE–TOEFL comparability project conducted by UCLES EFL in
1988–91 (Bachman, Davidson, Ryan and Choi 1995).

The 1995 revision was the point in time when key data capture systems
were put in place for the first time for IELTS. Test revision is normally
thought to be about changes to the content, the tasks set or the skills
required. But that was not the case with this 1995 IELTS revision. That was,
it was claimed, as much about re-engineering the infrastructure that is
needed to sustain a large-scale, high-profile, high-stakes test like IELTS as it
was about revising the test’s content and format. The infrastructure changes
that were made for IELTS reflect UCLES EFL’s larger commitment at that
time towards setting up comprehensive systems to systematically capture
data about test performance and test-taker background; this was essential if
they were to understand how well the tests (all the UCLES EFL tests) were
functioning, learn more about who the candidature was, and undertake far
more rigorous validation and research studies than had previously been pos-
sible. Experimental validation studies needed, it was realised, to be supple-
mented with systematic activity on a routine basis with the whole
candidature. After 1995 it became possible to investigate and report rou-
tinely on IELTS test and test-taker performance as well as undertake special
investigative and longer term research studies.

New systems for data capture and routine analysis were paralleled by the
introduction of new systems for generating the quantity and quality of mate-
rial required by a large-scale test such as IELTS. A new Question Paper
Production cycle involved checking material produced for the IELTS test
against quality standards. The objective of the process was to ensure that the
material in the test covered the range called for by the specifications and was
of proven quality. Both qualitative and quantitative standards for the pro-
duction of test material were applied, qualitative involving the judgement of
qualified professionals and quantitative, using statistical standards for the
selection of suitable test material and the maintenance of consistent levels of
test difficulty over time. From 1993 this process involved a number of stages:
commissioning, editing, pretest construction and pretesting, pretest review,
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banking of material, test construction, standards fixing and pre-grading
prior to live test administration.

I suggested at the start of Chapter 1 that it is important to recognise that
there are two stories to be told in relation to the history of academic
proficiency assessment, one concerning changes in the content and method
of testing, the other concerning the growing attention to means of test
administration, delivery and analysis. The revisions made to IELTS in the
mid 1990s were mainly concerned with the second of these dimensions,
although the first was by no means ignored. These revisions prepared the
ground for what would prove to be an astonishing growth in the take-up of
IELTS just a few years later. It is likely that such growth could not have been
sustained had the examination system not been as extensively re-engineered
as it was for 1995.

IELTS and research
Language testing research is either about the concept or about the instru-
ment. Researching the concept means looking at ways of developing tests for
different, often new purposes: it can be compared with pharmaceutical
research into new drugs for illnesses: there may be better ways of treating old
illnesses (such as diabetes) or developing drugs for new illnesses (such as
HIV). Such research is never-ending and its discoveries may be serendipi-
tous. In language testing, an example of better ways of dealing with existing
problems might be new instruments for testing language aptitude or lan-
guage proficiency while the development of instruments for ‘new’ problems
might be LSP tests or communicative tests.

Researching the test instrument (that is to say an existing instrument such
as IELTS) can be divided into the how and the what. The how involves
research into questions such as whether the test is doing its job efficiently,
whether we can improve its efficiency and delivery, whether we can develop
more effective administrative and reporting systems and whether there are
desirable alternative delivery methods. Researching these questions means
considering issues such as methods of statistical analysis, the computerisation
of records and reporting systems, the training of examiners, the development
of a computer-based alternative to the pen and paper version, the develop-
ment of an item bank and so on. All such questions have to do with the
improvement of the measure: they are not primarily about change (develop-
ing a new instrument) but may of course (as in the case of ELTS and TOEFL)
lead eventually to such a change. Pressing arguments for change (ELTS to
IELTS or TOEFL to New Generation (ng)TOEFL) have as much to do with
changing intellectual cultures as with the accumulation of data on an existing
instrument’s efficiency. In the case of (R)IELTS, work undertaken by
Cambridge ESOL to develop new EFL tests had determined that, on the basis
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of the state of the art in language testing research and measurement theory,
IELTS should be developed and changed over time rather than abandoned
and a completely new test constructed.

Both the IELTS Writing and the IELTS Speaking tests have undergone
major revision in the last five years, drawing extensively on research (see
Taylor and Falvey 2007).

The what of instrument research is less concerned with efficiency or with
change (though it may influence both) as with its effect. And so it responds to
two basic questions: what is this test doing; and is this test doing the right
thing? These questions promote research into validity (‘the right thing’) and
into impact (what is it doing?). How validity and impact interact has been
much discussed (Alderson, Clapham and Wall 1995), as has the relation of
impact and washback. Recognising that ‘issues of washback and impact have
grown in importance in recent years’ (Research Notes 18 2004:21), the Joint-
funded Research Program has enabled IELTS researchers to consider ques-
tions to do with both validity and impact; we refer to this research below.

The International Development Program, since 1995, and the British
Council, since 1998 (both supported by Cambridge ESOL) have promoted
small-scale research projects into IELTS. Cambridge ESOL Research
Notes 18 (2004) reports that 55 research studies have been funded during
this period. The results of this funded research programme have, it is
claimed:

made a significant contribution to the monitoring, evaluation and devel-
opment process of IELTS, particularly in the following areas:

• The IELTS Writing test: issues of task design, construct validity, fea-
tures of writing performance, examiner training and monitoring,
approaches to assessment;

• The IELTS Speaking test: issues of task design, candidate discourse,
assessment criteria, test bias, examiner/rater behaviour, examiner
training/monitoring;

• The impact of IELTS: stakeholder attitudes, use of test scores, score
gains, impact on courses and preparation materials, with key user
groups;

• Computer-based IELTS: approaches to rating, issues of candidate
processing (Research Notes 18:20–1).

Reports from some of the IELTS Australia and British Council joint-
funded research projects may be found in several volumes of commissioned
research published by IDP (and more recently the British Council), as well
as in a companion volume to this one, Volume 19, edited by Taylor and
Falvey (2007). Research initiated and funded by UCLES is regularly
reported in the Cambridge ESOL Research Notes and IELTS Annual
Reviews, in papers given by UCLES staff at conferences as well as in
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 published volumes and journals (see for example Saville and Hawkey 2004
and Hawkey 2006 for work on the study of IELTS impact). For more infor-
mation on the extent and outcomes of IELTS-related research, interested
readers are advised to refer to several volumes recently published in the
Studies in Language Testing series, as well as other publications available via
the IELTS website (www.ielts.org).

Test impact takes account of the attitudes of and effect on stakeholders of
the test. As such, it, of course, includes washback but it is also said to
subsume validity and ethicality. For IELTS, as for Cambridge ESOL gener-
ally (Saville and Hawkey 2004) the notion of impact brings together the work
in the early 1990s on the ALTE Code of Practice along with the 4-part
approach to the health of the test, VRIP (validity, reliability, impact, practi-
cality). The IELTS Impact Study was initiated in 1995 when ‘it was agreed
that procedures would be developed to monitor the impact of the test and to
contribute to the next revision cycle’ (Hawkey 2004:12). A full report of the
investigation into IELTS impact appears as a companion volume to this one
in the Studies in Language Testing series, Volume 24 (Hawkey 2006).

Commentaries from IELTS stakeholders
Impact also manifests itself in the view of those directly connected with the
development, administration, delivery and analysis of IELTS and its prede-
cessors. A number of those involved over the years with IELTS, both exter-
nally and internally, were interviewed during the preparation of this volume
in order to gather first-hand views of their experience of the test. Interviews
were conducted face to face, by email or by telephone with: Charles
Alderson, Denis Blight, Brendan Carroll, Caroline Clapham, Anne-Marie
Cooper, Vanessa Jakeman, Beryl Meiron, Alistair Pollitt, John Trim and
Diane Wall. In addition, a number of UCLES staff provided input, in partic-
ular: Nick Charge, Peter Hargreaves, Mike Milanovic, Christine Nuttall,
Nick Saville and Lynda Taylor. Comments were also received from Liz
Hamp-Lyons, Barry O’Sullivan and Cyril Weir.

Particular comments were made on the following topics: stakeholders;
General Training; proficiency; UCLES; ESP; ELTS–IELTS; British
Council; predictive validity; security; N size; CB IELTS; impact; partner-
ship. Four major trends emerged in the comments.

The changing role of the British Council in English language
testing

The British Council’s dominance in ELT during the 1960s and still in the
1970s (which we discussed in Chapter 1) has long gone, not to academia but
very much to UCLES. To an extent, this parallels what happened much
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earlier in the USA where ETS took on responsibility for TOEFL in the late
1960s. The greater involvement of UCLES has been largely positive since
UCLES has made sure (unlike ETS) that it has a large cadre of language
testers and applied linguists in-house. Indeed, in the UK, UCLES probably
has the largest concentration of language testing specialists. In spite of what
was said earlier about the dominance of the British Council shifting to a non-
academic organisation, UCLES is in fact a university department in its own
right. Even so, it is also a business operation and as such needs to make a
 continuing profit. This could act as a brake on appropriate (and perhaps
radical) changes to IELTS over the next decade or it could provide a sound
basis for new investment and development. Cambridge ESOL does have in
place a comprehensive policy with regard to change but it is worth bearing in
mind that ETS failed to change TOEFL when it should have done so because
ETS had become too dependent on it.

Technology

This has – quite rightly – been of prime importance over the last 10–15
years for IELTS and it does seem that if this is the way to develop,
Cambridge ESOL will make sure that progress is appropriate. Green and
Maycock (2004), Maycock and Green (2005) describe the preparation for
the launch of the computer-based IELTS (CB IELTS). Experimental tri-
alling began in a number of centres worldwide in the late 1990s. Early
results were encouraging and showed a high correlation between scores on
items in the CB tests and scores of the same items when administered in
paper and pencil format. Comparability has been established and the effect
of computer familiarity and attitudes to using computers appear to be neg-
ligible (Weir, O’Sullivan, Yan and Bax 2007). CB IELTS became opera-
tional in May 2005.

Steady state

This has already been alluded to. One or two commentators did suggest that
IELTS could become too successful and as such lull those responsible into
thinking that there is no need to change and develop. But the recent major revi-
sions of the Speaking test and of the Writing test give the lie to this concern, as
does the recent launch of CB IELTS. Both the Speaking test and the Writing
test are involved in the ongoing Impact Study and data from both will be col-
lected for predictive validity analysis. Prediction is, it is clear, not sufficient but
it certainly is necessary. There are of course many other variables that
influence proficiency but they do not so readily lend themselves to group meas-
urement, tending, as they must, towards individual effect.
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International partnership

In the late 1980s the British Council discussed with IDP the setting up of an
international consortium to develop and manage the successor test (IELTS)
to ELTS. (A similar approach was made to Canada but this did not take off.)
In spite of opposition in Australia on the grounds that an Australian test
should be promoted, IDP decided to go ahead with the partnership and in
1989 the new test was launched by the three partners at a ceremony in
London.

The partnership was originally intended to be a not-for-profit company.
But that was found to be inappropriate and instead a contractual partner-
ship was established. The IDP arm eventually became an independent
company, known as IELTS Australia, its shares held by IDP (60%) and the
Australian universities. In recent years the success of IELTS has been
demonstrated by the decision to declare a dividend, payable not to IDP but
to the Australian universities. For the first 10 years Denis Blight took IDP
responsibility for IELTS; others involved were Greg Deakin and Chris
Candlin. Blight’s service in providing stability in the early days of the part-
nership is attested to by the plaque he was awarded to mark the first 10
years.

The international partnership has been important for all three partners; it
has also been a great success, prompted no doubt by the huge increase in
IELTS take-up in the last few years. But it is as well to remember that if the
market share were to fall, then there could once again be budgetary strife
among the partners. On the other hand, each partner has more to gain than
to lose from the partnership. Cambridge ESOL gains from the organisation
of local centres and enrolling of candidates by both IDP and the British
Council, also from the local knowledge each contributes. The British Council
gains from the professional expertise provided by Cambridge ESOL, as does
IDP and all three gain by belonging to an international rather than a national
organisation.

Those of my informants still involved with IELTS expressed general satis-
faction with the partnership. The early budgetary difficulties have been
sorted out. There was some feeling that Australian item writers have faced
double jeopardy because they were edited twice, once in Australia and once
in the UK. But from 2005 this second editing stage (in the UK) no longer
applies.

The maturing IELTS: revision and expansion
1995–2005
The experience of the first IELTS (1989–93), along with the internal and
external research on the test as it was at that time, led to the major revision
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and re-engineering of the test in 1995. Since 1995, development and expan-
sion of the test have continued, notably with regard to the Speaking and
Writing components. All subsequent development since 1995 has been
fabian-like. No sudden changes, as happened with ELTS in the 1980s, have
taken place, rather a considered, researched and documented series of
changes. That, it seems likely, will continue. What IELTS has done, and no
doubt will continue to do, is to bring itself constantly up to date. Such careful
husbandry reflects a proper concern both for professionalism and for the
ethics set out in the ALTE Code of Practice published in the early 1990s and
more recently the ILTA Code of Ethics.

Information on IELTS from 1995

The IELTS Annual Review first appeared in 1995, and since then has
 provided up-to-date information on the test’s performance and ongoing
development. Since 2000 Cambridge ESOL’s quarterly Research Notes
 publication regularly contains a report on one or other aspect of IELTS
progress. A new website for IELTS was launched in 2004 and there is a
steady stream of information giving guidance to examiners, candidates,
teachers, researchers and institutions. Cambridge ESOL and the other
IELTS partners have indeed maintained an information flow of material
informing stakeholders of the current state of IELTS and of its development
plans.

Question Paper Production for IELTS

The IELTS Question Paper Production (QPP) cycle has continued to evolve
substantially since 1995 and now involves a complex and sophisticated set of
stages and procedures to check all material produced for the IELTS test
against quality standards. The objective remains to ensure that the material
in the test covers the range called for by the specifications and is of proven
quality, and to maintain consistent levels of test difficulty over time. Initial
stages of commissioning, pre-editing and editing involve the selection of
appropriate test content that reflects the aims of the Academic and General
Training Modules. IELTS item writing teams now operate in the United
Kingdom, Australia and New Zealand to reflect the international nature of
IELTS, producing one or two commissions each year. Edited material is
pretested or trialled with representative groups of candidates to ensure that it
is appropriately challenging and that it discriminates between more and less
able candidates. It is then banked electronically to await live test construc-
tion. Finally, material is introduced to the live test in stages through a process
known as Standards Fixing so that it can be related to the established IELTS
metric.

5 The development of IELTS

104



Marking and assessment

The 9-band scale originally introduced for ELTS has been retained and
today IELTS candidates continue to receive an overall score from 1 to 9
together with a score for each skill module.

Currency and recognition of IELTS

The use of IELTS for English language accreditation in a range of contexts
and for a variety of purposes has continued to grow in the years since 1995.
Medical, veterinary, nursing, scientific and teaching organisations in
Australia, Brazil, Canada, Ireland, New Zealand, the UK and the USA were
all listed in 2004 as recognising IELTS (Academic) for purposes of English
language proficiency certification. In addition, airline personnel and public
service employers in Cyprus, Greece, Hong Kong, Malaysia and Poland
recognise IELTS (Academic) and the General Training Modules are used for
immigration purposes in Australia, New Zealand and Canada.

With an annual candidature of well over half a million at the time of
writing, IELTS now enjoys the status of one of the most widely taken inter-
national English language proficiency tests.

Conclusion: reaching back and looking forward
We conclude our discussion of academic language proficiency testing in this
volume by offering a rationale for the way in which English language
proficiency testing in the UK has developed over the past half century and
considering what criteria we can use to define a so-called ‘best test’.

