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ABSTRACT 

The notion that tests have a strong influence on teaching and learning is referred 

to as 'washback' or 'backwash'. Questioning the assumption that washback occurs 

automatically, without the basis of empirical research, studies have been conducted in 

various contexts of English teaching and learning. No research, however, on the 

washback effect of tests within the Korean English as a Foreign Language (EFL) context 

has been carried out. The present study was designed to examine the washback effect of 

the College Scholastic Ability Test (CSAT), a university entrance exam, on EFL teaching 

and leaming in Korean secondary schools. 

This study first investigates the relationships among the curriculum, the school 

textbooks, and the CSAT - (1) the relationship between the curriculum and the textbooks 

and (2) the relationship between the curriculum and the CSAT. Second, this study 

examines if a washback effect from the CSAT exists. This study further discems the 

nature ofwashback and the variable(s) influenced by the washback effect. The results 

indicate that the curriculum corresponds to the textbooks, while the CSAT does not 

represent the curriculum, and that there is a negative washback effect of the CSAT on 

EFL teaching and learning. The variable(s) influenced by the washback effect are 

negative attitudes that the participants of the study have toward the test. 
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RÉSUMÉ 

Le concept de 'washback' ou 'backwash' réfère à l'influence qu'ont les examens 

sur ll' enseignement et sur l'apprentissage. En remettant en question la présumée 

manifestation automatique du 'washback' et du peu de support empirique, quelques 

études ont été menées en contexte d'enseignement et d'apprentissage de l'anglais langue 

étrangère (ALÉ). Toutefois, en Corée, aucune recherche n'a été effectuée pour 

investiguer les effets du 'washback' sur l'ALÉ. Cette étude a été conçue afin d'examiner 

le 'washback' du test d'habiletés du collège Scholastic (CSAT) ; un examen d'entrée à 

l'université sur l'enseignement et l'apprentissage de l'ALÉ dans les écoles secondaires 

coréennes. 

Cette étude fait d'abord l'investigation des relations entre le programme, les 

manuels scolaire et le CSAT - (1) la relation entre le programme et les manuels scolaires 

- (2) la relation entre le programme et le CSAT. Ensuite, cette étude examine 

le 'washback' du CSAT sur l'enseignement et l'apprentissage. Elle détermine la nature 

du 'washback' ainsi que les variables qui l'influencent. Les résultats démontrent que le 

programme correspond aux manuels scolaires, toutefois ils démontrent aussi que le 

CSAT ne serait pas représentatif du programme enseigné. L'enseignement et 

l'apprentissage de l'ALÉ sont influencés négativement par le CSAT. Selon les résultats, 

il apparaît que les variables influencées par le 'washback' sont les attitudes négatives des 

participants envers l'examen (CSAT) 
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CHAPTER 1. INTRODUCTION 

Testing has been used for decades, but concem about its influence has recently 

increased. With this increased concem, the influence of tests has been officially termed 

as 'washback' or 'backwash' (Biggs, 1995), and used as a synonym for 'impact' in the 

field of language testing. Washback appears a concem in education in general. This 

thesis, however, will focus on washback specifically in language education. 

As a former English as Foreign Language (EFL) teacher, l am concemed about 

and interested in the influence of tests, as there appears to be tests in every educational 

context, and more globally, in every society. Just a few examples are placement tests for 

conversation courses, matriculation tests in educational contexts and job interview tests 

in the working place. 

Shohamy (1993) stresses the consequences that tests embody, describing tests as 

powerful "devices for controlling and manipulating educational systems" (p. 2). On the 

other hand, Madaus (1988) divides tests into two types in the light of whether tests have 

power: high-stakes and low-stakes tests. The former is defined as "those whose results 

are seen - rightly or wrongly - by students, teachers, administrators, parents, or the 

general public, as being used to make important decisions that immediately and directly 

affect them" (p. 87). And the latter, a low-stakes test is described as "one which is 

perceived as not having important rewards or sanctions tied directly to test performance" 

(p. 88). 

With reference to the influence of these two types oftests, high-stakes and low­

stakes, it is common to assert that high-stakes tests have a major impact on teaching and 

leaming and low-stakes tests create no or little effect in teaching and learning. Sorne 

researchers have questioned the assertion that washback is assumed to just occur 



automatically, or is believed to exist without any evidence based on empirical research. 

They have conducted research concerning washback in various contexts of teaching and 

learning over the world. 

For example, Shohamy (1993) carried out a washback study in an Israeli context, 

Watanabe (1996) focused on the context of Japanese EFL, Cheng (1997) conducted 

research within the context of secondary school exams in Hong Kong, and Turner 

(2001 b) is presentl y researching the impact of provincial English as a Second Language 

(ESL) exams at the secondary level in Quebec, Canada. However, no empirical research 

on the washback effect of tests within the Korean EFL context has been reported on, to 

date. Furthermore, very little consideration about the washback effect has been taken 

into account in the area of testing and evaluation in second language education in South 

Korea. 1 am thus motivated to conduct empirical research on washback within the 

context of South Korea. 

l, as a researcher, began my research by raising questions about the existence of 

washback, 'ls it true that every test has a washback effect on teaching and learning in 

South Korea?', 'How can we be so sure that tests have power over the educational 

system in South Korea?', 'How can we prove it?, and 'ls there any evidence that we can 

provide?'. Then, l narrowed down the tests to a particular test, the CSAT (the College 

Scholastic Ability Test) and examined the existence of a washback effect of the test on 

secondary schools in South Korea. 

Chapter 1 presents an introduction to the present study. Chapter 2 discusses a 

review of the literature on washback studies. 1 compile the definitions and nature of 

washback commonly mentioned in the literature to verify its concept. Although various 

concepts ofwashback have been established, the term 'washback' still remains very 

complex. 1 discuss the relationship between testing and teaching/learning presented in 

2 



the literature, since washback studies look at the relationship between them. l then 

review the literature on empirical washback studies. 

3 

Chapter 3 deals with the research questions and the methodology of the present 

study. To examine the washback effect of the CSAT, it is necessary to first look at the 

relationships between the test and teachingllearning. Chapter 4 thus analyzes and 

compares the CSAT, the curriculum, and the textbooks. l de scribe the curriculum and the 

textbooks, and compare them in order to investigate the relationship between them. 

Then, l analyze the CSAT and compare the curriculum and the CSAT in order to examine 

the relationship between the two. 

Chapter 5 examines, through questionnaires and interviews, whether there is a 

washback effect from the CSAT. l first present the results from the questionnaires and 

interviews. l then discuss the results of Chapter 4 and 5 in order to answer the research 

questions raised in Chapter 3. Finally, Chapter 6 concludes the findings of the study 

along with the implications of the study and suggestions for further research. 



CHAPTER 2. REVIEW OF THE LITERATURE 

THE DEFINITIONS OF WASHBACK 

The term 'washback' is frequently referred to as "the effects oftests on teaching 

and learning" (Wall, 1997, p. 291). There are many ways to define 'washback' ranging 

from a narrow view to a much broader one. According to the arguments made by 

Bachman and Palmer (1996), the washback effect of tests operates at two levels: the 

micro level, which means the effect of tests on teachers and individual students in 

classroom settings, and the macro level, which refers to the effect of tests on the 

educational system and society as a whole. 

Buck (1988) outlines 'washback' on the micro level. He describes it as the effect 

of a test on what teachers and students do in classrooms. Pearson (1988) examines the 

micro view of teaching and learning that might be influenced by examinations. He 

points out that public examinations affect the attitudes, behaviors, and motivation of 

teachers, students, and parents. 

Alderson and Wall (1993) also restrict the use of the term 'washback' to 

classroom behavior of teachers and students and explain that "tests are held to be 

powerful determiners of what happens in classrooms" (p. 117). Messik (1996) 

paraphrases the concept ofwashback, proposed by Alderson and Wall (1993), as "the 

extent to which the introduction and use of a test influence language teachers and 

learners to do things they would not otherwise do that promote or inhibit language 

learning" (p. 241) 

Pierce (1992), on the other hand, uses the term 'washback' on the macro level to 

indicate "the impact of a test on classroom pedagogy, curriculum development, and 

4 
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educational policy" (p. 687). Cohen (1994) also views the macro aspects ofwashback 

with regard to "how assessment instruments affect educational practices and be1iefs" (p. 

41). 

However, the following comments on the term, 'washback' coyer both the micro 

level and the macro lev el. Biggs (1995) uses the term, 'washback' to indicate that testing 

drives not only curriculum, but also teaching methods and students' approaches to 

learning. Shohamy, Donita-Schmidt, and Ferman (1996) explain that "the power and 

authority of tests enable policy-makers to use them as effective tools for controlling 

educational systems and prescribing the behavior of those who are affected by their 

results - administrators, teachers, and students" (p. 299). Cheng (1997, 1999) defines 

washback as an intended direction and function of curriculum change by means of a 

change of public examinations on aspects of teaching and learning. 