Sampling

We began our discussion of academic language proficiency with the issue of
sampling. What does the constructor of a language test select for inclusion in
the test, given that selection is essential? We take it for granted that a test for
beginning learners should not be the same as a test for advanced students and
‘not the same’ is often explained as being easier or simpler. Of course, for the
target population a test is neither easy nor difficult; for the beginning learners
their test is not easy in the sense it would be if its candidates were advanced
students. The criterion for easy–difficult is indeed related to the target popu-
lation but what is it that makes a test easy or difficult?

There are, in fact, several easy–difficult scales: some are linguistic
 (frequent–less frequent vocabulary, shorter–more complex sentences: both
parameters used by measures of readability such as the Flesch-Kincaid
Reading Ease formula (Klare 1974:5). Some are contextual (complex,
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abstract ideas as against straightforward descriptions, accounts and practi-
cal instructions – these factors are less easily measurable). Academic lan-
guage is likely to occupy the more difficult end of the scales, the less frequent
vocabulary, more complex sentences, more abstract ideas and so on.
Specialist language and terminology, particular registers and genres (for
example, medical English, legal English) were used in proficiency tests in the
heyday of the ESP movement. But it is not clear that such content was
intended to make tests more difficult, certainly not for their intended audi-
ences. In a paradoxical way, because they dealt with topics well known to
their test takers, their specific language use may have made them easier.

Sampling is inescapable: that is the first of the problems facing the lan-
guage test constructor. The second is related. It is what the sample eventu-
ally chosen is a sample of. That is to say, while the choice may be to sample
linguistic features or forms, the tester still needs to be convinced that those
features and forms have a connection (which may, of course, be indirect)
with the kinds of uses of the language that successful candidates will be
capable of. In other words, does the language sample for the test match the
criterion?

Such an approach necessarily takes account of argument-based approaches
to validity (Kane 1992): since the interpretive construct for a test involves an
argument leading from the scores to score-based decisions, it follows that the
language sample for the test acts itself as a corroboration of the interpretive
construct.

What we have suggested in this volume is that the three attempts we have
documented to develop a measure of academic English proficiency take up
quite different positions on this sampling issue. The first attempt (EPTB),
discussed in Chapter 1, took a structural approach, sampling grammar and
lexis. The second (ELTS), discussed in Chapter 2, took a strong communica-
tive approach, assuming that proficiency has to be represented by ‘real-life’
examples of specific language uses. And the third (IELTS 1989, and later
IELTS 1995), discussed in Chapters 3 and 4, eventually took a more abstract
view of communicative competence, sampling what has been called commu-
nicative ability.

All three attempts made claims on construct validity, EPTB supported by
a structural model, ELTS by a communicative competence model and
IELTS by a Bachman Interactional Ability (IA) model as opposed to a Real
Life one (RL) model.

The story I have narrated begins in the late 1950s in the heyday of the
structuralist approach to language, as I demonstrate in my description of the
development of EPTB. I note that although the communicative movement
was already under way in the 1960s, the inevitable institutional lag meant
that EPTB continued to be used as the main British Council (and therefore
UK) measure until the end of the 1970s.
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The communicative revolution eventually swept all before it, first in lan-
guage teaching and then in language testing (where it is well to note it was less
widespread). Roger Hawkey has an interesting account and discussion of the
influence of the communicative approach to language teaching on the world
of testing and assessment (Hawkey 2004). In proficiency testing one outcome
was the English Language Testing Service test (ELTS), which was launched
by the British Council and eventually operated jointly with UCLES. This test
dominated UK English language proficiency testing until the end of the
1980s. (It is also worthy of note that, as far as we are aware, no comparable
test was developed for any other language.)

The revolution had eventually, like all revolutions, to be hauled back and
from about 1990, ELTS gave way to the International English Language
Testing System (IELTS), which borrowed a great deal from ELTS, but
simplified (even more so after 1995, when IELTS was revised) and greatly
improved the delivery, analysis and production of the test. IELTS has, as we
now know, been hugely successful. Below, we ask whether it can survive that
amount of success and still remain an acceptable test of communicative
ability.

We have also suggested that the explanation for these changes has to do
with the view we take of language: it is that view that provides our construct
and determines the sampling we employ. In that first period, language was
basically seen to be grammar: that eventually came to be regarded as too
distant, too abstract. In the second period, language was reckoned to be a set
of real life encounters and experiences and tasks: that, it was realised, was
just too close for comfort and allowed no possibility of the necessary objec-
tivity. In the third period there has been a compromise between these two
positions, where language is viewed as being about communication but that
in order to make contact with that communication it is necessary to employ
some kind of distancing from the mush of general goings on that make up
our daily life in language. We can propose alternative explanations for this
development.

Reasons for changes: Explanation A

During the first (EPTB) period, the pre-ELTS period, from about 1960 to
about 1980, language was seen as structure and hence in the test(s) grammar
was given a central role. Lado’s advice to ‘test the problems’ was the slogan
and so tests concentrated on the component parts of the language (parts such
as phonology, stress and intonation, grammar and so on). The receptive
skills (reading and listening) were dominant, particularly reading. After all,
language teaching was still under the influence of the classical languages and
hence the purpose of all language teaching, including EFL and modern lan-
guages, was seen to be to ensure that learners became literate. The model was

Conclusion: reaching back and looking forward

107



very much the classical languages but it was also (perhaps itself a spin-off

from Latin and Greek) influenced by the teaching of the mother tongue,
which again was heavily into literacy, genres and textual registers. Speaking
was sometimes tested (though not in EPTB) but this was not criterial; writing
was also not included in EPTB. Indeed, the practice in TOEFL, the contem-
porary of EPTB, was that both writing and speaking were optional and could
be tested (in the TSE and the TWE) if desired. This model, it became clear, as
the paradigm changed from structural to communicative, was just too
distant from the acts and experiences of communication that we engage in
every day and for which teaching (and testing) of the component parts do not
seem to prepare us.

In the second period (the 1980s), ELTS, which had replaced EPTB,
emphasised so-called real-life language use. Language was seen to be pur-
poseful: hence the field-specific orientation of the test, built on what was
called English for Specific Purposes, a cult term in the communicative lan-
guage teaching materials of the time. If the rally ing cry for EPTB was ‘test the
problems’, for ELTS it was ‘test the purposes’. To that end, ELTS offered a
set of modular choices, based on what were thought to be the main academic
divisions. However, the appeal to real life revealed itself as all chimera-like.
This was especially the case for language assessment. With language teaching
it may have been less of a problem because the teacher was always there to
provide the necessary context and explain the cultural references. This was
not the case for language testing. If EPTB had been too distant, ELTS was
too close altogether. All inter vention (and this includes both teaching and
testing) involves some degree of abstraction: it is never real life simply
because real life is fugitive and too full of noise. It is also not really represen-
tative of all other possible encounters, which is why sampling real life is so
difficult, we might think impossible.

IELTS, increasingly dominant in the third phase (from 1990–95 for the
first IELTS and then post-1995 for the revised IELTS, the current model),
offered a clever compromise between the EPTB’s testing of the component
parts and the ELTS’ field and purpose testing by its approach to testing com-
municative ability (or abilities). This exploits neither features of language (as
EPTB did) nor language use (like ELTS). Instead it brings them together by
aiming at features of language use. Therefore it quite deliberately eschews
any claim to specificity because what it wishes to claim is that the test is
generic, potentially generalisable to any type of academic language use. The
emphasis has been on tasks and on production. As with ELTS, one of the
great selling points has been the obligatory test of Speaking. There, as we
have suggested, lies the heart of the communicative aspect of IELTS and it is
in Speaking tests that the real break is made with the structural tradition. No
longer is the rallying cry: test the problems (EPTB) or test the purposes
(ELTS). With IELTS it is ‘test the interactions’. IELTS represents a kind of
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regression to the mean, a (good) compromise between the extremes of the
structural and the communicative.

Explanation B

There is a more complex explanation of the development.
While grammar was certainly central to the EPTB, the test did in fact take

up a somewhat elementary approach to work sampling. In the first (long)
version of the test there were subtests of (a) scientific and (b) humanities
texts. This choice was removed from the shorter operational version, largely
because the work samples did not contribute to the prediction. Grammar,
along with reading comprehension, was central.

ELTS too was not nearly as pure a representative of the model it favoured
since, as well as the field-specific modules it provided, there was also the core
test of reading comprehension. Indeed, the test of reading comprehension
would/could have delivered just about equivalent prediction on its own as
did the whole ELTS battery. To that extent, and from a statistical point of
view, the field-specific modules were redundant. Since a monolithic test of
grammar or of reading comprehension has poor impact, it might be claimed,
on language teaching, the modular apparatus was necessary to ensure good
washback.

IELTS moved on from ELTS but not very far. The content of the two tests
was similar – the major difference (especially after 1995) was that there were
no longer field-specific modules – unless we accept that the Academic
Module is specific to academia. And in that putative specificity, what domi-
nates is the Reading Module. Evidence, such as it is, for matching to aca-
demic success is sparse but what it suggests is that, as with both EPTB and
ELTS, the IELTS prediction is about 0.3–0.4. In other words, all three tests
do a very similar job, in spite of the changes in paradigm, the move back and
forth between structural and communicative, the inclusion of specific pur-
poses testing, nothing much changes at the base. The variance contained by
all three tests and academic success is still around 10–15%. Does this then
mean that there is no way of choosing among them?

Best test?

The EPTB and the ELTS were both good tests, both set out to test proficiency
in English for academic study and although their approach is (or seems to be)
quite different, they both have much the same degree of success. However,
from today’s standpoint, both are out of fashion and for the sake of stake-
holders, there is much to be said for keeping up with the fashion. They both
had very poor delivery, largely because they were produced and delivered
(and administered) as part-time activities, the first by a university department,
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the second by the British Council. There was no programme in either case for
the continuing production of new versions, and as candidate numbers
increased it became more and more necessary to ensure proper procedures for
administration, analysis and training. EPTB and ELTS were largely one-off

operations, they were not maintained with new material on a regular basis
and they did not have the advantage of being informed by new (and ongoing)
research. ELTS, unlike EPTB, did test all four skills, it is true, but here again
we meet the problem of maintenance, there was no proper professional train-
ing programme. And they both had weak impact – or, if they had more, that
was never known since there was no project in place to check.

IELTS is an improvement in all these features. True, like EPTB and
ELTS, its predictive validity (on the little evidence we have) is much the same
as the two other tests. But in all the other aspects it is a superior product. Its
communicative ability model is now, as we have just seen, sensibly moderate.
Its delivery (even now with the extra imposition of fixed date testing) is
impressive. It is well maintained and research-led. It tests, very deliberately,
all four skills. And it has ensured from the mid 1990s that its impact is moni-
tored and the information from that project acted on. And its partnership
status is also new and important. It is no longer just a British (or just a British
Council) test. With all its difficulties, the partnership between UCLES and
IDP and of both with the British Council has been positive and now it seems
no partner would consider going it alone or separating off. I suppose the
question is whether there are other possible partners which might join – New
Zealand, South Africa, perhaps? And then there may be the question of
whether a World Englishes community (Singapore, Hong Kong, India)
might be interested in sharing. Such a development would be difficult, given
that it would mean a move away from the anglo inner circle hegemony. But it
would speak well to those who still view the British (and the English lan-
guage) as wishing to continue imperialism by other means.

The considerable success of IELTS in the last 10 years calls both for rejoic-
ing and for vigilance. Rejoicing, because it demonstrates that virtue does
indeed reside in minute particulars, that paying very close attention to details
does pay off over time to produce a successful testing operation. But vigilance
is also called for, particularly with regard to the increasing uses to which
IELTS is put. Its very flexibility could cause it to lose its niche audiences and
dedicated stakeholders. Furthermore, from a professional testing point of
view, two crucial issues need early attention. The first is the relation between
the Academic and the General Training Modules. In my view, a decision
needs to be taken as to whether they should be far more clearly distinguished
from one another or whether they should be combined and outcomes deter-
mined on the basis of differential cut-offs. The second issue has to do with the
continuing unease about how the reliability of both the Speaking and the
Writing components is best estimated and reported. The direct testing of
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speaking and writing is clearly a major strength of IELTS (and of ELTS
before it), and we have noted the serious attempts made by Cambridge ESOL
over the years to develop a range of procedures that will assure stakeholders
that IELTS Speaking and Writing are reliable measures (see Taylor and
Falvey 2007). In a test that adopts a single marking model, the traditional
expectation according to which reliability is reported in terms of inter-rater
correlations simply cannot be met; other equally, if not more, convincing
approaches are needed to satisfy the requirements of quality and fairness.

Nevertheless, we may conclude: for prediction alone, grammar is good;
hence our choice of a test of academic language proficiency would be for the
EPTB (perhaps brought up to date in terms of content). For face validity in
academia (especially with subject specialists), an ESP approach is good:
hence ELTS. And for general appeal, we would favour IELTS. But we
should be aware that our putting subtests or modules together does not of
itself add to the prediction: a test of grammar would be adequate on its own.

However, it is very important not to end this section with such a reduc-
tionist statement. For a language proficiency test needs more than predic-
tion. Prediction, we might say, is only one part of what an academic language
proficiency test is for. It also needs those qualities we have listed above so
that it can be welcomed with the seriousness it deserves by admissions
officers, government officials, employers and by the candidates themselves.
These qualities have been given the acronym VRIP by Cambridge ESOL in
their concern for accountability. V(alidity), R(eliability), I(mpact) and
P(racticality) are indeed the professional qualities that are looked for in lan-
guage tests. What our discussion in this volume suggests is that in terms of
IELTS, V has been well observed; issues surrounding R remain challenging
for IELTS; I has been – and is being – thoroughly attended to and as far as P
is concerned, IELTS is a great improvement over the earlier ELTS.

What is academic language proficiency?

Van Lier (2004:161) considers that academic discourse cannot be captured in
(proficiency) tests: ‘narrow text-based accountability cultures cut off . . . the
very means by which academic success is established’. He may well be right –
indeed he probably is right because the bar of authenticity he is demanding
of a test is just too high. Tests cannot be authentically real-life: the best they
can do is to simulate reality. This may be what Hyland (2004) is reaching
towards:

Writers always have choices concerning the kinds of relationships they
want to establish with readers, but in practice these choices are relatively
limited, constrained by interactions acknowledged by participants as
having cultural and institutional legitimacy in particular disciplines and
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genres. We communicate effectively only when we have correctly
assessed the readers’ likely response, both to our message and to the
interpersonal tone in which it is presented . . . For teachers, helping stu-
dents to understand written texts as the acting out of a dialogue offers a
means of demystifying academic discourse (Hyland 2004:21, 22).

These relationships, these interactions, this engagement that Hyland per-
suasively alludes to, are, no doubt central to academic discourse and their
representation in even the most valid proficiency test can only be a pale
shadow. But unlike academic journals, textbooks, papers and manuals, tests
cannot by their nature use academic discourse tasks since they require, as
Hyland points out, true engagement between the reader/hearer and the stim-
ulus. What tests can do is to simulate academic discourse and incorporate
aspects of academic language, its vocabulary, its sentence structure, its
logical development and its reliance on proceeding by argument.

The tester still needs to make a pragmatic decision as to how exactly to
capture salient features of academic language use in a test. It is not surprising
that there is no one view on how to do this. Jakeman, who was interviewed
for this volume, made a helpful – if somewhat reductive – comment. In her
view, IELTS ‘assesses a candidate’s ability to study in an English medium
environment: it is pre-study rather than in-study’. Notice how far we have
come from the communicative hey-day. It may be too far since we have no
way of knowing how we should test every individual ‘candidate’s ability to
study in an English-medium environment’. This sounds remarkably like an
appeal to a language aptitude test (Meara et al 2001), although what we are
talking about with these academic language proficiency tests, if Jakeman is
correct, is a test of final-year-secondary-school language use – a pre-study
test. However, on the principle that present achievement is a good, perhaps
the best, guide to future success, then it does appear that what IELTS offers is
a measure of language aptitude. But, again as we have seen, IELTS has to be
more than that if it is to be and remain the test of choice.

Superficially, the three tests we have examined are based on quite different
constructs of academic proficiency. EPTB took a structuralist approach,
focusing on linguistic features: we have suggested as its slogan: Test the
Problems. ELTS took the communicative competence approach, focusing
on specific purposes: we have suggested as its slogan: Test the Purposes.
IELTS, the successor to ELTS, had, we suggested, the slogan: Test the
Interactions. While EPTB sampled features of language and ELTS language
uses, IELTS sampled features of language use. All three tests sought to tap
academic language proficiency, EPTB by sampling the linguistic features of
lectures and textbooks and articles, ELTS by offering texts, both spoken and
written, from a range of so-called authentic academic discourses. And yet,
both tests contained components of the other. EPTB also had work-samples

5 The development of IELTS
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(a form of LSP) tests and ELTS had its back-up of General Reading and
General Listening which resembled the work-sample component of EPTB.
And that is where IELTS has gone, fully committed to what we have called
features of language use. Thus IELTS tests are all in direct line with the
EPTB work sample tests and the ELTS General tests.

If, as we have suggested, IELTS comes closest of all three tests to being a
valid test of academic proficiency, it does so because it is dedicated to pre-
senting general features of academic language use in its texts from lectures
and journals (for Listening and Reading) and in the cogent and coherent dis-
course which candidates are required to produce (for Speaking and Writing).
That then is what characterises academic proficiency: it is the language of
coherent argument where implications are understood and inferences made.
It is, above all, a discourse in which, as reader, as listener, as speaker and as
writer, the candidate makes sense of what has gone before and responds, and
continues to respond appropriately. As such, the successful candidate’s con-
tribution to the discourse is like a conversation or even perhaps a dance.
Academic proficiency then is the ability to perform the appropriate dis-
course. And what is appropriate can indeed be generalised across subject
 disciplines (which EPTB was aware of and ELTS too in its General compo-
nent): argument, logic, implication, analysis, explanation, reporting; these
are as true for literary studies as they are for accountancy and for medicine
and for all other academic disciplines. And while appropriateness marks the
successful candidate, there is still a place of distinction for the creative indi-
vidual who can be original as well as appropriate. Such individuals are
indeed rare, especially in a second language, but they do exist.

Academic language proficiency is skilled literacy and the ability to move
easily across skills. In other words, it is the literacy of the educated, based on
the construct of there being a general language factor relevant to all those
entering higher education, whatever specialist subject(s) they will study.

Reading maketh a full man; conference a ready man; 
and writing an exact man.

Francis Bacon: ‘Of Studies’, Essays (1625)

Conclusion: reaching back and looking forward
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Chronological overview

1913 Introduction of the Certificate of Proficiency in
English (CPE) by UCLES

1939 Introduction of the Lower Certificate in English (LCE),
later renamed First Certificate in English (FCE)

1940s Introduction of University of London Certificate
of Proficiency in English for Foreign Students

1946–1958 Introduction in USA of:
• Test of Aural Comprehension
• English Language Test for Foreign Students
• Michigan Test of English Language Proficiency
• English Examination for Foreign Students
• Diagnostic Test for Students of English as a

Second Language
• English Usage Test for Non-Native Speakers

of English
• Rating Language Proficiency in Speaking and

Understanding English (Aural/Oral Rating Sheet)
• A Vocabulary and Reading Test for Students

of English as a Second Language
By the early 1950s 12,500 international students in UK higher education

institutions
By 1954 British Council had developed a test instrument – the

Knowledge of English Form – to measure adequacy in
English of growing numbers of international students

By 1958 Introduction of an amended version of the Form – OSI
No 210: Assessment of Competence in English Form

By the early 1960s 64,000 international students in UK higher
education institutions

Early 1960s Work by Elizabeth Ingram – University of
Edinburgh’s School of Applied Linguistics – 
development and use of ELBA

May 1961 First international conference held in Washington
on testing the English proficiency of foreign
students – sponsored by CAL, IIE and NAFSA

1961 Conference on the Teaching of English as a Second
Language held at Makerere University College, Uganda



118

Appendix 1.1

January 1962 Second international conference on testing the
English proficiency of foreign students, followed by
establishment of national American Council on the
Teaching of Foreign Languages (ACTFL)

1962–65 British Council funded a project in University of
Birmingham to develop a replacement for OSI 210

1964 Introduction of the Test of English as a Foreign
Language (TOEFL)

1965 (–80) Introduction of English Proficiency Test Battery
(EPTB), Version A – commonly known as the
‘Davies test’

1968 (–85) English Language Battery (ELBA) used in the 
University of Edinburgh

1975 Joint consultative group set up by British Council
and UCLES

1976–77 Six item-writing teams worked on needs
specification of six ‘prototypical’ students

1976 New ELTS Test Development Committee meets in
Cambridge

1977 Introduction of EPTB (Version D)
1977–78 Six teams worked on new ELTS test design
1978–79 Trialling of ELTS materials and overseas piloting

of draft test versions
1980 Introduction of English Language Testing Service

(ELTS)
1981 3,876 ELTS test takers
1982 7,018 ELTS test takers

Retirement of EPTB (Version D)
1982 (–86) ELTS Validation Project
1983 7,369 ELTS test takers
1984 9,243 ELTS test takers

Introduction of the Test in English for Educational
Purposes (TEEP)

1985 10,000 ELTS test takers
1986 ELTS Consultative Conference
1987(–89) ELTS Revision Project
1988 14,000� ELTS test takers

Publication of ELTS Validation Project Report
1989 Introduction of International English Language

Testing System (IELTS)
1990 20,000� international students entering

Australian higher education
1991 25,000� IELTS test takers
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1992 29,000� IELTS test takers
UCLES initiates review and revision of IELTS
(1992–95)

1993 34,000� IELTS test takers
1994 41,000� IELTS test takers
1995 105,000 international (non-EU students) in UK higher

education
50,000� international students entering Australian
higher education
47,000� IELTS test takers at 210 test centres in 105
countries
Introduction of revised IELTS

1996 65,000� IELTS test takers
1997 78,000� IELTS test takers at 224 test centres in

105 countries
1998 78,000� IELTS test takers at 226 test centres in

105 countries
Start of annual IELTS Joint-funded Research 
Program funded by the British Council and IDP: IELTS
Australia

1999 106,000� IELTS test takers
2000 100,000� international students entering Australian

higher education
10,000� international students entering New Zealand
higher education
140,000� IELTS test takers

2001 200,000� IELTS test takers 
Introduction of revised IELTS Speaking test

2002 350,000� IELTS test takers
20,000� international students entering New Zealand
higher education

2003/4 500,000� IELTS test takers
2005 Introduction of CB IELTS in selected test centres

210,000 international (non-EU) students in UK
higher education
Introduction of revised IELTS Writing test

2006 300,000 international (non-EU) students in UK
higher education
170,000� international students entering Australian
higher education
700,000� IELTS test takers at 300� centres in 100�
countries 
Introduction of internet-based TOEFL (iBT)
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Leaflet
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EPTB – Short Version Form A, 1964
– Part 1 and Part 2
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CONFIDENTIAL

ENGLISH PROFICIENCY TEST BATTERY
FORM A 1964

SCORING INSTRUCTIONS

1. Score Sheets
Test booklets (Part 1 and Part 2) containing marked correct responses

are enclosed. Score all tests as indicated below:

Test 1
Each right response scores 1 mark. Ignore wrong responses and omissions.

Total � 58

Test 2
Of the 48 questions only 38 (those circled or crossed on the Answer
Booklet) are to be scored. Score 1 mark for each correct response.

Total � 38

Test 3
Each correct response (i.e. exact work inserted) scores 1 mark. Tolerate
obvious spelling mistakes. Omissions and wrong insertions are ignored.

Total � 49

Test 4
Score 1 mark for each correct response. Ignore omissions and mistakes.

Total � 47

Test 5
Score 1 mark for each correct response (i.e. underlining). Subtract 1
mark for each incorrect response (i.e. wrong word underlined). Ignore
omissions. Total � 196

2. Insert Raw Scores for each test (those actually obtained by he
 candidate) in the box provided beside the letter R at the end of each test.

3. Conversion Table
Using the Conversion Table provided in para 9 convert Raw Scores for

Tests 1, 2, 3 and 4 into Standard Scores. (You will see, for example, that a
Raw Score of 7 in test 1 converts to a standard score of 3.2, a Raw Score of
7 in test 3 converts to a Standard Score of 6.9.) Insert these new Standard
Scores in the box beside the letter S at the end of each test. Test 5 is treated
separately.

4. Candidate’s Test Score
Add Standard Scores for Tests 1, 2, 3 and 4. This total is the candidate’s

Test Score and should be entered in a circle on the front of the booklet
(Part 1).
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APPENDIX 4.2

Notes on the English Language
Testing Service (ELTS), 1976–80
Provided by Brendan J Carroll, 18 August 2004
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APPENDIX 5.1

Notes to Registrars and 
Secretaries, 1979
Letter sent out to Registrars and Secretaries by the Committee of Vice-
Chancellors and Principals of the Universities of the United Kingdom,
5 November 1979

Committee of Vice-Chancellors and Principals of
the Universities of the United Kingdom

29 Tavistock Square London WC1H 9EZ Telephone 01-387 9231 Telex 8811492

Secretary General: G K Caston, MA Executive Secretary: B H Taylor BSc (Econ)
Assistant Secretaries: D E Bennett MA  K S Davies BA  E Newcomb BA 
Miss B Crispin BSc (Econ)

In reply please quote: E5/2 5 November 1979
N/79/102

Note to Registrars and Secretaries

English Language Testing Service for overseas students

1. Information was circulated regarding the new English Language Testing
Service being prepared by the British Council and the University of
Cambridge Local Examinations syndicate in circular letter 79/60 on 7 June
1979, following earlier information in circular letters 78/46 and 79/31.

2. An office meeting was held recently with Mr G M Lambert, secretary
of the management committee of the British Council and Cambridge
Syndicate, attended by Mr D W Boorman, Academic Secretary,
Swansea, when further information was received about the new Service
which will be introduced in January 1980. A copy of the note provided
for that meeting by Mr Lambert is attached, together with a copy of the
test report form referred to therein, for the information of registrars and
secretaries. Mr Lambert will be able to give any further clarification or
amplification. This note will be issued by the British Council/Cambridge
Syndicate as a printed leaflet before the end of this year.

3. A handbook, including a description of the tests and a guide to
interpretation of the test report form is in preparation and will be
distributed by the British Council/ Cambridge Syndicate to universities
and other higher education institutions during 1980.

4. The management committee of the Council/Syndicate hope that it will
be possible to set up centres in this country, with university co-
operation, for the tests to be taken under British Council
administration. This matter is currently under consideration.

5. Mr Lambert indicated that the Council and the Syndicate were taking
account of the implications of recent financial developments affecting
both universities and the Council. The Syndicate would guarantee
assessment of papers at Cambridge if this could not be done overseas.
They were aware that there might be a fall in the number of overseas
applicants for university courses wishing to use the tests, but in any case
it was intended that forms of the test would be developed for those
intending to come to institutions other than universities (see paragraph
11 of Mr Lambert’s note).

BARBARA CRISPIN
Assistant Secretary
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Versions of ELTS, 1980

General – G1 Reading – ELTS/G1/1

General – G2 Listening – ELTS/G2/1

General Academic – Source Booklet – ELTS/GA/1

General Academic – Question Booklet – ELTS/GA/1

Life Sciences – Source Booklet – ELTS/LS/1

Life Sciences – Question Booklet – ELTS/LS/1

Medicine – Source Booklet – ELTS/MD/1

Medicine – Question Booklet – ELTS/MD/1

Physical Sciences – Source Booklet – ELTS/PS/1

Physical Sciences – Question Booklet – ELTS/PS/1

Social Studies – Source Booklet – ELTS/SS/1

Social Studies – Question Booklet – ELTS/SS/1

Technology – Source Booklet – ELTS/T/1

Technology – Question Booklet – ELTS/T/1
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APPENDIX 7.1

Introduction to ELTS Validation
Report
Introduction to ELTS Research Report 1 (ii), ELTS Validation Project:
Proceedings of a conference held to consider the ELTS Validation Project
Report (Edited by Arthur Hughes, Don Porter and Cyril Weir, 1988)
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ge

ne
ra

lly
no

te
d.

 A
ls

o 
fr

eq
ue

nt
ly

 n
ot

ed
, h

ow
ev

er
, i

s 
th

e 
fa

ct
 t

ha
t,

 d
es

pi
te

 t
he

 c
om

pl
ex

st
ru

ct
ur

e 
of

 E
L

T
S,

 th
e 

em
pi

ri
ca

l e
vi

de
nc

e 
do

es
 n

ot
 s

ug
ge

st
 th

at
 it

 is
 in

 fa
ct

 a
m

ul
ti

di
m

en
si

on
al

 te
st

. O
ve

ra
ll 

re
su

lt
s 

on
 E

L
T

S 
co

rr
el

at
e 

w
el

l w
it

h 
re

su
lt

s 
on

E
L

B
A

 a
nd

 E
P

T
B

, a
lt

ho
ug

h 
th

es
e 

ar
e 

ba
se

d 
on

 a
 fu

nd
am

en
ta

lly
 d

iff
er

en
t u

ni
-

di
m

en
si

on
al

 c
on

st
ru

ct
.

A
ny

 v
al

id
at

io
n 

st
ud

y 
ta

ki
ng

 p
la

ce
, l

ik
e 

th
is

 o
ne

, w
he

n 
th

e 
te

st
 is

 a
lr

ea
dy

op
er

at
io

na
l 

is
, 

as
 t

he
 r

ep
or

t 
sa

ys
, 

to
o 

la
te

. 
D

ec
is

io
ns

 a
re

 b
ei

ng
 t

ak
en

 a
nd

ad
vi

ce
 g

iv
en

 o
n 

th
e 

ba
si

s 
of

 a
 te

st
 w

ho
se

 v
al

id
it

y 
re

m
ai

ns
 to

 b
e 

de
m

on
st

ra
te

d.
M

or
eo

ve
r,

 w
he

n 
th

e 
va

lid
at

io
n 

st
ud

y 
in

ve
st

ig
at

es
 t

he
 t

es
t-

be
ha

vi
ou

r 
of

 s
tu

-
de

nt
s 

w
ho

 h
av

e 
al

re
ad

y 
be

en
 s

el
ec

te
d 

fo
r 

la
ng

ua
ge

 c
ou

rs
es

 o
r 

fo
r 

pl
ac

es
 o

n
re

gu
la

r 
un

iv
er

si
ty

 c
ou

rs
es

 a
cc

or
di

ng
 t

o 
th

ei
r 

pe
rf

or
m

an
ce

 o
n 

th
e 

te
st

 u
nd

er
sc

ru
ti

ny
, t

he
 p

ro
bl

em
 is

 c
om

po
un

de
d.