In general, Bailey (1996) outlines the definition ofwashback as follows: 

1) washback is defined as the influence of testing on teaching and learning; 

2) it is widely held to exist and to be important; but 

3) relative1y little empirical research has been done to document its exact nature 

or mechanisms by which it works (p. 259) 

In the present study, washback is defined as the effect of tests on teaching and 

learning in c1assroom settings, which focuses on the meaning of washback at the micro 

level. 

THE NATURE OF WASHBACK 

The nature of washback is divided into two categories: negative and positive. 

Negative washback is commonly described as the phenomenon in which teachers drop 

curriculum and teach toward tests. To explain situations of negative washback, Wall 



(1997) describes 'principles' that Madaus (1988) presents about the impact oftesting as 

follows: 

The power of tests is a perceptual phenomenon, the higher the stakes attached to a 

test the more it will distort the teaching process, past exam papers eventually 

become the teaching curriculum, teachers adjust their teaching to fit the form of 

exam questions, test results become the major goal of schooling, and the agencies 

which set or control examinations eventually assume control over the curriculum 

(p. 292). 

Fish (1988) discovers that "teachers reacted negatively to pressure created by 

public displays of classroom scores" (as cited in Cheng, 2000, p. 9). Buck (1992) 

expresses his opinion about the negative effects of tests on teaching when he states that 

6 

"it seems likely that translation tests could have very negative washback indeed, and lead 

to activities which would not be beneficial to second language learners" (p. 141; as cited 

in Watanabe, 1996, p. 319). However, his opinion is criticized as mere self-report 

without results of systemic empirical research (see Watanabe, 1996). Smith (1991) also 

points out that high-stakes testing has an influence on teachers both directly and 

negatively. In order to explain 'negative washback', Alderson and Wall (1993) cite 

Vernon's (1956, p. 166) comment that teachers tend to ignore subjects and activities 

which are not directly related to passing the exam so that "examinations distort the 

curriculum" (p. 115). 

On the other hand, sorne researchers view washback in a positive way and believe 

that it is desirable in that it can bring about beneficial changes in language teaching 

through changing examinations (Morris, 1972; Davies, 1985; Swain, 1985; Alderson, 

1986; Pearson, 1988; Crooks, 1988). Morris (1972) considers that examinations are 

necessary to ensure the implementation of new curricula. Davies (1985) takes the view 

that a good test should be "an obedient servant of teaching; and this is especially true in 



the case of achievement testing" (as cited in Cheng, 2000, p. 9). Swain (1985) 

recommends that those who design tests 'work for washback', while Alderson (1986) 

daims that curriculum innovations should be encouraged through innovations in 

language testing. Pearson (1988) considers that 

good tests will be more or less directly usable as teaching-Ieaming activities. 

Similarly, good teaching-Ieaming tasks will be more or less directly usable for 

testing purposes, even though practical or financial constraints limit the 

possibilities (p. 107; cited in Alderson & Wall, 1993). 

Crooks (1988) discusses the influence that evaluation activities in dass can have 

on students, proposing possible situations in that testing can have a positive effect on 

them as follows: 

Teachers stress the need for 'deep leaming' rather than 'surface leaming', use 

evaluation to assist students rather than to judge them, use feedback to focus 

students' attention on their progress, set high but attainable standards, and select 

evaluation tasks to suit the goals being assessed (as cited in Wall, 1997, p. 292). 

However, rather thanjust describing the possible situations that trigger negative 

or positive washback, sorne researchers have gone one step further to consider 

implications for how to promote positive wasback. According to Hughes (1989), 

backwash - washback can be harmful or beneficial; however, "iftesting always had a 

beneficial backwash on teaching, it would have a much better reputation amongst 

7 

teachers" (p. 2). For this reason, he suggests seven ways to achieve beneficial backwash: 

1. Test the abilities whose development you want to encourage. 

2. Sample widely and unpredictably. 

3. U se direct testing. 

4. Make testing criterion-referenced. 

5. Base achievement tests on objectives. 

6. Ensure test is known and understood by students and teachers. 

7. When necessary, provide assistance to teachers. 



Bailey (1996) also suggests sorne factors, which might promote beneficial 

washback from the literature, such as language learning goals, authenticity, learner 

autonomy and self-asssessment, and detailed score reporting. 

THE RELATIONSHIP BETWEEN TESTING AND TEACHING/LEARNING IN THE LIGHT OF 

WASHBACK 

8 

Shohamy (1993) comments on four types ofterms commonly used to discuss the 

connection between testing and teaching/learning. The 'washback effect' (Kirkland, 

1971; Hughes, 1989; Alderson and Wall, 1993) refers to the influence that testing has on 

teaching and learning. 'Measurement driven instruction (MDI)' (Frederickson, 1984; 

Popham, 1987; Bracey, 1987; Shepard, 1993) refers to the notion that tests should drive 

teaehing and hence learning. 'Curriculum alignment' (Linn, 1983; Madaus, 1988; Smith, 

1991; Haladyna, Nolan and Haas, 1991; Shepard, 1991 and 1993) focuses on the 

connection between testing and curriculum, that is, "by introducing a new test with 

desirable components, curriculum is modified toward these new components" (personal 

comments by Turner, 2001). 'Systemic validity' (Morrow, 1986; Frederikson and 

Collins, 1989) refers to "the integration of tests into the educational system and the need 

to demonstrate that the introduction of a new test can improve learning" (Shohamy, 1993, 

p.4). These four terms c10sely de scribe the relationship between testing and 

teaching/learning, although they an refer to different aspects of the same 'phenomenon' -

the effect of a test on teaching learning. In the present section, l discuss how the 

relationship appears in the literature according to the above four terms. 

With regard to the term 'washback effect' , Kirkland (1971) stresses the 

consequences of the test effects and proves through a review of the literature that tests 
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have influence on students, parents, and teachers, and even on society. Alderson and 

Wall (1993) ask whether "washback is a concept to be taken seriously, or simply a 

metaphor which is useful in that it encourages us to explore the role of tests in learning 

and the relationship between teaching and testing" (p. 121). In addition, they state that if 

it is a concept to be taken seriously, it needs to be critically examined, and if it is a 

metaphor, it still requires further investigation. This implies that they also take into 

consideration the consequences of washback regardless of whether it is a metaphor or a 

serious concept. 

The term 'MDI' creates rather conflicting arguments. Popham (1987) has coined 

and claimed the merits of it. According to him, MDI occurs when a high-stakes test of 

educational achievement affects the instructional pro gram which prepares students for 

the test, and hence the high-stakes test "serves as a powerful curricular magnet" (p. 680). 

He then claims that MDI is "the most co st-effective way of improving the quality of 

public education" (p. 679). He also suggests five criteria to bring about beneficial effects 

of MDI: criterion-referenced tests, defensible content, a manageable number of 

instructional targets, instructional illumination, and instructional support. 

On the other hand, Bracey (1987) and Shepard (1993) disagree fundamentally 

with MDI. Bracey (1987) argues that: 

MDI. .. has many interrelated and pernicious effects on curriculum and 

instruction - and on learning. With regard to the curriculum, MDI fragments it, 

narrows it, deflects it, trivializes it, and causes it to stagnate. With regard to 

instruction and learning, MDI has similar effects; in addition, MDI exacerbates 

the problems of the teacher-centered classroom, in which 70% of instructional 

time is taken by teacher talk (p. 684). 

In a reply to Cizek, who criticizes Shepard's (1991) article "Psychometricians' 

Beliefs About Learning", Shepard (1993) also claims that "MDI - that is,jorcing 
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instructional change by means of a high-stake external test - is a mistaken notion 

regardless ofhow authentic the examination appears to be ... Therefore, ... teaching to 

any test instead of a curriculum framework can misdirect instructional effort" (pp. 12-13). 

The term 'curriculum alignment' has negative connotations. Madaus (1988) is 

concerned that testing narrows the curriculum: 

In recent years, it seems that the aims of education, the business of our schools, 

and the goals of educational reform are addressed not so much in terms of 

curriculum - the courses of study that are followed - as they are in terms of 

standardized tests. It is testing, not the "official" stated curriculum, that is 

increasingly determining what is taught, how it is taught, what is learned, and 

how it is learned (p. 83). 

Smith (1991) makes a related point to the aspect of 'curriculum alignment' in a 

qualitative study, which investigates the effect of external testing in elementary schools. 