 T
he

 p
ro

fi
ci

en
cy

 r
an

ge
 o

f 
th

e 
st

ud
en

ts
in

th
e 

st
ud

y 
is

 r
ed

uc
ed

 i
n 

th
at

 t
ho

se
 w

ho
se

 p
er

fo
rm

an
ce

 w
as

 w
ea

ke
st

 w
ill

 no
rm

al
ly

 h
av

e 
be

en
 r

em
ov

ed
 a

s 
un

ab
le

 t
o 

re
ac

h 
th

e 
st

an
da

rd
 n

ec
es

sa
ry

 f
or

un
iv

er
si

ty
 s

tu
di

es
. T

he
 p

oi
nt

 is
 r

ep
ea

te
dl

y 
m

ad
e 

in
 t

he
 p

ap
er

s 
in

 t
hi

s 
vo

lu
m

e
th

at
 th

e 
sa

m
pl

es
 u

se
d 

fo
r t

he
 E

L
T

S 
va

lid
at

io
n 

st
ud

y 
ar

e 
tr

un
ca

te
d 

in
 th

is
 w

ay
,

an
d 

as
 su

ch
 a

re
 u

nr
ep

re
se

nt
at

iv
e 

of
 th

e 
ra

ng
e 

of
 p

ro
fi

ci
en

ci
es

 o
n 

w
hi

ch
 th

e 
te

st
no

rm
al

ly
 o

pe
ra

te
s.

 T
hi

s 
m

ea
ns

 th
at

 e
xt

ra
po

la
ti

on
 fr

om
 th

e 
st

at
is

ti
ca

l b
eh

av
-

io
ur

 o
f t

he
 te

st
 o

n 
th

e 
sa

m
pl

e 
to

 it
s 

be
ha

vi
ou

r 
on

 th
e 

E
L

T
S 

te
st

 p
op

ul
at

io
n 

as
a 

w
ho

le
 c

an
 b

e 
un

de
rt

ak
en

 o
nl

y 
w

it
h 

gr
ea

t c
au

ti
on

 a
nd

 d
iffi

cu
lt

y.
 T

he
 p

oi
nt

 is
al

so
 m

ad
e 

se
ve

ra
l t

im
es

 th
at

 s
am

pl
es

 in
 th

e 
st

ud
y 

ar
e 

w
or

ry
in

gl
y 

sm
al

l.
O

n 
a 

nu
m

be
r 

of
 o

cc
as

io
ns

, w
ri

te
rs

 r
ef

er
 to

 lo
w

 r
el

ia
bi

lit
ie

s 
of

 p
ar

ts
 o

f t
he

te
st

, o
r 

to
 in

co
ns

is
te

nc
y 

in
 c

ri
te

ri
on

 m
ea

su
re

s.
 S

uc
h 

a 
la

ck
 o

f r
el

ia
bi

lit
y 

m
us

t

In
 th

e 
at

te
m

pt
 to

 s
at

is
fy

 th
e 

co
nt

in
ui

ng
 n

ee
d 

fo
r 

m
or

e 
effi

ci
en

t a
ss

es
sm

en
t o

f
th

e 
E

ng
lis

h 
pr

ofi
ci

en
cy

 o
f 

no
n-

na
ti

ve
-s

pe
ak

er
 s

tu
de

nt
s 

w
is

hi
ng

 t
o 

st
ud

y 
at

B
ri

ti
sh

 
in

st
it

ut
io

ns
 

of
 

hi
gh

er
 

ed
uc

at
io

n,
 

th
e 

B
ri

ti
sh

 
C

ou
nc

il 
an

d 
th

e
U

ni
ve

rs
it

y 
of

 C
am

br
id

ge
 L

oc
al

 E
xa

m
in

at
io

ns
 S

yn
di

ca
te

 (
U

C
L

E
S)

 i
nt

ro
-

du
ce

d 
in

 e
ar

ly
 1

98
0 

th
e 

ne
w

 E
L

T
S 

(E
ng

lis
h 

L
an

gu
ag

e 
T

es
ti

ng
 S

er
vi

ce
) 

te
st

,
af

te
r 

a 
fo

ur
-y

ea
r 

pe
ri

od
 o

f d
ev

el
op

m
en

t.
 B

ri
ti

sh
 C

ou
nc

il 
ce

nt
re

s 
off

er
in

g 
th

e
te

st
 r

ap
id

ly
 g

re
w

 i
n 

nu
m

be
r,

 a
nd

 E
L

T
S 

is
 n

ow
 b

ei
ng

 t
ak

en
 b

y 
m

or
e 

th
an

14
,0

00
 c

an
di

da
te

s 
in

 9
7 

co
un

tr
ie

s.
T

he
 E

L
T

S 
te

st
 in

co
rp

or
at

ed
 a

 ra
ng

e 
of

 in
no

va
ti

on
s i

n 
co

nt
en

t,
 in

 th
e 

co
m

-
pl

ex
it

y 
of

 it
s 

st
ru

ct
ur

e,
 a

nd
 in

 t
he

 m
an

ne
r 

in
 w

hi
ch

 it
s 

re
su

lt
s 

ar
e 

re
po

rt
ed

.
T

he
se

 in
no

va
ti

on
s 

ha
ve

 n
at

ur
al

ly
 b

ec
om

e 
a 

fo
cu

s 
of

 c
on

si
de

ra
bl

e 
in

te
re

st
 fo

r
pr

of
es

si
on

al
 la

ng
ua

ge
 t

es
te

rs
, r

ai
si

ng
 a

s 
th

ey
 d

o 
m

an
y 

im
po

rt
an

t 
qu

es
ti

on
s

w
it

hi
n 

th
e 

fi
el

ds
 o

f v
al

id
it

y 
an

d 
pr

ac
ti

ca
lit

y.
 In

de
ed

, t
he

 p
ro

vi
si

on
 o

f s
at

is
fa

c-
to

ry
 e

vi
de

nc
e 

of
 v

al
id

it
y 

is
 in

di
sp

ut
ab

ly
 n

ec
es

sa
ry

 fo
r a

ny
 se

ri
ou

s t
es

t.
 T

hu
s i

t
w

as
 t

ha
t 

th
e 

B
ri

ti
sh

 C
ou

nc
il 

an
d 

U
C

L
E

S 
co

m
m

is
si

on
ed

 t
he

 I
ns

ti
tu

te
 f

or
A

pp
lie

d 
L

an
gu

ag
e 

St
ud

ie
s,

 U
ni

ve
rs

it
y 

of
 E

di
nb

ur
gh

, t
o 

un
de

rt
ak

e 
a 

de
ta

ile
d

va
lid

at
io

n 
st

ud
y 

of
 E

L
T

S.
 T

hi
s 

fi
ve

-y
ea

r 
st

ud
y,

 d
ir

ec
te

d 
fo

r 
it

s 
fi

rs
t t

w
o 

ye
ar

s
by

 D
r 

A
la

n 
D

av
ie

s 
an

d 
su

bs
eq

ue
nt

ly
 b

y 
D

r 
C

liv
e 

C
ri

pe
r,

 w
as

 c
om

pl
et

ed
 in

19
86

; i
ts

 fi
na

l r
ep

or
t i

s 
pu

bl
is

he
d 

at
 th

e 
sa

m
e 

ti
m

e 
as

 th
is

 v
ol

um
e.

T
he

 p
ub

lic
at

io
n 

of
 a

 d
et

ai
le

d 
va

lid
at

io
n 

st
ud

y 
re

pr
es

en
ts

 a
n 

ex
er

ci
se

 i
n

pu
bl

ic
 a

cc
ou

nt
ab

ili
ty

: 
th

e 
qu

es
ti

on
 o

f 
ho

w
 f

ar
 t

he
 t

es
t 

do
es

 t
he

 j
ob

 i
t 

w
as

in
te

nd
ed

 t
o 

do
 i

s 
ad

dr
es

se
d,

 a
nd

 i
s 

se
en

 t
o 

be
 a

dd
re

ss
ed

. 
T

he
 i

nf
or

m
at

io
n

yi
el

de
d 

by
 s

uc
h 

a 
st

ud
y 

is
 m

or
eo

ve
r 

of
 f

un
da

m
en

ta
l 

im
po

rt
an

ce
 i

n 
th

e
dy

na
m

ic
 p

ro
ce

ss
 o

f c
on

ti
nu

in
g 

te
st

 d
ev

el
op

m
en

t.
 T

he
 E

L
T

S 
te

st
 it

se
lf

 is
 n

ot
a 

st
at

ic
 in

st
ru

m
en

t,
 b

ut
 is

 c
ur

re
nt

ly
 u

nd
er

go
in

g 
a 

th
or

ou
gh

 r
ev

is
io

n 
an

d 
to

th
is

 t
he

 fi
nd

in
gs

 o
f 

th
e 

va
lid

at
io

n 
st

ud
y 

w
ill

 m
ak

e 
an

 i
m

po
rt

an
t,

 p
ri

m
ar

y
co

nt
ri

bu
ti

on
.

A
s 

a 
fu

rt
he

r 
st

ep
 in

 a
cc

ou
nt

ab
ili

ty
, a

nd
 a

 fu
rt

he
r 

st
ep

 in
 th

e 
re

fi
ne

m
en

t o
f

in
fo

rm
at

io
n 

co
nt

ri
bu

ti
ng

 t
o 

th
e 

re
vi

si
on

 o
f 

E
L

T
S,

 t
he

 B
ri

ti
sh

 C
ou

nc
il 

an
d

U
C

L
E

S 
in

vi
te

d 
a 

gr
ou

p 
of

 p
eo

pl
e 

pr
of

es
si

on
al

ly
 c

on
ce

rn
ed

 w
it

h 
la

ng
ua

ge
te

st
in

g 
to

 w
ri

te
 d

is
cu

ss
io

n 
pa

pe
rs

 e
va

lu
at

in
g 

cr
it

ic
al

ly
 t

he
 c

on
te

nt
 a

nd
 t

re
at

-
m

en
t o

f p
ar

ti
cu

la
r t

op
ic

s i
n 

th
e 

dr
af

t fi
na

l r
ep

or
t.

 In
 a

dd
it

io
n,

 G
ra

nt
 H

en
ni

ng
w

as
 in

vi
te

d 
fr

om
 t

he
 U

ni
te

d 
St

at
es

 t
o 

co
ns

id
er

 t
he

 is
su

es
 e

m
er

gi
ng

 f
ro

m
 t

he
va

lid
at

io
n 

st
ud

y 
fr

om
 a

n 
A

m
er

ic
an

 p
er

sp
ec

ti
ve

. 
T

he
 r

es
ul

ti
ng

 p
ap

er
s 

w
er

e
th

en
 c

ir
cu

la
te

d 
be

tw
ee

n 
th

e 
m

em
be

rs
 o

f t
he

 g
ro

up
 b

ef
or

e 
be

in
g 

fo
rm

al
ly

 p
re

-
se

nt
ed

 a
nd

 d
is

cu
ss

ed
 a

t a
 m

ee
ti

ng
 in

 O
ct

ob
er

 1
98

6.
 T

he
 p

ap
er

s,
 g

ro
up

ed
 in

to
se

ct
io

ns
 b

y 
to

pi
c 

an
d 

ar
ra

ng
ed

 m
ai

nl
y 

in
 o

rd
er

 o
f p

re
se

nt
at

io
n,

 a
re

 g
at

he
re

d
he

re
 s

ub
st

an
ti

al
ly

 u
nc

ha
ng

ed
, t

og
et

he
r 

w
it

h 
su

m
m

ar
ie

s 
of

 th
e 

as
so

ci
at

ed
 d

is
-

cu
ss

io
n,

 s
um

m
ar

ie
s 

of
 c

on
cl

ud
in

g 
co

m
m

en
ts

 o
n 

po
lic

y 
co

ns
id

er
at

io
ns

 b
y



in
fo

rm
at

io
n 

w
hi

ch
 w

ill
 b

e 
of

 g
re

at
 im

po
rt

an
ce

 in
 t

he
 p

ro
ce

ss
 o

f 
re

vi
si

ng
 t

he
E

L
T

S 
te

st
 a

nd
, 

m
or

e 
ge

ne
ra

lly
, 

in
 t

he
 p

ot
en

ti
al

 i
t 

ha
s 

to
 g

ui
de

 a
nd

 i
nf

or
m

th
os

e 
w

ho
 m

ay
 b

e 
in

vo
lv

ed
 in

 fu
tu

re
 te

st
 d

ev
el

op
m

en
t o

r 
te

st
 v

al
id

at
io

n.
T

he
 p

ap
er

s 
ga

th
er

ed
 to

ge
th

er
 h

er
e 

an
d 

th
e 

re
la

te
d 

di
sc

us
si

on
s 

al
l a

dd
re

ss
is

su
es

 r
ai

se
d 

by
 th

e 
E

di
nb

ur
gh

 te
am

’s
 r

ep
or

t,
 a

nd
 m

ak
e 

de
ta

ile
d 

re
fe

re
nc

e 
to

it
. T

hi
s 

vo
lu

m
e 

w
ill

 t
he

re
fo

re
 c

le
ar

ly
 b

e 
m

os
t 

m
ea

ni
ng

fu
l i

f 
re

ad
 in

 c
on

ju
nc

-
ti

on
 w

it
h 

th
at

 r
ep

or
t.

be
 b

ot
h 

a 
ca

us
e 

fo
r 

co
nc

er
n 

an
d 

a 
cu

e 
fo

r 
ac

ti
on

, f
or

 w
it

ho
ut

 c
on

si
st

en
cy

 o
f

m
ea

su
re

 th
er

e 
ca

n 
of

 c
ou

rs
e 

be
 n

o 
va

lid
it

y.
 P

oo
r 

re
lia

bi
lit

y 
re

du
ce

s 
– 

‘a
tt

en
u-

at
es

’ –
 c

or
re

la
ti

on
s;

 b
ot

h 
C

la
ph

am
 a

nd
 H

en
ni

ng
 d

ra
w

 a
tt

en
ti

on
 t

o 
th

e 
ne

ed
to

 c
or

re
ct

 fo
r 

at
te

nu
at

io
n 

in
 c

or
re

la
ti

on
s 

as
 a

 m
at

te
r 

of
 c

ou
rs

e.
It

 is
 c

le
ar

 f
ro

m
 a

 n
um

be
r 

of
 p

ap
er

s 
co

lle
ct

ed
 h

er
e,

 a
nd

 f
ro

m
 s

om
e 

of
 t

he
as

so
ci

at
ed

 d
is

cu
ss

io
n,

 t
ha

t 
th

er
e 

ex
is

t 
co

ns
id

er
ab

le
 d

iff
er

en
ce

s 
in

 in
te

rp
re

ta
-

ti
on

 o
f t

he
 sc

op
e 

of
 v

ar
io

us
 ty

pe
s o

f v
al

id
it

y,
 n

ot
ab

ly
 o

f c
on

st
ru

ct
 a

nd
 c

on
te

nt
va

lid
it

y.
 I

t 
is

 a
 m

at
te

r 
of

 s
om

e 
in

te
re

st
 w

he
th

er
 t

he
se

 d
iff

er
en

ce
s 

re
pr

es
en

t
si

gn
ifi

ca
nt

ly
 d

iv
er

ge
nt

 v
ie

w
s 

of
 im

po
rt

an
t 

te
st

in
g 

co
nc

ep
ts

, o
r 

w
he

th
er

 t
he

y
ar

e 
la

rg
el

y 
di

sa
gr

ee
m

en
ts

 o
ve

r 
te

rm
in

ol
og

y.
 H

ow
ev

er
, 

it
 i

s 
ne

ce
ss

ar
y 

he
re

on
ly

 t
o 

no
te

 t
ha

t 
th

e 
pr

ac
ti

ca
l r

es
ul

t 
of

 t
he

se
 d

iff
er

en
ce

s 
in

 in
te

rp
re

ta
ti

on
 is

so
m

e 
de

gr
ee

 o
f o

ve
rl

ap
 in

 fo
cu

s 
of

 p
ap

er
s 

on
 c

on
st

ru
ct

 a
nd

 c
on

te
nt

 v
al

id
it

y.
T

he
 r

ea
de

r 
is

 o
n 

se
ve

ra
l 

oc
ca

si
on

s 
re

fe
rr

ed
 t

o 
th

e 
pr

ed
om

in
an

ce
 o

f 
th

e
m

ul
ti

pl
e-

ch
oi

ce
 i

te
m

 t
yp

e,
 w

it
h 

m
is

gi
vi

ng
s 

be
in

g 
ex

pr
es

se
d 

th
at

 m
et

ho
d-

eff
ec

t m
ay

 u
nd

ul
y 

di
st

or
t t

es
t r

es
ul

ts
. W

ei
r v

oi
ce

s t
he

 fu
rt

he
r c

on
ce

rn
 th

at
 it

 is
by

 n
o 

m
ea

ns
 o

bv
io

us
 th

at
 th

e 
ab

ili
ty

 to
 a

ns
w

er
 a

 m
ul

ti
pl

e-
ch

oi
ce

 it
em

 c
or

re
-

sp
on

ds
 t

o 
‘w

ha
t 

st
ud

en
ts

 d
o 

in
 t

he
ir

 r
ea

l 
lif

e 
st

ud
ie

s’
. 

In
 t

hi
s 

re
ga

rd
, 

W
ei

r,
Sk

eh
an

 a
nd

 o
th

er
s 

w
ou

ld
 li

ke
 t

o 
kn

ow
 if

 w
ha

t 
ac

tu
al

ly
 g

oe
s 

on
 in

 s
tu

de
nt

s’
m

in
ds

 w
he

n 
en

ga
ge

d 
in

 t
es

t 
ta

sk
s 

in
 f

ac
t 

co
rr

es
po

nd
s 

to
 w

ha
t 

th
e 

te
st

-
 co

ns
tr

uc
to

rs
 in

te
nd

ed
 s

ho
ul

d 
be

 g
oi

ng
 o

n.
 I

n 
pu

rs
ui

t 
of

 in
fo

rm
at

io
n 

on
 t

hi
s

as
pe

ct
 o

f t
es

t v
al

id
it

y,
 th

ey
 r

ec
om

m
en

d 
th

e 
gr

ea
te

r 
ex

pl
oi

ta
ti

on
 o

f i
nt

ro
sp

ec
-

ti
ve

 te
ch

ni
qu

es
, i

nc
lu

di
ng

 ‘t
hi

nk
-a

lo
ud

’ p
ro

to
co

ls
.

A
no

th
er

 t
ec

hn
iq

ue
 w

ho
se

 w
id

er
 u

se
 i

s 
en

co
ur

ag
ed

 i
n 

co
ns

tr
uc

t 
va

lid
 -

at
io

n
an

d 
m

et
ho

d 
eff

ec
t s

tu
di

es
 is

 c
on

ve
rg

en
t/

di
sc

ri
m

in
an

t v
al

id
at

io
n 

by
 w

ay
of

 t
he

 m
ul

ti
tr

ai
t-

m
ul

ti
m

et
ho

d 
m

at
ri

x 
pr

op
os

ed
 b

y 
C

am
pb

el
l 

an
d 

F
is

ke
(1

95
9)

.
F

in
al

ly
, a

lt
ho

ug
h 

on
ly

 t
w

o 
su

gg
es

ti
on

s 
fo

r 
fu

tu
re

 v
al

id
at

io
n 

st
ud

ie
s 

ha
ve

be
en

 m
en

ti
on

ed
 h

er
e 

as
 t

he
y 

re
cu

r 
in

 a
 n

um
be

r 
of

 p
ap

er
s,

 t
he

re
 a

re
 n

um
er

-
ou

s
ot

he
r 

pa
rt

ic
ul

ar
 s

ug
ge

st
io

ns
 t

o 
be

 f
ou

nd
 i

n 
th

e 
pa

ge
s 

of
 t

he
 i

nd
iv

id
ua

l
co

nt
ri

bu
ti

on
s.

T
he

 p
ap

er
s a

s a
 w

ho
le

 d
o 

re
co

gn
is

e 
st

re
ng

th
s a

nd
 v

ir
tu

es
 in

 b
ot

h 
th

e 
E

L
T

S
te

st
 i

ts
el

f 
an

d 
th

e 
va

lid
at

io
n 

st
ud

y.
 T

he
 g

en
er

al
 p

ic
tu

re
 w

hi
ch

 e
m

er
ge

s,
ho

w
ev

er
, i

s 
on

e 
of

 fr
eq

ue
nt

 a
nd

 s
ha

rp
 c

ri
ti

ca
l c

om
m

en
t p

oi
nt

in
g 

ou
t d

er
el

ic
-

ti
on

s 
he

re
, 

dr
aw

ba
ck

s 
an

d 
w

ea
kn

es
se

s 
th

er
e.

 S
uc

h 
co

m
m

en
t 

is
 o

f 
co

ur
se

al
m

os
t 

in
ev

it
ab

le
 w

he
n 

sp
ec

ia
lis

ts
 a

re
 in

vi
te

d 
to

 b
ri

ng
 t

he
ir

 c
ri

ti
ca

l f
ac

ul
ti

es
to

 b
ea

r 
on

 w
or

k 
w

it
hi

n 
th

ei
r 

fi
el

d,
 a

nd
 p

ar
ti

cu
la

rl
y 

w
he

n,
 a

s 
he

re
, t

ha
t w

or
k

ha
s b

ee
n 

ci
rc

um
sc

ri
be

d 
by

 a
n 

ar
ra

y 
of

 p
ra

ct
ic

al
 c

on
st

ra
in

ts
. B

ut
 c

ri
ti

ca
l c

om
-

m
en

ts
 f

ro
m

 s
pe

ci
al

is
ts

 s
ho

ul
d 

no
t 

be
 s

ee
n 

as
 d

es
tr

uc
ti

ve
. 

R
at

he
r 

th
ey

 a
re

m
ar

ke
rs

, d
ra

w
in

g 
th

e 
at

te
nt

io
n 

of
 o

th
er

s 
w

or
ki

ng
 in

 th
e 

sa
m

e 
fi

el
d 

to
 p

oi
nt

s
w

hi
ch

 a
t l

ea
st

 n
ee

d 
to

 b
e 

ta
ke

n 
in

to
 a

cc
ou

nt
. W

he
re

 c
om

m
en

ts
 a

re
 re

pe
at

ed
ly

m
ad

e,
 b

y 
di

ff
er

en
t 

sp
ec

ia
lis

ts
, t

he
y 

in
di

ca
te

 f
oc

i o
f 

co
nc

er
n 

to
 w

hi
ch

 s
er

io
us

at
te

nt
io

n 
m

us
t b

e 
gi

ve
n.

 T
he

 s
ig

ni
fi

ca
nc

e 
of

 th
is

 p
ub

lis
he

d 
cr

it
ic

al
 s

cr
ut

in
y 

of
a 

m
aj

or
 v

al
id

at
io

n 
st

ud
y 

th
us

 li
es

, s
pe

ci
fi

ca
lly

, i
n 

th
e 

ev
al

ua
ti

on
 it

 p
ro

vi
de

s o
f

326

Appendix 7.1



327

APPENDIX 8.1

English Language Battery (ELBA)



328

Appendix 8.1



English Language Battery

329



330

Appendix 8.1



English Language Battery

331



332

Appendix 8.1



English Language Battery

333



334

Appendix 8.1



335

English Language Battery



Appendix 8.1

336



337

APPENDIX 9.1

Test of English for Educational
Purposes (TEEP)



338

Appendix 9.1



339

Test of English for Educational Purposes



340

Appendix 9.1



341

Test of English for Educational Purposes



342

Appendix 9.1



343

Test of English for Educational Purposes



344

Appendix 9.1



345

Test of English for Educational Purposes



346

Appendix 9.1



347

Test of English for Educational Purposes



348

Appendix 9.1



349

Test of English for Educational Purposes



350

Appendix 9.1



351

Test of English for Educational Purposes



352

Appendix 9.1



353

Test of English for Educational Purposes



354

Appendix 9.1



355

CONTENTS
Page

1. GENERAL STATEMENT OF PURPOSE. . . . . . . . . . . . . . . . . . . . 1
a) Nature of the Test Battery . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . 1
b) Nature of this Test . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . 1
c) Target Population. . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . 1

2. TEST FOCUS . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . 1
A. READING . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . 2

a) Band Levels . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . 2
b) Purposes. . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . 3

Academic tasks . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . 3
Skills/functions . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . 3

c) Source and Audience . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . 3

B. WRITING . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . 3
a) Band Levels . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . 3
b) Purposes. . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . 4

Academic tasks . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . 4
Skills/functions . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . 4

c) Audience . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . 5

3. STIMULUS MATERIALS . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . 5
A. READING . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . 5

a) Level. . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . 5
b) Texts. . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . 5
c) Length . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . 6
d) Cultural Appropriacy . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . 6

B. WRITING . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . 6
a) Level. . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . 6
b) Texts. . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . 6
c) Length . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . 6
d) Cultural appropriacy . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . 7

4. TEST TASKS . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . 7
a) Item types . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . 7

A. READING . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . 7
B. WRITING . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . 8

b) Rubrics . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . 9

5. SCORING AND INTERPRETATION . . . . . . . . . . . . . . . . . . . . . . 9
A. READING . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . 9
B. WRITING . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . 9

6. TEST PRESENTATION . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . 10
a) Time . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . 10
b) Structure . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . 10
c) Format . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . 10
d) Administration . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . 11

APPENDIX Draft Band Scales for Reading and Writing  . . . . . . . .8–10

APPENDIX 10.1

ELTS Revision – Specifications for M
(Physical Science and Technology),
1989



A
.

R
E

A
D

IN
G

a)
B

an
d 

L
ev

el
s

T
he

 t
ar

ge
t 

be
ha

vi
ou

r 
fo

r 
as

se
ss

m
en

t 
is

 t
ha

t 
de

sc
ri

be
d 

in
 t

he
 B

an
d 

Sc
al

e 
w

it
h 

th
e 

pr
im

ar
y

fo
cu

s 
fo

r 
re

ad
in

g 
in

 t
hi

s 
te

st
 b

ei
ng

 in
 t

he
 r

an
ge

 o
f 

B
an

ds
 5

, 6
 a

nd
 7

. T
he

 d
ra

ft
 d

es
cr

ip
to

rs
 f

or
th

es
e 

B
an

ds
 a

re
 li

st
ed

 b
el

ow
. T

he
se

 s
ho

ul
d 

be
 u

se
d 

as
 a

 g
en

er
al

 g
ui

de
 o

nl
y,

 a
s 

th
ey

 a
re

 in
 a

n
ea

rl
y 

st
ag

e 
of

 d
ev

el
op

m
en

t,
 a

nd
 m

ay
 b

e 
m

uc
h 

al
te

re
d.

 A
 c

om
pl

et
e 

se
t 

of
 t

he
 B

an
d 

Sc
al

es
 f

or
R

ea
di

ng
 a

nd
 W

ri
ti

ng
 is

 p
ro

vi
de

d 
as

 a
n 

A
pp

en
di

x.

7.
G

O
O

D
 R

E
A

D
E

R
: 

 A
bl

e 
to

 r
ea

d 
fo

r 
m

os
t 

pr
ac

ti
ca

l p
ur

po
se

s.
 R

ea
ds

 w
it

h 
ea

se
 o

n
m

os
t m

at
te

rs
 r

el
ev

an
t t

o 
ow

n 
ne

ed
s 

w
it

h 
on

ly
 o

cc
as

io
na

l i
nt

er
fe

re
nc

e 
fr

om
 li

m
it

at
io

ns
 o

f
gr

am
m

ar
, 

vo
ca

bu
la

ry
, 

di
sc

ou
rs

e 
an

d 
co

he
si

on
. 

C
op

es
 w

it
h 

m
os

t 
st

an
da

rd
 n

ew
sp

ap
er

it
em

s d
ir

ec
te

d 
at

 th
e 

ge
ne

ra
l p

ub
lic

 a
nd

 g
en

er
al

 te
xt

s o
f s

im
ila

r c
om

pl
ex

it
y,

 th
ou

gh
 c

ul
tu

re
de

pe
nd

en
t m

ea
ni

ng
s 

w
ill

 o
ft

en
 b

e 
m

is
se

d 
an

d 
re

ad
in

g 
sp

ee
d 

w
ill

 b
e 

le
ss

 th
an

 th
at

 o
f c

om
-

pa
ra

bl
y 

ed
uc

at
ed

 n
at

iv
e 

sp
ea

ke
rs

. C
an

 d
iff

er
en

ti
at

e 
be

tw
ee

n 
m

ai
n 

an
d 

su
pp

or
ti

ng
 id

ea
s

us
in

g 
th

e 
fu

ll 
ra

ng
e 

of
 d

is
co

ur
se

 a
nd

co
he

si
ve

 m
ar

ke
rs

. M
ay

 s
ti

ll 
ha

ve
 s

om
e 

di
ffi

cu
lt

y 
in

id
en

ti
fy

in
g 

an
d

di
ff

er
en

ti
at

in
g 

fa
ct

, 
op

in
io

n,
 a

tt
it

ud
es

, 
va

lu
es

 a
nd

 j
ud

ge
m

en
ts

 o
r 

m
or

e
su

bt
ly

 e
xp

re
ss

ed
 n

ua
nc

es
 o

f m
ea

ni
ng

. C
an

 r
ea

d 
re

ad
ily

 in
 o

w
n 

fa
m

ili
ar

 te
ch

ni
ca

l fi
el

d 
bu

t
on

ly
 w

it
h 

di
ffi

cu
lt

y 
in

 m
or

e 
un

fa
m

ili
ar

 s
pe

ci
al

is
t r

eg
is

te
rs

.

6.
C

O
M

P
E

T
E

N
T

 R
E

A
D

E
R

: 
 C

om
pr

eh
en

ds
 r

ea
di

ly
 t

ho
se

 w
ri

tt
en

 f
or

m
s 

re
gu

la
rl

y
en

co
un

te
re

d 
in

cl
ud

in
g 

so
m

e 
st

an
da

rd
 n

ew
sp

ap
er

 i
te

m
s 

ad
dr

es
se

d 
to

 t
he

 g
en

er
al

 p
ub

lic
,

ro
ut

in
e 

co
rr

es
po

nd
en

ce
 a

nd
 s

tr
ai

gh
tf

or
w

ar
d 

re
po

rt
s 

in
 o

w
n 

te
ch

ni
ca

l 
fi

el
d 

an
d 

po
pu

la
r

re
cr

ea
ti

on
al

 r
ea

di
ng

 m
at

er
ia

ls
, t

ho
ug

h 
in

te
rf

er
en

ce
 fr

om
 li

m
it

at
io

ns
 o

f g
ra

m
m

ar
, v

oc
ab

u-
la

ry
 a

nd
 d

is
co

ur
se

 s
tr

uc
tu

re
 m

ay
 c

on
ti

nu
e.

 H
as

 s
uffi

ci
en

t 
la

ng
ua

ge
 t

o 
co

pe
, 

ev
en

 i
f 

no
t

re
ad

ily
, w

it
h 

so
m

e 
un

fa
m

ili
ar

 r
eg

is
te

rs
 a

nd
 to

 e
xt

ra
po

la
te

 m
ea

ni
ng

 fo
r 

un
fa

m
ili

ar
 w

or
ds

.
T

ho
ug

h 
st

ill
 h

as
 s

om
e 

di
ffi

cu
lt

y 
w

it
h 

lo
ng

, 
co

m
pl

ex
 t

ex
ts

, 
ha

s 
su

ffi
ci

en
t 

m
as

te
ry

 o
f

m
od

ifi
ca

ti
on

 d
ev

ic
es

, d
is

co
ur

se
 a

nd
 c

oh
es

io
n 

to
 f

ol
lo

w
 a

rg
um

en
ts

 a
nd

 g
en

er
al

ly
 t

o 
co

m
-

pr
eh

en
d 

de
ta

ile
d 

m
ea

ni
ng

. H
as

 s
om

e 
se

ns
it

iv
it

y 
to

 v
ar

ia
ti

on
s 

in
 s

ty
le

 a
nd

 r
eg

is
te

r 
bu

t w
ill

m
is

s 
cu

lt
ur

al
ly

 d
ep

en
de

nt
 n

ua
nc

es
.