It is found from classroom observations that testing programs reduce the instructional 

time available, narrow the curriculum and modes of instruction, and reduce teachers' 

ability to adapt or create. 

Baladyna, Nolen, and Baas (1991) use the term 'test score pollution', stating that 

standardized achievement test scores are used 

to group students for instruction, evaluate and modify school district curricular, 

plan instruction, diagnose achievement deficits, place students into special 

programs (e.g., gifted, handicapped), and help parents understand the general 

achievement levels oftheir children (p. 2). 

This considerable use of the test scores has created pressure to raise test scores 

which in turn has generated practices which pollute the inferences made from the scores. 

Shepard (1993) also points out that the pressure to raise test scores causes 

negative effects of misdirected instruction. She further argues that testing reform can 
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have a positive effect on teaching and leaming only if it stops the negative effects of 

misdirected instruction. That is to say, that new testing programs through the reform can 

re-create harmful effects on teaching and leaming although they may have a certain 

improvement on teaching and learning. 

Finally, the term 'systemic validity' is introduced by Frederikson and Collins 

(1989) as follows: 

A systemically valid test is one that induces in the education system curricular 

and instructional changes that foster the development of the cognitive skills that 

the test is designed to measure (p. 27). 

Earlier than Frederiksen and Collins, Morrow (1986) terms 'washback validity' 

as the quality of the relationship between testing and teaching. He states that "the first 

validity criterion ... for [any] examinations would be a measure ofhow far the intended 

washback effect was actually being met in practice" (p. 6). The notion of 'systemic 

validity' and 'washback validity' infers that good tests will bring about desirable or 

beneficial washback; and conversely, poor tests will bring about negative washback. In 

other words, this implies that a test's validity should be measured by the degree to which 

it has a positive or negative influence on teaching. 

In addition, Frederikson and Collins (1989) claim that "evidence for systemic 

validity would be an improvement in [the tested] skills after the test has been in place 

within the educational system for a period oftime" (p. 27). This indicates that they 

maintain the view that tests are to provide 'levers for change', as explained by Pearson 

(1988). That is, in the normal order of the education system, tests are used at the end of 

the instructional process to assess the leaming achievement; however, from Pearson's 

(1988) perspective, the tests are introduced before the instructional process in order to 

improve teaching and leaming. In Asia, regarding the testing-teaching relationship, it is 
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believed that tests have been used to improve educational quality and have been 

powerful, low-cost means of influencing what is taught and leamed in school (Heyneman 

& Ransom 1990). Likewise in Asia, certain washback effects are anticipated and 

planned for whenever tests are revised or new tests are introduced. 

Such an example can be found in Cheng's (1997) study, which focused on the 

Hong Kong EFL teaching. Cheng states that "the Hong Kong educational system is 

characterized as an examination-led system where what goes on in the classroom is 

largely dictated by what happens in the public examination halls" (p. 38). She further 

claims that any changes in the Hong Kong educational system would be made as a result 

of an adjustment to a particular test: a change in the test should occur tirst in order to 

facilitate improvement in teaching and leaming. 

The Matriculation English Test (MET; the reformed English test for entrance to 

aIl universities in China) is another example that undoubtedly shows the existence of 

washback effects on the teaching of English throughout China. Four years after the 

implementation of the reformed MET, Li (1990) did a survey to examine whether or not 

teachers and administrators realized the need for change and they initiated changes in 

their curriculum to promote changes in the teaching situation. It is reported that there 

have been changes in what is taught and aIl ELT instruction is MET-oriented. 

On the other hand, unlike the above notion of correlation between washback 

quality and test quality, argued by Morrow (1986) and Frederikson and Collins (1989), 

Alderson and Wall (1993) point out that ifit exists, washback "is likely to be a complex 

phenomenon which cannot be related directly to a test's validity" (p. 116). That is, 

negative washback may result from good, properly developed tests and positive 

washback from poor, insufticient tests due to other things that are done or not done in the 

educational system. They thus take into account other forces which "exist within society, 
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education, and schools that might prevent washback from appearing, or that might affect 

the nature of washback" (p. 116). For example, cultural/social values and the 

educational system might also influence washback quality, in addition to the quality of 

the tests. 

Following his suggestion of a unified validity concept, Messick (1989) argues 

that when a test is designed to make inferences about a certain construct (i.e., the ability 

of a test taker in sorne domain), the inferences made from the test should derive from the 

interpretation of test scores as weIl as other social factors. 

Messick (1996) further puts washback within the consequential aspect of 

construct validity and de scribes that: 

Washback is only one form of testing consequence that needs to be weighed in 

evaluating validity, and testing consequences are only one aspect of construct 

validity needing to be addressed. Neither testing consequences in general nor 

washback in particular can stand alone as a standard ofvalidity (p. 242). 

According to him, to establish test validity, one should not depend on washback 

with aU its complexity and other variables, and should avoid construct under-

representation and construct irrelevancies. 

Overall, the relationship between testing and teachinglleaming is complicated, as 

can be seen above in the counter-arguments between Popham (1987) versus Bracey 

(1987) and Shepard (1993) or between Morrow (1986) and Frederiksen and Collins 

(1989) versus Alderson and Wall (1993) and Messik (1996). Furthermore, Bachman and 

Palmer (1996) note that washback is a complex phenomenon and "should be evaluated 

with reference to the contextual variables of society's goals and values, the educational 

system in which the test is used, and the potential outcomes of its use" (p. 35). Therefore, 

one reminder is that we should consider the particular context in which a particular test 



takes place in order to examine washback effects of a test on teaching and leaming. 

RESEARCH ON WASHBACK 

Alderson and Wall (1993) propose 15 possible hypotheses regarding washback 

from their review of the literature on language testing and their own experience of 

discussing with teachers about their teaching and testing: 

1. A test will influence teaching. 

2. A test will influence leaming. 

3. A test will influence what teachers teach; and 

4. A test will influence how teachers teach; and by extension from (2) above, 

5. A test will influence what leamers leam; and 

6. A test will influence how leamers leam. 

7. A test will influence the rate and sequence of teaching; and 

8. A test will influence the rate and sequence of leaming. 

9. A test will influence the degree and depth ofteaching; and 

10. A test will influence the degree and depth of leaming. 

14 

Il. A test will influence attitudes to the content, method, etc. of teaching and leaming. 

12. Tests that have important consequences will have washback; and conversely, 

13. Tests that do not have important consequences will have no washback. 

14. Tests will have washback on allleamers and teachers. 

15. Tests will have washback effects for sorne leamers and sorne teachers, but not for 

others (pp. 120-121). 

Bailey (1996) quotes Hughes' ideas (1993) to illustrate the mechanisms by which 

washback works in the context of teaching and leaming. 

The trichotomy of participants, process and product allows us to construct a basic 

model of backwash. The nature of a test may first affect the perceptions and attitudes of 

the participants towards their teaching and leaming tasks. These perceptions and 

attitudes in tum may affect what the participants do in carrying out their work (process), 

including practicing the kind of items that are to be found in the test, which will affect 
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the leaming outcomes, the product ofthat work (p. 2; as cited in Bailey, 1996). 

According to Hughes, participants refer to students, c1assroom teachers, 

administrators, material developers, and publishers, "whose perceptions and attitudes 

towards their work may be affected by a test". Process is defined as "any actions taken 

by the participants which may contribute to the process ofleaming". Product indicates 

"what is leamed (facts, skills, etc.) and the quality of the leaming (fluency, etc.)". Of 

these, he stresses the consequences of participants' perceptions of tests in examining the 

washback effect (p. 2; as cited in Bailey, 1996). 

In addition, Bailey (1996) combines Alderson and Wall's washback hypotheses 

with Hughes' three components to examine how washback works, dividing them into 

two areas: washback to the leamers and washback to the programme. That is, Bailey 

extracts the students from the participants above, proposed by Hughes, in order to 

discuss the processes involved in washback. Bailey puts information provided regarding 

the students and five statements of Alderson and Wall's (1993) washback hypotheses 

(numbers 2,5,6,8, and 10) into the area 'washback to the leamers'. Furthermore, 

Bailey places information provided regarding teachers, administrators, curriculum 

developers, and counselors and six of Alderson and Wall's hypotheses (numbers 1,3,4, 

7,9, and Il) into the area 'washback to the programme'. In her later monograph, Bailey 

(1999) again divides the two into three areas: test-takers and washback, language 

teachers and washback, and other participants in washback processes. 

The remaining of this section discusses empirical research on washback 

according to the areas, divided by Bailey (1996): language teachers and test-takers­

students. 

In his study ofteachers' beliefs about the influence oftesting on the c1assroom 

practices, Madaus (1988) compares the content of the actual tests and the content of tests 
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in the textbook in order to examine whether or not both reflect what the curriculum says. 

It is found that both fail to measure what the curriculum indicates that students should be 

able to know and do at certain levels. 

Haas, Haladyna, and Nolen (1989) conduct research into the effects of external 

testing on teachers in junior high schools. They collect data through questionnaires and 

teacher interviews. It is revealed from the study that teachers believe the test scores are 

"routinely inappropriately used" (p. 8) to evaluate teachers and that such inappropriate 

uses have harmful effects on their teaching. 

In a qualitative study about the effect of external testing in elementary schools in 

Arizona, Smith (1991) reports that teachers have negative feelings such as great anxiety, 

shame, and embarrassment related to their students' test results and believe that the test 

scores are used against them, despite the perceived invalidity of the scores. 

Wall and Alderson (1993) investigate the impact of a secondary-school English 

examination in Sri Lanka on language teaching. In order to determine whether the exam 

has an effect on teaching, they focus on the relationship between the exam and the 

textbook, that is, whether the exam is intended to reinforce the textbook. Over a period 

of three years, Wall and Alderson and a team of local teachers, who act as observers, visit 

and observe classrooms in five different areas of the country. After classroom 

observations, they interview the teachers observed. The findings from the study indicate 

that the exam impacts on what teachers teach but not on how they teach. However, Wall 

and Alderson conclude that "the supposition of washback as currently formulated is an 

oversimplified account of the relationship between tests and teaching" (p. 41), and 

suggest that testers should "guard against oversimplified beliefs that 'good' tests will 

automatically have 'good' impact" (p. 68). 

Watanabe (1996) observes the classroom practice oftwo different English exam-
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preparation classes taught by two experienced teachers: one of each teacher's exam­

preparation classes is grammar-translation oriented and the other is not. From the 

classroom observations, it is found that translation-oriented university entrance 

examinations do not influence the two teachers in the same way, that is, the exams 

induce washback on one teacher, but not one the other. Watanabe, however, addresses 

teacher factors, such as teachers' educational background, personal beliefs, and teaching 

experience, that might trigger or prevent washback from occurring, and concludes that 

such factors may outweigh the effect of the entrance exams. 

The studies stated above include information provided by teachers, in which only 

teachers' views and beliefs are considered but do not encompass student views and 

beliefs. However, the research conducted in Israel by Shohamy, Donitsa-Schmidt, and 

Ferman (1996) on the long-term washback effect includes both teacher and student 

perceptions. Through document analysis, questionnaires, and interviews with teachers, 

students, and language inspectors, they investigate the long-term impact of two national 

tests that have been implemented in the late 1980's. One is Arabic as a second language 

(ASL) and the other is English as a foreign language (EFL). Results show that there are 

different washback patterns for the two tests: whereas the impact of the EFL test, which 

is a high-stake test, has increased, the wasback effect of the ASL test, which is a low­

stake test, has significantly decreased over the years. 

Alderson and Hamp-Lyons (1996), in a washback study of TOEFL preparation 

courses in the United States, also consider both teacher as well as student views. They 

compare TOEFL preparation classes and non-TOEFL preparation classes by the same 

teachers as well as the teachers' behaviors in both types of classes through the use of 

three kinds of instruments: student interviews, teacher interviews, and classroom 

observations. This study shows that the TOEFL test affects both what and how teachers 



teach, but the degree and kind of influence vary from teacher to teacher. It is thus 

concluded that the washback of TOEFL does not result from the TOEFL test itself, but 

from administers, material writers, and teachers. 

In addition, Cheng's (1997) study embodies both teacher and student opinions. 
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She uses questionnaires for teachers and students, teacher interviews, and classroom 

observations to examine how the revised Hong Kong Certificate of Education 

Examination (HKCEE) influences secondary school teaching. She reports that the exam 

has the most 'intensive' washback effect on the contents ofteaching so that fast changes 

occur in teaching materials, which is due largely to the commercial characteristics of the 

Hong Kong society. 

Cheng (1998, 1999) conducts a follow-up study that focuses on how the revised 

HKCEE influences secondary school teaching. She (1998) reports the impact of the 

exam change on student perceptions and attitudes toward their learning. The findings 

from the questionnaires indicate that although more teaching and learning activities are 

similar to the exam activities over two years, in which the follow-up study is conducted, 

student perceptions and attitudes toward the aspects of the exam remain unchanged. 

Cheng (1999) also reports washback on teacher perceptions and actions by observing 

three teachers over the two years. After observing the teachers' orallessons, she 

discusses each teacher's classroom activities in detail and concludes that the interaction 

pattern of each teacher's teaching in the classroom do not reveal significant change. 

In her literature review of washback studies, Bailey (1999) questions "the extent 

to which the students' views are independent of, or influenced by, their teachers' views" 

(p. 16). Despite the final consequences, however, relatively little literature like the three 

different studies discussed above (Shohamy et al., 1996; Alderson and Hamp-Lyons, 

1996; Cheng, 1997, 1998, and 1999) focuses on both teacher and student views 



concerning the effects of tests on teaching and learning. Therefore, more studies are 

needed on student views and student accounts of the washback effect on their learning. 

19 

This chapter has reviewed the literature on (a) the definitions ofwashback, (b) the 

nature of washback, (c) the relationship between testing and teaching/learning in the light 

of washback, and (d) empirical research on washback. The next chapter describes the 

research questions and the methodology of the study. 



CHAPTER 3. RESEARCH QUESTIONS AND 

METHODOLOGY 

PURPOSE AND RESEARCH QUESTIONS 
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Studies relating to the washback effect have been carried out in various contexts 

ofteaching and learning (Shohamy, 1993; Watanabe, 1996; Cheng, 1997, Turner, 2001b). 

This is due to the necessary investigation of the particular educational context in which 

the test takes place in order to evaluate the impact of a test in an educational context. 

Cheng (2000) points out the consequences of the education phenomenon in washback 

studies, and further stresses that "whether the washback effect is positive or negative will 

largely depend on how it works and within which educational contexts" (p. 12). 

Therefore, it is important to be aware of its consequences and to investigate this 

education phenomenon in various contexts. For this reason, l turn to a case study of a 

Korean context. 

The purpose of the study is to investigate whether or not there is a washback 

effect from the CSAT (the College Scholastic Ability Test) on the teaching and learning 

of EFL in Korean secondary schools. Because a washback study observes the 

relationship between testing and the curriculum, it is worthwhile to examine the CSAT 

and the curriculum as a first step in order to investigate whether or not the test represents 

the curriculum. It is, further, conceivable ta examine the textbooks, since they are used 

as a medium of implementing the curriculum. 

Thus, the initial questions ofthis study are divided into two phases: (1) The 

relationship between the curriculum and the textbooks - What are the characteristics of 

the curriculum? To what extent do the textbooks correspond to the curriculum? (2) The 



relationship between the CSAT and the curriculum - What are the characteristics of the 

CSAT? Does the CSAT represent the curriculum? 
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The next step is to identify if there appears to be a washback effect, and to discem 

the major variable(s) that may be influenced by this effect. The main research questions 

ofthis study are therefore as follows: 

(1) Does the CSAT affect EFL teaching and leaming in Korean secondary schools? 

(2) Ifyes, 

. What is the nature of the relationship between the test and teaching/leaming? 

. What is(are) the variable(s) influenced by the washback effect? 

Most of the research on washback deals only with teacher viewpoints. 

Consideration of student viewpoints is essential because they are the key participants 

directly affected by the phenomenon. In the present study, the main attempt is to closely 

examine secondary EFL teacher and student perceptions of the washback effect of the 

CSAT. 

Students tend to be influenced by their teachers in terrns of the relationship 

between teaching and leaming; nevertheless, student views may be different from, or 

independent of, their teachers'. For this reason, 1 focused on both teacher and student 

perceptions, and compared both of them in order to look at how differently they think 

and feel about the CSAT and the teaching and leaming. 

Before discussing the research methodology, 1 will present a description of the 

context of South Korea in this chapter. 
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THE: CONTEXT OF SOUTH KOREA 

1. EDUCATIONAL SYSTEM 

In Korea, an academic year consists of two semesters. The first one begins on 

March 1 st and ends on August 31 st, and the second is from September 1 st to the end of 

February of the following year. There are three school vacations during the year: 

summer, winter, and spring. The summer vacation is from approximately mid-July to the 

end of August; winter is from mid-December to around the end of January; and spring 

from mid-February to the end of February. 

Preschool education is not yet compulsory, but elementary school is a compulsory 

six-year pro gram consisting of grades one to six. Secondary school has two cycles: The 

first cycle, called middle school, is made up of a three-year course. The second is high 

school, which takes another three years to complete. 