5.
M

O
D

E
ST

 R
E

A
D

E
R

: 
 C

an
 c

om
pr

eh
en

d 
si

m
pl

e 
pr

os
e 

on
 f

am
ili

ar
 t

op
ic

s 
an

d 
in

th
os

e 
w

ri
tt

en
 f

or
m

s 
fr

eq
ue

nt
ly

 e
nc

ou
nt

er
ed

. 
C

op
es

 w
it

h 
m

os
t 

si
m

pl
e 

ge
ne

ra
l 

te
xt

s 
an

d
re

ad
in

g 
ta

sk
s 

fo
r 

ev
er

yd
ay

 s
oc

ia
l 

pu
rp

os
es

. 
C

om
pr

eh
en

ds
 i

n 
m

os
t 

si
tu

at
io

ns
 r

eg
ul

ar
ly

en
co

un
te

re
d,

 t
ho

ug
h 

lim
it

at
io

ns
 o

f 
gr

am
m

ar
, 

vo
ca

bu
la

ry
, 

di
sc

ou
rs

e 
an

d 
co

he
si

on
 s

ti
ll

in
te

rf
er

e.
 L

ac
ks

 fl
ex

ib
ili

ty
 a

nd
 a

bi
lit

y 
to

 c
op

e 
w

it
h 

m
or

e 
co

m
pl

ex
 t

ex
ts

 o
n 

un
fa

m
ili

ar
to

pi
cs

. W
it

h 
as

si
st

an
ce

, f
or

 e
xa

m
pl

e 
fr

om
 a

 b
ili

ng
ua

l d
ic

ti
on

ar
y,

 c
an

 c
om

pr
eh

en
d 

m
os

t
cl

ea
rl

y 
pr

es
en

te
d 

se
qu

en
ti

al
 in

st
ru

ct
io

ns
 (

fo
r 

ex
am

pl
e,

 t
ho

se
 a

cc
om

pa
ny

in
g 

a 
ho

us
eh

ol
d

ap
pl

ia
nc

e 
or

 in
 a

n 
in

st
ru

ct
io

n 
m

an
ua

l p
ro

vi
de

d 
th

ey
 a

re
 w

ri
tt

en
 in

 a
 n

on
 s

pe
ci

al
is

t 
re

gi
s-

te
r)

. A
lt

ho
ug

h 
un

ab
le

 t
o 

co
pe

 w
it

h 
un

fa
m

ili
ar

 s
pe

ci
al

is
t 

re
gi

st
er

s 
m

ay
 f

ol
lo

w
 s

im
pl

e 
ar

ti
-

cl
es

 in
 te

ch
ni

ca
l fi

el
ds

 r
el

ev
an

t t
o 

ow
n 

in
te

re
st

s 
an

d 
ex

pe
ri

en
ce

.

b)
P

ur
po

se
s

T
he

 te
st

 s
ho

ul
d 

sa
m

pl
e 

th
e 

ca
nd

id
at

es
’ a

bi
lit

y 
to

 p
er

fo
rm

 th
e 

fo
llo

w
in

g 
ta

sk
 a

nd
 to

 u
ti

lis
e

th
e 

sk
ill

s/
fu

nc
ti

on
s 

th
at

 r
ea

lis
e 

th
em

 a
nd

 a
re

 li
st

ed
 b

el
ow

.

A
ca

de
m

ic
 ta

sk
s

(i
)

T
o 

de
ve

lo
p 

co
nc

ep
tu

al
 f

ra
m

ew
or

ks
(i

i)
T

o 
ac

qu
ir

e 
an

d 
in

te
gr

at
e 

re
le

va
nt

 in
fo

rm
at

io
n

Sk
ill

s/
fu

nc
ti

on
s

(i
)

F
ol

lo
w

in
g 

in
st

ru
ct

io
ns

(i
i)

Id
en

ti
fy

in
g 

st
ru

ct
ur

e,
 c

on
te

nt
, s

eq
ue

nc
e 

of
 e

ve
nt

s 
an

d 
pr

oc
ed

ur
es

(i
ii)

F
in

di
ng

 m
ai

n 
id

ea
s

(i
v)

Id
en

ti
fy

in
g 

th
e 

un
de

rl
yi

ng
 t

he
m

e 
or

 c
on

ce
pt

(v
)

Id
en

ti
fy

in
g 

re
la

ti
on

sh
ip

s 
be

tw
ee

n 
id

ea
s 

in
 t

he
 t

ex
t

E
L

T
S 

R
E

V
IS

IO
N

SP
E

C
IF

IC
A

T
IO

N
S 

F
O

R
 M

 (P
H

Y
SI

C
A

L
 S

C
IE

N
C

E
 A

N
D

 T
E

C
H

N
O

L
O

G
Y

)

1.
G

E
N

E
R

A
L

 S
T

A
T

E
M

E
N

T
 O

F
 P

U
R

P
O

SE

a)
N

at
ur

e 
of

 th
e 

T
es

t B
at

te
ry

T
he

 r
ev

is
ed

 E
L

T
S 

te
st

 is
 a

 la
ng

ua
ge

 te
st

 b
at

te
ry

 d
es

ig
ne

d 
to

 a
ss

es
s 

th
e 

pr
ofi

ci
en

cy
 o

f c
an

-
di

da
te

s a
pp

ly
in

g 
to

 u
nd

er
ta

ke
 st

ud
y 

or
 tr

ai
ni

ng
 th

ro
ug

h 
th

e 
m

ed
iu

m
 o

f E
ng

lis
h.

 It
 is

 p
ri

m
ar

ily
in

te
nd

ed
 to

 s
el

ec
t c

an
di

da
te

 w
ho

 m
ee

t s
pe

ci
fi

ed
 p

ro
fi

ci
en

cy
 r

eq
ui

re
m

en
ts

 fo
r 

th
ei

r 
de

si
gn

at
ed

pr
og

ra
m

m
es

. I
ts

 s
ec

on
da

ry
 p

ur
po

se
 is

 t
o 

be
 a

 s
em

i-
di

ag
no

st
ic

 t
es

t 
de

si
gn

ed
 t

o 
re

ve
al

 b
ro

ad
ar

ea
s 

in
 w

hi
ch

 p
ro

bl
em

s 
w

it
h 

E
ng

lis
h 

la
ng

ua
ge

 u
se

 e
xi

st
, 

bu
t 

no
t 

to
 i

de
nt

if
y 

th
e 

de
ta

ile
d

na
tu

re
 o

f t
ho

se
 p

ro
bl

em
s.

T
he

 te
st

 b
at

te
ry

 c
on

si
st

s o
f a

 G
en

er
al

 a
nd

 a
 M

od
ul

ar
 se

ct
io

n.
 T

he
 G

en
er

al
 se

ct
io

n 
(G

) c
on

-
ta

in
s t

es
ts

 o
f g

en
er

al
 la

ng
ua

ge
 p

ro
fi

ci
en

cy
 in

 th
e 

ar
ea

s o
f g

ra
m

m
ar

, l
is

te
ni

ng
 a

nd
 sp

ea
ki

ng
; t

he
M

od
ul

ar
 s

ec
ti

on
 (

M
) 

co
ns

is
ts

 o
f 

te
st

s 
of

 r
ea

di
ng

 a
nd

 w
ri

ti
ng

 i
n 

th
e 

co
nt

ex
t 

of
 E

ng
lis

h 
fo

r
Sp

ec
ifi

c 
P

ur
po

se
s.

b)
N

at
ur

e 
of

 th
is

 T
es

t
T

he
 t

es
t 

is
 t

o 
be

 d
es

ig
ne

d 
as

 a
 t

es
t 

of
 r

ea
di

ng
 a

nd
 w

ri
ti

ng
 in

 t
he

 c
on

te
xt

 o
f 

E
ng

lis
h 

fo
r

A
ca

de
m

ic
 P

ur
po

se
s 

in
 th

e 
P

hy
si

ca
l S

ci
en

ce
s 

an
d 

T
ec

hn
ol

og
y.

c)
T

ar
ge

t P
op

ul
at

io
n

T
he

 te
st

 is
 fo

r 
st

ud
en

ts
 e

nt
er

in
g 

po
st

gr
ad

ua
te

 a
nd

 u
nd

er
gr

ad
ua

te
 c

ou
rs

es
 in

 th
e 

P
hy

si
ca

l
Sc

ie
nc

es
 a

nd
 T

ec
hn

ol
og

y 
in

 E
ng

lis
h 

sp
ea

ki
ng

 c
ou

nt
ri

es
. C

an
di

da
te

s 
w

ill
 ty

pi
ca

lly
 b

e 
ap

pl
yi

ng
fo

r 
co

ur
se

s 
in

:

A
rc

hi
te

ct
ur

e
G

eo
ch

em
is

tr
y

C
he

m
is

tr
y

G
eo

lo
gy

C
iv

il 
E

ng
in

ee
ri

ng
H

yd
ro

lo
gy

C
om

pu
te

r 
St

ud
ie

s
L

as
er

 S
pe

ct
ro

sc
op

y
C

on
st

ru
ct

io
n 

M
an

ag
em

en
t

M
at

he
m

at
ic

s
C

on
tr

ol
 S

ys
te

m
s

M
ec

ha
ni

ca
l E

ng
in

ee
ri

ng
E

le
ct

ri
ca

l M
ea

su
re

m
en

t
M

et
al

lu
rg

y
E

le
ct

ro
ni

cs
 E

ng
in

ee
ri

ng
M

et
eo

ro
lo

gy
E

ne
rg

y
P

et
ro

le
um

 G
eo

lo
gy

E
xp

lo
ra

ti
on

 G
eo

ph
ys

ic
s

P
hy

si
cs

F
er

m
en

ta
ti

on
 T

ec
hn

ol
og

y
So

il 
M

ec
ha

ni
cs

F
lu

id
 M

ec
ha

ni
cs

W
at

er
 R

es
ou

rc
es

It
em

 w
ri

te
rs

 w
ho

 a
re

 u
ns

ur
e 

ab
ou

t t
he

 a
pp

lic
ab

ili
ty

 o
f s

ou
rc

e 
m

at
er

ia
ls

 s
ho

ul
d 

se
ek

 g
ui

da
nc

e
fr

om
 th

e 
P

ro
je

ct
 C

oo
rd

in
at

io
n 

T
ea

m
 o

r 
th

e 
A

us
tr

al
ia

n 
w

or
ki

ng
 p

ar
ty

.
2.

T
E

ST
 F

O
C

U
S

T
he

 f
oc

us
 o

f 
th

e 
te

st
 is

 t
he

 r
an

ge
 o

f 
pr

ofi
ci

en
cy

 in
 r

ea
di

ng
 a

nd
 w

ri
ti

ng
 a

s 
ou

tl
in

ed
 in

 t
he

B
an

d 
Sc

al
e 

de
sc

ri
pt

or
s 

an
d 

sp
ec

ifi
ed

 o
n 

P
ag

es
 2

 a
nd

 3
. T

he
 ta

sk
s 

se
t i

n 
th

e 
te

st
 m

us
t f

oc
us

 o
n

th
e 

pu
rp

os
es

 d
es

cr
ib

ed
 o

n 
P

ag
es

 3
 a

nd
 4

, w
hi

ch
 a

re
 r

el
ev

an
t t

o 
un

de
rg

ra
du

at
e 

an
d 

po
st

gr
ad

u-
at

e 
st

ud
en

ts
 s

tu
dy

in
g 

w
it

hi
n 

th
e 

P
hy

si
ca

l 
Sc

ie
nc

es
 a

nd
 T

ec
hn

ol
og

y.
 T

he
se

 p
ur

po
se

s 
ar

e
id

en
ti

fi
ed

 a
s 

ac
ad

em
ic

 t
as

ks
 a

nd
 a

 s
am

pl
e 

of
 m

or
e 

sp
ec

ifi
c 

sk
ill

s 
an

d 
fu

nc
ti

on
s 

ha
s 

be
en

id
en

ti
fi

ed
. 

It
em

 w
ri

te
rs

 s
ho

ul
d 

ad
dr

es
s 

th
es

e 
ta

sk
s,

 s
ki

lls
 a

nd
 f

un
ct

io
ns

, 
de

ve
lo

pi
ng

 i
te

m
s

w
hi

ch
 a

llo
w

 c
an

di
da

te
s 

to
 d

em
on

st
ra

te
 le

ve
ls

 o
f 

pr
ofi

ci
en

cy
 a

cr
os

s 
th

e 
ta

rg
et

 r
an

ge
 o

f 
B

an
d

L
ev

el
s 

w
it

ho
ut

 e
xc

lu
di

ng
 th

e 
po

ss
ib

ili
ty

 th
at

 s
om

e 
ca

nd
id

at
es

 m
ay

 d
em

on
st

ra
te

 h
ig

he
r 

le
ve

ls
.

M
at

er
ia

ls
 u

se
d 

an
d 

th
e 

ta
sk

s 
se

t s
ho

ul
d 

ar
is

e 
fr

om
 a

pp
ro

pr
ia

te
 s

ou
rc

es
 a

nd
 b

e 
re

le
va

nt
 to

, o
r

cl
ea

rl
y 

di
re

ct
ed

 a
t,

 a
pp

ro
pr

ia
te

 a
ud

ie
nc

es
 (a

s s
pe

ci
fi

ed
 o

n 
P

ag
e 

3)
. I

te
m

 w
ri

te
rs

 sh
ou

ld
 c

on
ce

n-
tr

at
e 

on
 d

ev
el

op
in

g 
ta

sk
s 

w
hi

ch
 a

dd
re

ss
 t

he
 a

ca
de

m
ic

 s
ki

lls
 a

nd
 f

un
ct

io
ns

 li
st

ed
 r

at
he

r 
th

an
th

e 
fo

rm
al

 k
no

w
le

dg
e 

of
 g

ra
m

m
ar

 w
hi

ch
 is

 a
dd

re
ss

ed
 in

 o
th

er
 p

ar
ts

 o
f t

he
 te

st
 b

at
te

ry
.
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ELTS Revision – Specifications for M

Sk
ill

s/
fu

nc
ti

on
s

(i
)

O
rg

an
is

in
g 

an
d 

pr
es

en
ti

ng
 d

at
a

(i
i)

L
is

ti
ng

 t
he

 s
ta

ge
s 

of
 a

 p
ro

ce
du

re
(i

ii)
D

es
cr

ib
in

g 
an

 o
bj

ec
t 

or
 e

ve
nt

 o
r 

se
qu

en
ce

 o
f 

ev
en

ts
(i

v)
E

xp
la

in
in

g 
ho

w
 s

om
et

hi
ng

 w
or

ks
(v

)
Su

m
m

ar
is

in
g 

in
fo

rm
at

io
n 

or
 o

pi
ni

on
 f

ro
m

 t
ex

ts
 o

r 
ev

en
ts

(v
i)

E
xp

la
in

in
g 

w
hy

 s
om

et
hi

ng
 is

 t
he

 c
as

e
(v

ii)
P

re
se

nt
in

g 
an

d 
ju

st
if

yi
ng

 a
nd

 o
pi

ni
on

, a
ss

es
sm

en
t 

or
 h

yp
ot

he
si

s 
ei

th
er

 d
ir

ec
tl

y
or

 b
y 

im
pl

ic
at

io
n

(v
iii

)
C

om
pa

ri
ng

 a
nd

 c
on

tr
as

ti
ng

 e
vi

de
nc

e,
 o

pi
ni

on
s,

 im
pl

ic
at

io
ns

 a
nd

 h
yp

ot
he

se
s

(i
x)

A
rg

ui
ng

 a
 c

as
e

(x
)

E
va

lu
at

in
g 

an
d 

ch
al

le
ng

in
g 

id
ea

s,
 e

vi
de

nc
e 

an
d 

ar
gu

m
en

t

c)
A

ud
ie

nc
e

A
pp

ro
pr

ia
te

 a
ud

ie
nc

es
 a

re
:

(i
)

P
ro

fe
ss

or
ia

l –
 e

.g
. s

up
er

vi
so

rs
, t

ea
ch

er
s,

 e
xa

m
in

er
s

(i
i)

P
ro

fe
ss

io
na

l –
 e

.g
. p

ra
ct

it
io

ne
rs

 in
 th

e 
fi

el
d,

 fe
llo

w
 s

tu
de

nt
s,

 c
lie

nt
s

(i
ii)

P
er

so
na

l –
 e

.g
. s

um
m

ar
ie

s 
an

d 
ot

he
r 

w
ri

ti
ng

 f
or

 o
w

n 
us

e

3.
ST

IM
U

L
U

S 
M

A
T

E
R

IA
L

S

A
.