There are two main types ofhigh school: vocational and general. The former 

aims at providing appropriate education for students with special ability in certain fields 

ranging from agriculture, engineering, and business, to maritime activity. The latter 

centers on preparations for entering universities. Whereas the general high school 

pur sues studies that are focused on humanities, social sciences, and natural sciences, the 

vocational school pro gram consists of approximately 40-60 percent drawn from the same 

courses offered by the general high school, with the remaining portion being vocational 

courses. 

Students who apply for high school are admitted only on the basis of middle 

school records. At the end ofthree years ofhigh school, however, both groups of 

students, vocational high school students and general high school students, have to take a 
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public examination to enter universities. The Korean Ministry of Education (ME) 

developed the public examination and is responsible for administering it. The title and 

the content of the public examination were changed in 1994. The new test is called the 

College Scholastic Ability Test (CSAT), which is similar to the Scholastic Aptitude Test 

(SAT) in the United States in that it is administered to all students on the nationallevel at 

tixed times every year. The characteristics of the CSAT are described in detail in 

Chapter 4. 

Since most high school students today, both general and vocational, wish to go on 

to institutions of higher learning, the number of students who take the CSAT has 

increased every year. According to the Ministry of Education (2001), the ratio of high 

school graduates who took the CSAT in the year 2000 was 83.9 percent from general 

high schools and 41.9 percent from vocational high schools, with a total of 54.8 percent 

of those students proceeding on to universities. 

In Korea there is a hierarchy of universities, and there is tierce competition to 

enter the high-ranking institutions. Although the high school records of students are 

required, the results of the CSAT are the main criteria for university admission. 

Therefore, students must attempt to achieve the highest score possible in the CSAT, 

because only the top-ranking students are accepted into the prestigious universities. It is 

commonly believed that people who graduate from these elite universities are guaranteed 

better jobs as well as future career advancements. In order to better their chances for 

university acceptance, most of the current secondary students, middle school students as 

well as high school students, are eager to go to extracurricular institutions after school or 

have private tutoring in preparation for the CSAT. Even high school graduates who are 

unable to immediately enter the universities tend to study an additional year to take the 

following year's CSAT. 



2. THE ROLE OF ENGLISH IN SOUTH KOREA 

English is the preferred foreign language to learn in South Korea. As the world 

has been globalized, it has become a tool in Korea for political and diplomatie purposes 

and for international trade with the wider world. It is also a mandatory subject in 

secondary schools. The CSAT contains an English section and students who want to 

enter universities must take this section in the test. Their grades, especially in English, 

play an important role in determining whether they will be allowed to enter the 

universities. 
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University students must also study English to get better employment. In their 

recruitment procedures, more and more enterprises tend to prefer people who speak 

English fluently. As an example of this trend, the Test of English for International 

Communication (TOEIC), administered by the Educational Testing Service (ETS), is the 

most authoritative test used by enterprises when they recruit employees. Most of the 

students at the undergraduate level sit in the library, preparing for the TOEIC rather than 

studying their own majors. Sorne of the students even take a year offfrom their schools 

and go overseas to study English and improve their TOEIC scores. As Bailey (1999) 

stated, South Korea has become a major consumer of the TOEIe. 

Furthermore, an increasing number of students in elementary schools are leaving 

theÏr native-country and going to English-speaking countries so that they are exposed to 

this language during the 'critical period'. The Korean government has two concerns in 

this matter: such students may lose their first language, Korean, as well as their 

personal/cultural Korean identities due to over-exposure to foreign cultures during this 

influential period oftheir lives; and they may not improve learning in subject areas other 

than English. In the end, the Korean govemment believes that it must discover 



25 

alternatives to its citizens going overseas in order to learn English. 

In early 1994, the Korean government announced a new policy with reference to 

EFL teaching. Under the previous policy, students were not taught English until after 

they entered middle schools. In the new policy, the ME announced their decision to 

teach English in elementary schools and publish a new curriculum, the 6th national 

curriculum, to be implemented in 1997. The new policy included guidelines for 

implementation of the new test, the CSAT, which would be changed, as the curriculum is 

implemented. 

METHODOLOGY 

1. PARTICIPANTS 

An attempt was made to choose both vocational and general high schools, so that 

the impact that the CSAT might have on teaching and learning could be observed 

regardless of the school type. UsuaUy aU schools in Korea, not only public but also 

private, follow the guidelines of the curriculum provided and regulated by the ME. The 

administration of the schools is under control of the ME. l focused on three public high 

schools: two general and one vocational, which were located in Pusan, the second 

biggest city in South Korea. One of the two general schools was for boys and the other 

for girls. The vocational school was for girls. The participants in the study were (1) 120 

students from six English classes in their 1ast year ofhigh schoo1, and (2) the six 

respective EFL teachers. Both groups are described in Table 1. 



26 

Table 1. Participants in the Study 

Type of School Participants 

SchoolI General Teacher A (Male) - 20 female students 

High School Teacher B (Female) - 20 female students 

School II General Teacher C (Male) - 20 male students 

High School Teacher D (Female) - 20 male students 

SchoolIIl Vocational Teacher E (Male) - 20 female students 

High School Teacher F (Female) - 20 female students 

Whereas School I was reputed for a high ratio of student acceptance at 

prestigious universities, School II was known for a high ratio of student acceptance at 

intermediate-ranking universities. School III had a reputation for a high ratio of student 

acceptance at low-ranking universities as opposed to intermediate. The above-referred-to 

schools were chosen to ensure that results ofthis study take into account the academic 

stereotypes, which exist within the Korean school system. The data were coUected in the 

second semester in 2002. 

Teachers 

Three male and three female EFL teachers in three different public schools - two 

teachers from each school - were involved in the study. Their experience in teaching the 

last year students varied from two to six years. They ranged in age from late twenties to 

early fifties. They aU earned their teaching certificates through the English teaching 

license program as undergraduates at their respective universities in Korea. 

Four teachers are in general high schools, and they have been teaching the last 

year students ofhigh school with approximately thirty-five to fort Y students per c1ass. 



The time aIlotment for English instruction is four fifty-minute classes per week. 

The remaining two teachers are in a vocational high school, and they have been 

teaching the last year students with approximately thirty students in a class. The time 

aIlotment for English instruction is two fifty-minute classes per week. More detailed 

information about the teachers is given along with the results ofthe study in Chapter 5. 

Students 

One hundred and twenty students in their last year of high school participated in 

the study. They are the students whom the teacher participants have been teaching 

throughout the school year 2001-2002. 
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Among them, eighty students were studying in general high schools. Fort Y of 

them were males and 40 were females. The rest, 40 students, were females studying in a 

vocational high school. 

2. INSTRUMENTS 

This study was designed to combine qualitative and quantitative research 

methods. It used three types of instruments: analysis of the CSAT, written questionnaires 

for teachers and students, and follow-up interviews with teachers. 

ln the present study, the analysis of the CSAT necessitated examination of the 

curriculum and the textbooks for the purpose of comparing the relationship between 

them. Thus, the test paper as weIl as the curriculum and the textbooks were used as part 

of the data for the analysis. 

The written questionnaires provided both teacher and student data. The teacher 

questionnaire was supplemented with follow-up interviews. Question content was based 

on the literature review and my own EFL teaching experience in Korea. In order to 

construct unbiased questions for this study, in June 2001 1 conducted a pilot study with 
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two EFL instructors teaching students who were in their last year ofhigh school: one was 

from a general high school for boys, and the other from a vocational high school for girls. 

Sorne questions were modified due to the data generated in the pilot study. As a final 

check to determine the clarity of the questions, the final questionnaire was proofread by 

my research assistant who then administered the questionnaire to teachers and students. 

The questions covered both teacher and student reactions toward the CSAT and 

viewpoints about their teaching and learning. The student questionnaire asked whether 

or not students were aware of what the CSAT was like and how they studied for it, and 

what they felt about it. To better understand how they felt about learning EFL and the 

CSAT, the questionnaire began by asking whether or not they had gone overseas to study 

English and whether they had had private tutoring in preparation for the CSAT. The 

teacher questionnaire mainly asked whether or not teachers noticed the characteristics of 

the CSAT and how they taught and felt about the CSAT. Before the main questions, they 

were asked for their personal information, such as educational background, EFL teaching 

experience, their teaching environment, and their experience in the EFL teacher-training 

pro gram. 

While formulating the teacher and the student questionnaires, 1 intended to 

compare the opinions ofboth groups concerning the CSAT, and therefore divided the 

questions into the same categories for both groups. Sometimes, the questions were 

exactly the same for both groups; awareness of the CSAT and attitudes toward the CSAT 

and the textbook. Other times, vocabulary was different. For example, teaching was 

asked about on the teacher questionnaire and learning on the student questionnaire. Both 

questionnaires were compatible with each other for analysis purposes. 

Both questionnaires included four point Likert-scale items, 'yes' or 'no' response 

items, and open-ended items. Questions asking about attitudes toward the CSAT and the 
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textbook were scaled according to degree of agreement, from 'strongly disagree' to 

'strongly agree'. Questions concerning teaching and learning and awareness of the 

curriculum and the CSAT mainly consisted of a 'yes' or 'no' response format. The 

student questionnaire was prepared in the mother tongue, Korean. The teacher 

questionnaire was presented in English. However, the teachers were encouraged to 

answer the questions either in English or in Korean. The questionnaires can be found in 

Appendix A. The English version of the student questionnaires is also inc1uded in 

Appendix A. 

As Wall and Alderson (1993) mentioned, it is important to complement the 

questionnaire responses with teacher interviews in order to obtain detailed insights. For 

this reason, follow-up interviews were planned and held with the teacher participants. 

The interviews were conducted in Korean. 

3. PROCEDURE 

Several preliminary steps, as part of this research, had to be taken before actually 

investigating the washback effect of the CSAT through questionnaires and interviews. 

These steps were the analyses of the curriculum, the textbooks, and the CSAT. 

Therefore, gathering the curriculum, the textbooks that the participants were 

currently using, and the CSAT version administered in 2001 formed part of the process 

of the data collection. It is to be noted that the CSAT was revised in 1994. Therefore, 

the test only varies each year by administering different versions. The curriculum 

guidelines and the test paper were available on the Internet, and l first downloaded them 

from the websites concerned (See Appendix C for the CSAT. The curriculum guidelines 

are approximately 50 pages and can be obtained from the website. For this website, see 

"References", Ministry of Education, 1996). Next, l asked the teacher participants to 
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send me the textbooks they were using in their teaching. 

Collection of the questionnaire data occurred in February 2002. Appropriate 

ethical procedures were followed (see Appendix B for a copy of the Ethical Certificate 

from the Faculty of Education at Mc Gill University). Since the student participants were 

18 years old, the parental consent was sought. All participants, inc1uding the parents of 

the student participants, were informed about the nature, purpose, procedures, risks, and 

benefits of the research through written consent forms. The students were assured that 

participation in the research was voluntary. They were also assured that any information 

gathered from them would remain confidential and would be used only for the purpose of 

this study. 

The focus of this study was the context of South Korea and all participants 

resided within this country throughout this study. As 1 was living in Canada, a research 

assistant living in Korea assisted in part of the data collection so as to assure data 

confidentiality. The research assistant administered the teacher as well as the student 

questionnaires. Before she received both questionnaires, she was informed about the 

procedure for data collection by telephone. She was also given written instructions about 

administration along with the questionnaires. She distributed the questionnaires to the 

students and the teachers prior to the administration in an effort to give them time to 

think about the questions. She administered the student questionnaire in class. At the 

same time, the teachers answered the questionnaire in the teachers' room. After both 

questionnaires were completed, they were collected and sent to me by the research 

assistant. The follow-up interviews were held with the teacher participants after the 

teacher questionnaires were retumed. The interviews were carried out over the telephone 

by the researcher using a semi -structured format and the content was organized 

systemically based on the teacher questionnaire. 
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While preparing the interview questions, l perused the questionnaire responses to 

discern what the most salient and problematic issues were so that l could ask for more 

detailed explanations. The interviews lasted approximately one hour each, and were 

tape-recorded and transcribed for later analysis. During the interviews, the teachers were 

allowed to elaborate so that l could clarify vague statements as well as probe beyond the 

answers to the prepared questions. The teachers were also free to comment on what most 

concerned them about their teaching. 

4. DATA ANALYSIS 

The data analysis began with a description of the curriculum. The curriculum 

examined in this study does not always state what the main elements are; therefore, l 

identified the main elements of the curriculum and delineated the most distinctive 

features. l did this based on my experience as a former EFL high school teacher in 

Korea and my knowledge gained in curriculum studies during my master 's degree at 

Mc Gill University. l examined the 6th national curriculum, which refers to the whole 

curriculum for the subject of English, and the English curriculum for high school - for 

the last year of high school students. 

First, l described approaches used in the 6th national curriculum, its nature, and its 

main principle. Then, l summarized the main characteristics of the curriculum that the 

ME announced. Next, l studied the English curriculum for high school across four areas: 

goals and objectives, content, skills to be developed, and methodology recommended. l 

used the Ministry document, Explanation of the English Curriculum for High School 

(Ministry of Education, 1996), which is written in Korean, as the main source to de scribe 

the English curriculum for high school- for the last year ofhigh school students. 

In the next step, the textbooks were analyzed. The textbook analysis was 



conducted on the basis of a checklist for evaluation of coursebooks proposed by 

Cunningsworth (1995). From the analysis, l analyzed how the textbook was organized, 

its goals and objectives, content, skills, and methodology, and compared them to the 

curriculum according to the above four areas, excluding how it was organized. 

Then, the CSAT, which was downloaded from the Internet, was analyzed. This 

was a description of the CSAT and its characteristics. l described the purpose and the 

characteristics of the CSAT that the ME announced. To verify ambiguous statements in 

the announcement, l used Kim's (1998) study on evaluation of the CSAT. l then 

analyzed the CSAT on the basis of' A framework of language test characteristics', 

suggested by Bachman and Palmer (1996) 

Through comparing the data obtained from the analyses of the test and the 

curriculum, l determined if the test represented the curriculum. 

32 

N ext, both teacher and student questionnaire responses were examined through 

the application of frequency counts, and presented in percentages using Excel 2002 

(Version 10). l calculated a total answer for each question across the student 

questionnaires in order to identify a total student response. l also looked at the totals for 

each class and then for each type of school. As for the teacher questionnaire, l followed 

the same procedure as l did in the student questionnaire. l then compared the student 

answer to each question with the corresponding teacher answer in order to examine the 

similarities and differences across responses. 

Interview data along with the questionnaire responses were looked at from two 

different angles: first, to see if each teacher appears to be affected by the test, and 

secondly, for each category presented in the questionnaire, to see if there is a specific 

washback effect in each category, such as content of teaching, method of teaching, or 

ways of assessment. 
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After reading through the questionnaire data and the interview data to identify 

salient features, l combined and reorganized categories according to the common 

features found. A list of the categories is provided with the results of the study in 

Chapter 5. The results are presented according to each category. The comparison of 

answers across both questionnaires is presented along with tables, and the interview data 

are described to confirm the results in the teacher questionnaire or to support their 

opinions which differ from the student opinions. 

This chapter has described the purpose of the study and the research questions, 

the context of South Korea, the participants in the study, the instruments used, the 

procedures of the data collection, and the methods of data analysis. Before reporting the 

results from the questionnaire data and the interview data, the next chapter presents the 

results from analyzing the curriculum, the textbooks, and the CSAT. 



CHAPTER 4. RELATIONSHIPS AMONG THE 

CURRICULUM, THE TEXTBOOKS, AND THE CSAT 
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INTRODUCTION 

To answer the initial questions raised in Chapter 3, this chapter looks closely at 

the relationships among the curriculum, the textbooks, and the CSAT - (1) the 

relationship between the curriculum and the textbooks, and (2) the relationship between 

the CSAT and the curriculum. 

Below, 1 first describe the curriculum and analyze the textbooks. It is commonly 

believed that the textbooks reflect the philosophy of the curriculum, for establishing the 

guidelines of the textbook design is considered to be part of developing a curriculum. 

Th~~ analysis of the textbooks is thus needed to probe the belief. 

Then, 1 compare both the curriculum and the textbooks to examine (1) above, the 

relationship between the two. In the examination of the relationship between the two, 

four areas serve as main criteria: goals and objectives, content, skills to be developed, 

and methodology recommended. 

Next, 1 analyze the CSAT and compare both the CSAT and the curriculum to 

determine (2) above the relationship between the two, that is, whether the CSAT 

represents the curriculum. In determining the relationship between the two, three areas 

serve as main criteria: goals, content, and skills to be developed. This determination is 

crucial when characterizing the nature of the washback effect in the event that the 

presence of washback is confirmed in the study. 

This chapter is useful to better understand in what way and why the participants 

responded to the washback effect. 