R
E

A
D

IN
G

a)
L

ev
el

A
 r

an
ge

 o
f 

m
at

er
ia

ls
 s

ho
ul

d 
be

 s
el

ec
te

d 
w

it
h 

di
ffi

cu
lt

y 
le

ve
ls

 s
ui

ta
bl

e 
to

 c
an

di
da

te
s 

w
ho

se
re

ad
in

g 
ab

ili
ti

es
 li

e 
w

it
hi

n 
B

an
ds

 5
–7

. D
es

pi
te

 t
he

 f
ac

t 
th

at
 t

he
re

 is
 n

o 
on

e-
to

-o
ne

 r
el

at
io

ns
hi

p
be

tw
ee

n 
te

xt
 d

iffi
cu

lt
y,

 B
an

d 
L

ev
el

 a
nd

 te
st

 ta
sk

, i
te

m
 w

ri
te

rs
 m

us
t i

nd
ic

at
e 

to
 th

e 
In

te
rn

at
io

na
l

E
di

ti
ng

 C
om

m
it

te
e 

th
e 

ap
pr

ox
im

at
e 

re
ad

in
g 

ab
ili

ty
 th

ou
gh

t t
o 

be
 re

qu
ir

ed
 fo

r e
ac

h 
te

xt
 w

he
n 

it
is

 su
bm

it
te

d.

b)
T

ex
ts

O
ne

, 
tw

o 
or

 t
hr

ee
 t

ex
ts

 m
ay

 b
e 

us
ed

, 
bu

t 
th

er
e 

sh
ou

ld
 b

e 
at

 l
ea

st
 t

hr
ee

 s
ec

ti
on

s.
 T

he
se

sh
ou

ld
 b

e 
as

se
ss

ed
 i

n 
tu

rn
, 

an
d 

sh
ou

ld
 p

re
se

nt
 d

iff
er

en
t 

ki
nd

s 
of

 w
ri

ti
ng

. 
T

hi
s 

m
ig

ht
 b

e
ac

hi
ev

ed
, f

or
 e

xa
m

pl
e,

 b
y 

di
vi

di
ng

 a
 s

ci
en

ti
fi

c 
re

po
rt

 in
to

 ‘r
ev

ie
w

’, 
‘d

es
cr

ip
ti

on
’ a

nd
 ‘d

is
cu

s-
si

on
’. 

If
 tw

o 
or

 th
re

e 
te

xt
s 

ar
e 

us
ed

 th
er

e 
m

ay
 b

e 
a 

th
em

at
ic

 li
nk

 b
et

w
ee

n 
th

em
, b

ut
 n

ot
 a

t t
he

co
st

 o
f 

bi
as

in
g 

th
e 

te
st

 in
 f

av
ou

r 
of

 o
ne

 a
ca

de
m

ic
 o

r 
vo

ca
ti

on
al

 a
re

a,
 n

or
 a

t 
th

e 
co

st
 o

f 
ot

he
r

te
st

 d
es

ig
n 

is
su

es
, f

or
 e

xa
m

pl
e 

B
an

d 
L

ev
el

s,
 it

em
 ty

pe
s 

et
c.

T
he

 te
xt

s 
us

ed
 a

nd
 th

ei
r 

to
pi

cs
 s

ho
ul

d 
be

 s
ci

en
ti

fi
c 

bu
t ‘

ne
ut

ra
l’;

 th
ey

 s
ho

ul
d 

no
t b

e 
hi

gh
ly

di
sc

ip
lin

e 
sp

ec
ifi

c 
no

r 
bi

as
ed

 f
or

 o
r 

ag
ai

ns
t 

an
y 

of
 t

he
 d

is
ci

pl
in

e 
ar

ea
s 

co
ve

re
d 

by
 t

he
 t

es
t.

T
ex

ts
 fr

om
 th

e 
m

or
e 

se
ri

ou
s,

 sc
ie

nt
ifi

c 
jo

ur
na

ls
 d

ir
ec

te
d 

at
 th

e 
ge

ne
ra

l p
ub

lic
 a

re
 m

or
e 

lik
el

y 
to

be
 s

ui
ta

bl
e 

th
an

 t
ho

se
 f

ro
m

 p
op

ul
ar

 n
ew

sp
ap

er
s.

 U
nd

er
st

an
di

ng
 o

f 
th

e 
te

xt
s 

sh
ou

ld
 n

ot
de

pe
nd

 o
n 

kn
ow

le
dg

e 
of

 a
ny

 p
ar

ti
cu

la
r 

br
an

ch
 o

f 
sc

ie
nc

e 
be

yo
nd

 t
ha

t 
w

hi
ch

 m
ig

ht
 b

e
ex

pe
ct

ed
 o

f 
a 

ca
nd

id
at

e 
en

te
ri

ng
 a

ny
 o

f 
th

e 
su

bj
ec

t 
ar

ea
s 

lis
te

d.
 T

he
 t

ex
ts

 s
ho

ul
d 

de
al

 w
it

h
is

su
es

 w
hi

ch
 a

re
 in

te
re

st
in

g,
 r

ec
og

ni
sa

bl
y 

ap
pr

op
ri

at
e 

an
d 

ac
ce

ss
ib

le
 t

o 
ca

nd
id

at
es

 e
nt

er
in

g
th

e 
P

hy
si

ca
l S

ci
en

ce
s 

an
d 

T
ec

hn
ol

og
y,

 a
nd

 a
t a

 le
ve

l o
f s

op
hi

st
ic

at
io

n 
ap

pr
op

ri
at

e 
fo

r 
un

de
r-

gr
ad

ua
te

 s
tu

de
nt

s.
 I

te
m

 w
ri

te
rs

 s
ho

ul
d 

co
ns

id
er

 w
he

th
er

 a
 b
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to

 b
e 

w
ri

tt
en

 in
 a

 s
pa

ce
 p

ro
vi

de
d.

B
.

W
R

IT
IN

G
T

he
re

 s
ho

ul
d 

be
 a

t l
ea

st
 2

 d
iff

er
en

t p
ie

ce
s 

of
 w

ri
ti

ng
, e

ac
h 

of
 w

hi
ch

 s
ho

ul
d 

be
 lo

ng
 e

no
ug

h
to

 p
ro

vi
de

 s
uffi

ci
en

t i
nf

or
m

at
io

n 
fo

r 
th

e 
an

sw
er

 to
 b

e 
as

si
gn

ed
 to

 a
 B

an
d 

L
ev

el
. A

lt
ho

ug
h 

th
e

(i
v)

di
sc

us
si

on
 a

nd
 a

rg
um

en
t 

pr
es

en
ti

ng
 t

he
 in

te
rp

re
ta

ti
on

s,
vi

ew
s 

an
d 

op
in

io
n 

of
 t

he
 a

ut
ho

r 
or

 o
th

er
s

(v
)

sp
ec

ul
at

iv
e 

di
sc

us
si

on
s 

of
 is

su
es

A
t l

ea
st

 o
ne

 te
xt

 s
ho

ul
d 

co
nt

ai
n 

de
ta

ile
d 

lo
gi

ca
l a

rg
um

en
t a

nd
/o

r 
te

xt
-e

m
be

dd
ed

 d
efi

ni
ti

on
s,

an
d 

at
 le

as
t o

ne
 s

ho
ul

d 
co

nt
ai

n 
no

n-
ve

rb
al

 m
at

er
ia

ls
 s

uc
h 

as
 d

ia
gr

am
s,

 g
ra

ph
s,

 ta
bl

es
, m

at
he

-
m

at
ic

al
 f

or
m

ul
ae

 o
r 

ill
us

tr
at

io
ns

. 
T

ex
ts

 m
us

t 
be

 r
ea

lis
ti

c 
an

d 
in

 m
od

er
n 

E
ng

lis
h 

an
d 

m
us

t
ap

pe
ar

 to
 th

e 
au

th
en

ti
c,

 e
ve

n 
if

 th
e 

or
ig

in
al

 te
xt

s 
ha

ve
 b

ee
n 

m
od

ifi
ed

 o
r 

ne
w

 te
xt

s 
co

ns
tr

uc
te

d
fo

r 
th

e 
te

st
.

C
ou

rs
e

te
xt

bo
ok

sa
re

un
su

it
ab

le
be

ca
us

e
th

ey
ar

e
lik

el
y

to
be

to
o

fi
el

d
sp

ec
ifi

c.
It

em
 w

ri
te

rs
 m

us
t s

ub
m

it
 th

ei
r 

te
xt

s 
to

 th
e 

In
te

rn
at

io
na

l E
di

ti
ng

 C
om

m
it

te
e 

fo
r 

ap
pr

ov
al

be
fo

re
 p

ro
ce

ed
in

g 
to

 w
ri

te
 it

em
s 

on
 th

em
.

c)
L

en
gt

h
2,

50
0 

to
 3

,0
00

 w
or

ds
 in

 to
ta

l, 
de

pe
nd

in
g 

on
 th

e 
nu

m
be

r o
f fi

gu
re

s a
nd

 d
ia

gr
am

s e
m

be
dd

ed
in

 th
e 

te
xt

.

d)
C

ul
tu

ra
l a

pp
ro

pr
ia

cy
C

ar
e 

sh
ou

ld
 b

e 
ta

ke
n 

to
 m

ak
e 

su
re

 th
at

 th
e 

te
st

 is
 e

qu
al

ly
 a

pp
ro

pr
ia

te
 fo

r 
st

ud
en

ts
 c

om
in

g
to

 A
us

tr
al

ia
, B

ri
ta

in
 o

r 
C

an
ad

a.
 F

or
 e

xa
m

pl
e,

 if
 o

ne
 p

ar
t 

of
 t

he
 t

es
t 

co
nt

ai
ns

 r
ef

er
en

ce
s 

to
 a

B
ri

ti
sh

 t
ow

n,
 t

hi
s 

sh
ou

ld
 b

e 
off

se
t,

 w
he

re
 p

os
si

bl
e,

 b
y 

re
fe

re
nc

es
 t

o 
A

us
tr

al
ia

n 
or

 C
an

ad
ia

n
pl

ac
e 

na
m

es
 in

 o
th

er
 se

ct
io

ns
. T

he
 te

st
 sh

ou
ld

 n
ot

 a
ss

um
e 

co
un

tr
y 

sp
ec

ifi
c 

cu
lt

ur
al

 k
no

w
le

dg
e,

e.
g.

 c
ar

to
on

s,
 c

us
to

m
s 

su
ch

 a
s 

ti
m

es
 o

f 
po

st
al

 d
el

iv
er

ie
s,

 t
er

m
s 

su
ch

 a
s 

‘c
oo

ke
r’

 o
r 

‘h
ob

’, 
or

co
llo

qu
ia

lis
m

s.
T

he
 m

at
er

ia
ls

 m
us

t n
ot

 b
e 

cu
lt

ur
al

ly
 o

ff
en

si
ve

. F
or

 e
xa

m
pl

e,
 n

ud
it

y 
or

 s
em

i-
nu

di
ty

 s
ho

ul
d

no
t b

e 
po

rt
ra

ye
d,

 a
nd

 to
pi

cs
 li

ke
ly

 to
 b

e 
co

ns
id

er
ed

 o
ff

en
si

ve
 o

n 
re

lig
io

us
, p

ol
it

ic
al

 o
r 

cu
lt

ur
al

gr
ou

nd
s 

(f
or

 e
xa

m
pl

e 
co

nt
ra

ce
pt

io
n)

 s
ho

ul
d 

be
 a

vo
id

ed
. U

nn
ec

es
sa

ry
 u

se
 o

f 
ge

nd
er

 d
is

ti
nc

-
ti

on
 s

ho
ul

d 
be

 a
vo

id
ed

, a
s 

sh
ou

ld
 u

nn
ec

es
sa

ri
ly

 d
is

tr
es

si
ng

 s
ub

je
ct

s.
 T

he
 m

at
er

ia
ls

 m
us

t m
ee

t
pu

bl
is

he
d 

in
te

rn
at

io
na

l g
ui

de
lin

es
 a

nd
 s

ta
nd

ar
ds

 fo
r 

no
n 

se
xi

st
 la

ng
ua

ge
 fo

r 
th

e 
av

oi
da

nc
e 

of
et

hn
ic

 b
ia

s.
 T

ex
ts

 w
hi

ch
 d

o 
no

t c
on

fo
rm

 to
 th

es
e 

gu
id

el
in

es
 a

nd
 st

an
da

rd
s m

us
t b

e 
m

od
ifi

ed
 to

do
 s

o.

B
.

W
R

IT
IN

G

a)
L

ev
el

W
he

re
 c

om
pl

et
io

n 
of

 th
e 

w
ri

ti
ng

 ta
sk

 d
ep

en
ds

 o
n 

re
ad

in
g,

 th
e 

re
ad

in
g 

sh
ou

ld
 n

ot
 r

eq
ui

re
pr

ofi
ci

en
cy

 g
re

at
er

 th
an

 B
an

d 
5.

b)
T

ex
ts

St
im

ul
us

 m
at

er
ia

ls
 m

ay
 b

e 
te

xt
ua

l, 
di

ag
ra

m
m

at
ic

, g
ra

ph
ic

 o
r 

ph
ot

og
ra

ph
ic

. G
ra

ph
s 

an
d

ta
bl

es
 sh

ou
ld

 b
e 

si
m

pl
e 

to
 in

te
rp

re
t a

nd
 b

e 
fu

lly
 la

be
lle

d.
 T

ex
ts

 m
us

t b
e 

re
al

is
ti

c 
an

d 
in

 m
od

er
n

E
ng

lis
h,

 b
ut

 m
ay

 b
e 

au
th

en
ti

c,
 m

od
ifi

ed
 o

r 
co

ns
tr

uc
te

d.
C

an
di

da
te

s 
m

ay
 a

ls
o 

be
 a

sk
ed

 to
 d

ra
w

 o
n 

pe
rs

on
al

 e
xp

er
ie

nc
e.

c)
L

en
gt

h
T

he
 t

im
e 

re
qu

ir
ed

 t
o 

un
de

rs
ta

nd
 s

ti
m

ul
us

 m
at

er
ia

l 
sh

ou
ld

 b
e 

su
ch

 a
s 

no
t 

to
 r

ed
uc

e 
th

e
ac

tu
al

 w
ri

ti
ng

 ti
m

e 
be

lo
w

 th
ir

ty
 m

in
ut

es
.

d)
C

ul
tu

ra
l a

pp
ro

pr
ia

cy
C

ar
e 

sh
ou

ld
 b

e 
ta

ke
n 

to
 m

ak
e 

su
re

 th
at

 th
e 

te
st

 is
 e

qu
al

ly
 a

pp
ro

pr
ia

te
 fo

r 
st

ud
en

ts
 c

om
in

g
to

 A
us

tr
al

ia
, B

ri
ta

in
 o

r 
C

an
ad

a.
 F

or
 e

xa
m

pl
e,

 if
 o

ne
 p

ar
t 

of
 t

he
 t

es
t 

co
nt

ai
ns

 r
ef

er
en

ce
s 

to
 a

B
ri

ti
sh

 t
ow

n,
 t

hi
s 

sh
ou

ld
 b

e 
off

se
t,

 w
he

re
 p

os
si

bl
e,

 b
y 

re
fe

re
nc

es
 t

o 
A

us
tr

al
ia

n 
or

 C
an

ad
ia

n
pl

ac
e 

na
m

es
 in

 o
th

er
 se

ct
io

ns
. T

he
 te

st
 sh

ou
ld

 n
ot

 a
ss

um
e 

co
un

tr
y 

sp
ec

ifi
c 

cu
lt

ur
al

 k
no

w
le

dg
e,

e.
g.

 c
ar

to
on

s,
 c

us
to

m
s s

uc
h 

as
 ti

m
es

 o
f p

os
ta

l d
el

iv
er

ie
s,

 te
rm

s s
uc

h 
as

 ‘c
oo

ke
r’

 o
r ‘

ho
b’

 o
r c

ol
-

lo
qu

ia
lis

m
s.