THE CURRICULUM 

In the present study, the 6th national curriculum serves as a guide for the English 

curriculum for high school in order to understand the general philosophy of the 

curriculum. The 6th national curriculum, which refers to the whole curriculum for the 

subject of English, was implemented in 1997. As a result of the changes made to the 

curriculum, there was a noticeable increase in the awareness of the role of English in 

South Korea. That is, English began to be taught as a regular subject in elementary 

schools for the tirst time, and the development of communicative language ability was 

emphasized in secondary schools. 
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In describing the 6th national curriculum, approaches used, its nature, and its main 

principle are in turn considered. Then, the main characteristics of the curriculum are 

summarized. In describing the English curriculum for high school - for the last year of 

high school students, four areas are considered: goals and objectives, content, skills to be 

developed, and methodology recommended. 

The Ministry document, Explanation of the English Curriculum for High School 

(Ministry of Education, 1996), which is written in Korean, serves as the main source to 

describe the English curriculum for high school - for the last year of high school students. 

The 6th national curriculum uses a humanistic approach in which active student 

involvement in learning is encouraged, and the nature of the curriculum is 

communicative. That is, the curriculum considers language as a means of 

communication. The main principle of the curriculum is to develop student 

communicative competence. In the curriculum, thus, EFL teaching attempts "to develop 

learners' communicative competence in English through meaningful drills and 

communicative activities, such as games, with the aid of audio-visual equipment" 
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(Development Committee, 1992, p. 180; cited from Defeng Li, 1998). 

The most distinguishing feature of the 6th national curriculum from the previous 

one is that a grammatical or structural syllabus is gradually converted into notional­

functional syllabuses in which the language content is arranged according to the 

meanings a learner needs to express through language, and the functions for which the 

learner will use the language. However, since South Korea is an EFL context unlike an 

ESL context with the enriched target language environment, the 6th national curriculum 

is indeed organized on the basis of the structural-functional syllabus, that is, 'mixed 

syllabuses', which are defined as "a mixture of two or more types of syllabuses" (Brown, 

1995; p. 12). In other words, due to lack oftarget language use in Korea, notional­

functional syllabuses are supplemented by a structural syllabus, and the teaching of 

grammatical items and structures is more reduced than the previous one. 

The main characteristics of the 6th national curriculum can be summed up as 

follows: 

(1) The 6th national curriculum leads to student-centered learning; it encourages students 

to play active roles in language learning. 

(2) The 6th national curriculum uses a process-oriented approach rather than a product­

oriented one; it changes rote-memorization learning to cognitive learning, and uses a 

fluency-oriented approach rather than an accuracy-oriented one. 

(3) The 6th national curriculum requires practicality in the development of student 

communicative competence; it introduces communicative language leaming into EFL 

teaching. 

( 4) The 6th national curriculum places an emphasis on validity in the assessment of 

student learning; it develops various evaluation tools and methods to assess the 

progress of student achievement, and utilizes the results of the evaluation to improve 



the quality of instruction. 

(5) The 6th national curriculum meets social and national requirements, such as cultural 

exchange, development of diplomatic relationships, and economic cooperation 

between nations. 
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The English curriculum for high school (hereafter, the curriculum) has two 

primary goals: to enable students to communicate in English with foreigners, in the 

academic context and in daily life, the latter, to understand foreign cultures, as well as 

Korean culture, and introduce Korean characteristics to the world. The curriculum 

categorizes these general goals into four specific objectives as follow: (1) students should 

be able to comprehend basic academic information and discourse about daily life in 

authentic oral and written English; (2) students should be able to appropriately express 

actual and potential situations in which they are involved in oral and written English; (3) 

students should be able to understand foreign cultures; (4) students should be able to 

better understand the Korean culture and introduce it to the world. 

The content of the curriculum is mainly designed according to a functional 

syllabus along with topics. One of the main concerns of the curriculum is to develop 

student cognitive skills through various tasks such as identifying the main points from 

spoken or written language, making inferences from a reading passage, rephrasing or 

summarizing, intensive or extensive reading, and controIled or free writing. To achieve 

these tasks, the curriculum encourages teachers to coyer four language skills; however, it 

emphasizes integrating the four skills, not just teaching them separately. 

For the purpose of providing students opportunities to integrate various 

information and materials across academic as weIl as general topics and to extend their 

knowledge of the topics, the curriculum inc1udes many content topics, from everyday life 

to serious social issues inc1uding literature and history: for example, different types of 



love, manners, overpopulation, pollution, drain of natural resources, traffic matters, 

racism and discrimination, inequality, international conflict, and the welfare system. 
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The curriculum takes teaching methodology into consideration. It discourages 

using a grammatical syllabus because such a syllabus does not help in developing 

communicative competence. Other than the syllabus, the curriculum suggests 

communicative language teaching and notional-functional approaches as weIl as many 

teaching methods such as the audio-lingual approach, total physical response method, 

suggestopedia, natural method, and community language learning. However, it is noted 

that teachers can adapt the methods appropriate to their present teaching situations 

insofar as they provide as many communicative activities as possible in c1ass which lead 

to student-centered learning. In using these methods, communicative functions are 

divided into two skills: receptive skills and productive skills. Receptive skills consist of 

listening and reading, and productive skills contain speaking and writing. It is suggested 

that receptive skills are first taught, and productive skills are later taught within the range 

of content learned through the receptive skills. In other words, students are taught in the 

order of listening, reading, speaking, and writing. It is also stated that both receptive and 

productive skills should be developed equally. 

THE TEXTBOOKS 

The Korean Ministry of Education (ME) is responsible for the publication and 

distribution of school textbooks, even though private companies are commissioned by 

the ME to publish them. There are eight sets of English textbooks available to high 

schools, and each school must choose its textbooks from this selection with the 

agreement of its EFL teachers. According to the ME (1996), in comparison to the 

previous ones, these textbooks include not only reading and writing lessons, but also 



more listening and speaking activities. AU eight sets of English textbooks contain 

audiotapes. The English textbooks are distributed to students; the audiotapes are 

available only to teachers, but students can purchase them. 
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In the present study, two sets of textbooks that the participants are currently using 

are analyzed on the basis of a checklist for evaluation of coursebooks proposed by 

Cunningsworth (1995). Cunningsworth suggests eight categories to be considered on the 

checklist: aims and approaches, design and organization, language content, skills, topic, 

methodology, teachers' book, and practical considerations. As Cunningsworth (1995) 

mentioned, since it is necessary that we identify our own priorities and decide on a 

manageable list of the most important criteria for practical purposes, the present study 

considers five categories modified from the eight categories: organization, goals and 

objectives, content, skills, and methodology. 

One of the two sets oftextbooks is 'English II' published by Kumsung Co. It 

was used by the participants in School 1. The other is 'English II' published by 

Sisayoungasa Co., which was used by the participants in School II and III. Within the 

categories, the organization of the textbook is first described to provide a global view of 

how the textbook is designed, and then the remaining four categories (as mentioned at 

the beginning ofthis chapter) are considered to examine if the textbook corresponds to 

the curriculum. 

English II published by Kumsung Co. 

There are 14 units in the textbook (see Appendix D for textbook examples). The 

time aUocated to each unit is not specified. Each unit simply consists of seven sections: 

'Listen', 'Read', 'Comprehension', 'Word Study', 'Speak', 'Write', 'Exercise l', and 

'Exercise II'. AIso, there is sorne material for rapid reading and an 'Appendices' section 



at the end of the textbook. 

The first 'Listen' section provides the target expressions of a unit as well as an 

opportunity to practice speaking using the target expressions. It also includes listening 

comprehension questions such as identifying the main idea after listening to tapes. 

The next section, 'Read', begins with pre-reading questions relevant to the 

reading passages that follow. These questions allow students to read for general 

understanding. In the 'Comprehension' section, preceded by the 'Read', students are 

asked if they have understood what they read along with specifie questions such as 

finding what a specifie word in a reading passage refers to. The 'Word Study' section 

shows various usages of words presented in the reading passages, and the word family. 
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In the 'Speak' section, students are encouraged to practice speaking using the 

learned target expressions. For the speaking activity, this section also provides one 

dialogue, which occurs between two persons, and asks students to do role-play in pairs. 

However, the dialogue does not allow students to apply, or extend, the situation to their 

own situation. It does, though, contain target expressions and gives students an 

opportunity to practice them. Students thus may read aloud with the dialogue, but do not 

role-play. 

The 'Write' section prepares students to translate Korean to English using the 

leamed structures across a unit. It also allows students to attempt in-depth learning of 

language forms presented in a unit such as conversion of the sentences. 

In the last two sections, 'Exercise l' and 'Exercise II', students are given 

opportunities to practice all the four language skills. The 'Exercise II' section, especially, 

encourages students to do controlled as well as free writing with given topics, which are 

relevant to the topic of a unit. 

The' Appendices' section includes new words, listening tape scripts, and answers 



to exercises across the aIl units. 