T
he

 m
at

er
ia

ls
 m

us
t n

ot
 b

e 
cu

lt
ur

al
ly

 o
ff

en
si

ve
. F

or
 e

xa
m

pl
e,

 n
ud

it
y 

or
 s

em
i-

nu
di

ty
 s

ho
ul

d
no

t b
e 

po
rt

ra
ye

d,
 a

nd
 to

pi
cs

 li
ke

ly
 to

 b
e 

co
ns

id
er

ed
 o

ff
en

si
ve

 o
n 

re
lig

io
us

, p
ol

it
ic

al
 o

r 
cu

lt
ur

al
gr

ou
nd

s 
(f

or
 e

xa
m

pl
e 

co
nt

ra
ce

pt
io

n)
 s

ho
ul

d 
be

 a
vo

id
ed

. U
nn

ec
es

sa
ry

 u
se

 o
f 

ge
nd

er
 d

is
ti

nc
-

ti
on

 s
ho

ul
d 

be
 a

vo
id

ed
, a

s 
sh

ou
ld

 u
nn

ec
es

sa
ri

ly
 d

is
tr

es
si

ng
 s

ub
je

ct
s.
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ELTS Revision – Specifications for M

b)
St

ru
ct

ur
e

T
he

 r
ea

di
ng

 p
as

sa
ge

s 
w

ill
 b

e 
se

qu
en

ce
d 

in
 o

rd
er

 o
f 

in
cr

ea
si

ng
 l

ev
el

 o
f 

re
ad

in
g 

ab
ili

ty
re

qu
ir

ed
 a

nd
 w

he
re

 t
he

 w
ri

ti
ng

 t
as

k 
is

 d
ep

en
de

nt
 o

n 
th

e 
re

ad
in

g 
m

at
er

ia
ls

 i
t 

sh
ou

ld
 f

ol
lo

w
di

re
ct

ly
 a

ft
er

 th
em

.
Q

ue
st

io
ns

 o
n 

th
e 

re
ad

in
g 

pa
ss

ag
es

 s
ho

ul
d 

pr
ec

ed
e 

th
e 

ap
pr

op
ri

at
e 

te
xt

s.

c)
F

or
m

at

(i
)

T
he

re
 w

ill
 b

e 
a 

co
m

bi
ne

d 
qu

es
ti

on
 a

nd
 a

ns
w

er
 b

oo
kl

et
.

(i
i)

D
ue

 a
tt

en
ti

on
 s

ho
ul

d 
be

 p
ai

d 
to

 e
as

e 
of

 c
om

pl
et

io
n 

an
d 

ec
on

om
y 

of
 m

ar
ki

ng
.

(i
ii)

T
he

bo
ok

le
t

sh
ou

ld
in

cl
ud

e
a

se
t

nu
m

be
r

of
lin

es
fo

r
th

e
w

ri
ti

ng
ta

sk
s.

T
he

re
sh

ou
ld

be
ad

eq
ua

te
lin

es
fo

r
th

e
di

ff
er

en
t

ta
sk

s,
an

d
th

es
e

sh
ou

ld
be

in
di

ca
ti

ve
of

th
e

le
ng

th
re

qu
ir

ed
.A

w
id

e
m

ar
gi

n
sh

ou
ld

be
pr

ov
id

ed
an

d
th

er
e

sh
ou

ld
be

a
bl

an
k

pa
ge

fo
r

no
te

s.
(i

v)
C

le
ri

ca
lly

 m
ar

ka
bl

e 
an

sw
er

s,
 in

cl
ud

in
g 

op
en

 e
nd

ed
 a

ns
w

er
s,

 m
us

t 
be

 e
nt

er
ed

 in
 a

co
lu

m
n 

on
 t

he
 r

ig
ht

 h
an

d 
si

de
 o

f 
th

e 
pa

ge
.

(v
)

L
in

es
 o

f 
un

if
or

m
 le

ng
th

 s
ho

ul
d 

be
 u

se
d 

to
 m

ar
k 

ga
ps

 in
 g

ap
 fi

lli
ng

 t
as

ks
. T

he
an

sw
er

s 
sh

ou
ld

 b
e 

en
te

re
d 

in
 a

 c
ol

um
n 

on
 t

he
 r

ig
ht

 h
an

d 
si

de
 o

f 
th

e 
pa

ge
.

(v
i)

F
or

 m
ul

ti
pl

e 
ch

oi
ce

 g
ap

 fi
lli

ng
 it

em
s,

 a
lt

er
na

ti
ve

s 
sh

ou
ld

 b
e 

se
t 

ou
t 

in
 2

 b
y 

2 
bl

oc
ks

w
it

hi
n 

th
e 

te
xt

 a
s 

in
 t

he
 f

ol
lo

w
in

g 
ex

am
pl

e:

A
.

C
.

B
.

D
.

T
he

 a
ns

w
er

s 
sh

ou
ld

 b
e 

en
te

re
d 

in
 a

 c
ol

um
n 

on
 th

e 
ri

gh
t h

an
d 

si
de

 o
f t

he
 p

ag
e.

(v
ii)

A
ll 

an
sw

er
s 

m
us

t 
be

 w
ri

tt
en

 in
 b

la
ck

 in
k.

d)
A

dm
in

is
tr

at
io

n
N

or
m

al
 a

dm
in

is
tr

at
iv

e 
pr

oc
ed

ur
es

 w
ill

 b
e 

ou
tl

in
ed

 in
 t

he
 a

dm
in

is
tr

at
or

s’
 m

an
ua

l. 
W

he
n

te
st

 it
em

 ty
pe

s 
re

qu
ir

in
g 

sp
ec

ia
l a

dm
in

is
tr

at
iv

e 
pr

oc
ed

ur
es

 a
re

 u
se

d,
 it

em
 w

ri
te

rs
 m

us
t o

ut
lin

e
th

os
e 

pr
oc

ed
ur

es
 fo

r 
th

e 
In

te
rn

at
io

na
l E

di
ti

ng
 C

om
m

it
te

e.
It

em
 w

ri
te

rs
 m

ay
 p

ro
po

se
 a

lt
er

na
ti

ve
 t

es
t 

it
em

s 
to

 t
ho

se
 in

cl
ud

ed
 in

 t
he

se
 s

pe
ci

fi
ca

ti
on

s,
bu

t 
th

es
e 

m
us

t 
be

 a
pp

ro
ve

d 
by

 t
he

 I
nt

er
na

ti
on

al
 E

di
ti

ng
 C

om
m

it
te

e;
 t

he
 o

nu
s 

is
 o

n 
th

e 
it

em
w

ri
te

r 
to

 s
ho

w
 th

at
 th

e 
ne

w
 ty

pe
 o

f i
te

m
 is

 n
ot

 li
ke

ly
 to

 a
lt

er
 th

e 
pa

ra
lle

l p
ro

pe
rt

ie
s 

of
 th

e 
te

st
.

A
P

P
E

N
D

IX

D
R

A
F

T
 B

A
N

D
 S

C
A

L
E

 F
O

R
 R

E
A

D
IN

G

9
E

X
P

E
R

T
 R

E
A

D
E

R
: 

R
ea

di
ng

 a
bi

lit
y 

is
 c

om
pa

ra
bl

e 
to

 t
ha

t 
of

 a
 s

im
ila

rl
y 

ed
uc

at
ed

na
ti

ve
 s

pe
ak

er
 in

 a
ll 

fe
at

ur
es

.

8
V

E
R

Y
 G

O
O

D
 R

E
A

D
E

R
: 

H
as

 n
ea

r 
na

ti
ve

 li
ke

 fa
ci

lit
y,

 a
nd

 is
 a

bl
e 

to
 r

ea
d 

al
l s

ty
le

s 
an

d
fo

rm
s 

of
 t

he
 l

an
gu

ag
e 

re
le

va
nt

 t
o 

ow
n 

pe
rs

on
al

 s
oc

ia
l 

an
d 

ac
ad

em
ic

 o
r 

vo
ca

ti
on

al
 n

ee
ds

.
R

ea
ds

 r
ea

di
ly

 a
ll 

m
at

er
ia

l 
in

 o
w

n 
fi

el
d 

an
d,

 w
it

h 
on

ly
 o

cc
as

io
na

l 
us

e 
of

 a
 d

ic
ti

on
ar

y,
 o

th
er

m
at

er
ia

l d
ir

ec
te

d 
at

 t
he

 g
en

er
al

 p
ub

lic
. D

iff
er

en
t 

su
bj

ec
t 

m
at

te
rs

 a
nd

 d
iff

er
en

t 
re

gi
st

er
s 

ra
re

ly
im

pe
de

 c
om

pr
eh

en
si

on
. C

om
pr

eh
en

ds
 c

om
pl

ex
 a

rg
um

en
ta

ti
on

 a
nd

 d
et

ai
le

d 
m

ea
ni

ng
 t

ho
ug

h
su

bt
le

 c
ul

tu
ra

l 
al

lu
si

on
s,

 a
nd

 s
om

e 
in

nu
en

do
 a

nd
 i

m
pl

ic
at

io
ns

 m
ay

 s
om

et
im

es
 b

e 
m

is
se

d.
G

en
er

al
ly

 c
om

pr
eh

en
ds

 a
nd

 r
es

po
nd

s 
to

 c
om

pl
ex

 p
ro

se
, r

eg
is

te
r 

va
ri

at
io

ns
 a

nd
 th

e 
di

ff
er

en
ce

be
tw

ee
n 

fa
ct

, o
pi

ni
on

, a
tt

it
ud

es
, v

al
ue

s 
an

d 
ju

dg
em

en
ts

.

7
G

O
O

D
 R

E
A

D
E

R
: 

Is
 a

bl
e 

to
 r

ea
d 

fo
r 

m
os

t p
ra

ct
ic

al
 p

ur
po

se
s.

 R
ea

ds
 w

it
h 

ea
se

 o
n 

m
os

t
m

at
te

rs
 r

el
ev

an
t t

o 
ow

n 
ne

ed
s 

w
it

h 
on

ly
 o

cc
as

io
na

l i
nt

er
fe

re
nc
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APPENDIX 11.1

Proposed Structure of IELTS Tests,
1989

Proposed structure of IELTS in 1987 (adapted from Alderson and Clapham
1992:19, and Clapham and Alderson 1997:1–2)

The table below shows the structure of IELTS which was originally proposed
in 1987. All candidates were to take the General (G) subtest components –
Grammar, Listening and Oral Interaction/Speaking – regardless of their
future course of study; candidates would take different Modular (M) subtests
for Reading and Writing according to either their future university course or
their other reasons for taking the test. 

Four M1/M2 Reading and Writing modules were envisaged. Three were
to be based on the broad academic subject areas of: Arts and Social Science
(ASS) – later renamed as Business Studies and Social Science (BSS); Life
and Medical Sciences (LMS); and Physical Science and Technology (PST).
Intending university students would take the module closest to their future
field of study, and Reading and Writing would be integrated so that the
Writing component would depend to some extent upon passages used in
the Reading subtest. A fourth non-academic Reading and Writing
module, General Training, would be taken by two groups of candidates:
those intending to progress to pre-university courses or training courses,
and those planning to use their English for non-educational purposes.

Subtest Timing Administration Marking

General (G) components
G1 Grammar 45 minutes Clerical Clerical

(lexis and 
structure)

G2 Listening 30 minute tape Clerical Clerical
G3 Oral 11–15 minute Trained ELT specialist/ Trained rater (ELT 

Interaction/ interview Trained non-ELT specialist) at local centre 
Speaking specialist or UCLES

Modular (M) components
M1 Reading 55 minutes Clerical Clerical
M2 Writing 45 minutes Clerical Trained rater (ELT 

specialist) at local centre 
or UCLES
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Structure of IELTS in 1989 (adapted from Alderson and Clapham 1992:19,
and Clapham and Alderson 1997:1–2)

Following trialling and data analysis of subtests, some modifications were
made to the original 1987 design. The G1 Grammar component was
removed as results showed it to correlate highly with results for the test as a
whole and was superfluous to requirements. In addition, it was decided to
train ELT specialists as examiners to administer and rate the Oral
Interaction component and to have all rating of candidates’ speaking and
writing performance done locally at the test centre rather than centrally at
UCLES. The final structure of IELTS in 1989 is shown below.

Subtest Timing Administration Marking

General (G) components
Listening 30 minute tape Clerical Clerical
Oral Interaction/ 11–15 minute Trained ELT specialist Trained rater (ELT 

Speaking interview specialist) at local centre 
Modular (M) components

Reading 55 minutes Clerical Clerical
Writing 45 minutes Clerical Trained rater (ELT 

specialist) at local centre
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An Introduction to IELTS, 1989
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IELTS User Handbook, 1989



IELTS User Handbook

373



374

Appendix 12.2



375

IELTS User Handbook



376

Appendix 12.2



377

IELTS User Handbook



378

Appendix 12.2



379

IELTS User Handbook



380

Appendix 12.2



381

APPENDIX 12.3

Versions of IELTS, 1989

Module A (Academic) – Physical Sciences and Technology – Reading and
Writing

Module A – Answer Key

Module B (Academic) – Life and Medical Sciences – Reading and Writing

Module B – Answer Key

Module C (Academic) – Arts and Social Sciences – Reading and Writing

Module C – Answer Key

General Training Module – Reading and Writing 

General Training – Answer Key

Listening Module

Listening – Answer Key

Speaking Test – Phase 3 – Candidate’s Cue Card and Interviewer’s Task
Sheet

Examiner’s Mark Sheet for Writing (Modules A, B and C; General Training)

CV Form and Assessment Sheet for Speaking Test
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Module A – Physical Sciences and Technology
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Module A – Physical Sciences and Technology
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Module A – Answer Key
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Module B – Life and Medical Sciences
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Module B – Life and Medical Sciences
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Module B – Life and Medical Sciences
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Module B – Answer Key
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Module C – Arts and Social Sciences
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413



Appendix 12.3

414



Module C – Arts and Social Sciences
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Module C – Answer Key
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Module C – Answer Key
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