This textbook provides opportunities to achieve the goals of the curriculum, 

which are to enable students to communicate in English with foreigners in an academic 

context and daily life, and to understand foreign cultures as weIl as Korean culture, 

introducing Korean culture characteristics to the world. It aIlows students to have 

conversation in a given situation in the 'Speak' and 'Exercises' sections, and to have 

discussions about the given topics in written format in the 'Exercises' section. It also 

provides students with opportunities to think about and gain confidence in the Korean 

culture. Examples of culture awareness can be found in units 6 and 12. Unit 6 consists 

of a Korean poet's biography along with his poem. Students can better understand 

Korean history and gain confidence with Korean literature from this unit. In unit 12, 

'Tradition and Modernization', students can think about Korean tradition and how it is 

sirnilar to western cultures. 
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The content of the textbook is organized according to topics and is sequenced in 

the order as described above. It covers various topics such as the history of Britain, 

famous Korean poetry, parts of a novel by a foreign author, and debates on the issue of 

nudear power plants and environmental problems. The content matches the suggested 

content of the curriculum, which asserts that students should be given opportunities to 

integrate various information and materials across academic as weIl as general topics in 

order to extend their knowledge of the topics. In terms of linguistic content, grammar 

structures are implicitly presented in the context of the textbook. The textbook also 

shows how to take part in conversation and how to structure a piece of extended writing. 

It uses about 800 new words, of which the quantity and range are set by the ME. 

However, there is no section for pronunciation practice in this textbook. 

As can be seen in the title of each section, this textbook is designed to use the 



four language skills in order to achieve tasks. That is, the textbook aUows students to 

improve communicative language ability not only by covering aU four-language skills 

but also by integrating the four. This goal is explained in the curriculum. 

With regards to methodology, the textbook uses the communicative language 

teaching approach. The principle of the textbook shows that it focuses on a fluency­

oriented approach rather than an accuracy-oriented; this too is mentioned in the 

curriculum. 

English II published by Sisayoungasa Co. 
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There are 13 units in this textbook, and the time aUotted for each unit is 10 fifty­

minute classes (see Appendix D for textbook examples). Each unit is comprised of 12 

sections and is sequenced in the following order: 'Listen Practice', 'Mini Dialogue', 'The 

Body', 'Conversation Drill', 'Reading Comprehension', 'Listening Comprehension', 

'Speaking Practice', 'Writing Practice', 'Let's Take a Break', 'Role-Play', 'Purther 

Study', and 'Exercise'. 'OveraU Checkup' cornes after unit 3, 7, 10, and 13. There is 

also an 'Appendices' section at the end of the textbook. 

The first two sections, 'Listen Practice' and 'Mini Dialogue', provide the target 

structures and expressions to be taught across the unit. In these sections, students listen 

to and repeat the target structures and expressions from the audiotapes. 

'The Body' section includes reading passages, the title ofwhich corresponds to 

that of a unit. In the 'Reading Comprehension' section, true or faise and wh-questions 

are given in order to check whether students have understood the reading passages in 

'The Body' section. 

The 'Reading Comprehension' section is relevant to the topic of a unit, but the 

next section, 'Listening Comprehension', is not related at aIl. Moreover, it does not 



inc1ude the leamed target expressions. Its content is mainly about daily life, and its 

questions relate to the pictures in the textbook or identify the main topic or situation. 

Opportunities for speaking practice are provided in the sections, 'Conversation 

Drill', 'Speaking Practice', and 'Role-Play'. Unlike what is indicated in the title of the 

section, these three sections do not engage students in any real conversation because 

discourse in these sections is unnatural and scripted. In addition, interaction between 

interlocutors does not occur in these sections because the tasks are either to repeat 

structures presented in the unit or to substitute parts of phrases within the example 

sentences, and the answers are already given in the textbook. Nevertheless, through the 

tasks, students can use what they have leamed and extend their knowledge of the topic 

presented in the unit. 
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In the 'Writing Practice' section, there are various writing activities. Students 

dictate what they hear from the tapes or their teachers. Sometimes, students are asked to 

summarize the leamed reading passages by rephrasing sentences, to take a memo after 

reading a short conversation, to make up their own resume for future job employment, or 

to translate from Korean to English using the leamed structures. Students also have an 

opportunity to write short essays with given topics, which are related to the topic of the 

unit. 

The 'Let's Take a Break' section includes good models, which can be used in real 

conversation such as at a restaurant, making an appointment, agreement and 

disagreement, or in responding to a sign board in the street and onto a classified ad found 

lU a newspaper. 

The 'Further Study' covers aH the language forms presented in a unit, divided 

into several subcategories: Pronunciation, Stress, and Pause, Word Power (Usage of 

Words in Context), Useful Expressions, and Structure Review. 
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The 'Exercise' section provides students with opportunities for in-depth leaming 

of the language forms presented in the unit, such as conversion of the sentence using the 

leamed structures. It sometimes checks whether students comprehend the reading 

passages given by asking questions such as identifying the main idea or suitable title to 

the passages; however, the reading passages given in the 'Exercise' section are not the 

ones presented in 'The Body' section. 

The 'Overall Checkup' section allows students to do extensive reading. Students 

are asked to find the best title or summary for the passages they read or to fiIl in the 

blank with the most suitable word after reading passages. The common feature with this 

section is that aIl tasks are in multiple-choice format. 

The 'Appendices' section at the end of the textbook includes listening tape scripts, 

answers to reading comprehension, writing practice, exercises, and an overaIl checkup 

for the aIl units, use fuI expressions across the units, and a mini dictionary (new words). 

This textbook achieves two major goals ofthe curriculum: to improve 

communicative language ability and to be aware of various cultures including the Korean 

culture. The former is achieved by providing opportunities for communication activities 

across a unit. For example, in the three sections, 'Conversation Drill', 'Speaking 

Practice', and 'Role-Play', students have opportunities to do communicative activities 

albeit a somewhat artificial discourse. 

The latter, culture education, is achieved by including various social and cultural 

values in the reading passages. Students are exposed to different cultures through the 

reading. For example, unit 4, 'Marriage Customs in Africa', shows how the African 

culture is in terms of marriage. It is specified as the rationale for choosing the topic at 

the beginning of the unit, so that students can understand and discuss cultural traditions 

and background different from their own culture. 



The textbook also satisfies the curriculum in terms of content. It deals with 

various genres such as dramas, novels, essays, and articles in a newspaper. Students are 

given opportunities to think extensively and have better knowledge about topics 

presented in the textbook. It covers the structuring and conventions of language use at 

the sentence level. Unlike English II published by Kumsung Co., there is material for 

pronunciation work such as pronunciation, stress, liaison, and intonation. According to 

Chun (1988), intonation is considered as a powerful tool for international cues such as 

interrupting, negotiating a turn, changing the subject, concluding an argument, and so 

forth. 
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This textbook uses the four language skills, and allows students to practice aIl the 

skills across each unit. Students can improve the four skills equally through practice. 

With regards to methodology, the textbook is written from the communicative 

language teaching approach. It also uses the functional-notional approach. One example 

using this approach can be found in the 'Let's Take a Break' section. Various situations 

and notions are presented in the section, such as being at the bank, expressing thanks, 

getting a medical diagnosis, and conference expressions. These two kinds of approaches 

are recommended by the curriculum. 

COMPARING THE Two TEXTBOOKS AND THE CURRICULUM: SUMMARY 

The overall picture ofhow the two textbooks are organized shows slightly 

di1ferent features between them. That is to say, English II published by Sisayoungasa Co. 

has a strong emphasis on writing practice. It contains many different writing activities 

such as summarizing the learned reading passages by rephrasing sentences, taking a 

memo, writing a short essay, and so forth. It also includes pronunciation work. 

On the other hand, English II published by Kumsung Co. does not include 



pronunciation work. It, however, is well organized in terrns of the four language skills. 

The four skills are well integrated within the unit. 

After examining the two textbooks in detail, it can be stated that both are 

designed to teach the four language skills in the following specific order: listening, 

reading, speaking, and writing. The curriculum also recommends that teachers 

emphasize these skills according to this specific order. 
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When comparing the two textbooks to the curriculum, they satisfy the goals and 

objectives of the curriculum and include the content of the curriculum adequately. The 

textbooks also cover all the skills to be developed: listening, reading, speaking, and 

writing, which is explained in the curriculum. Finally, the textbooks use methodology 

recommended by the curriculum such as communicative language teaching. Thus, the 

two textbooks successfully reflect the philosophy of the curriculum. By returning to the 

first initial question about the relationship between the curriculum and the textbooks, it is 

concluded that the textbooks correspond to the curriculum. They reflect what the ME 

has set out in the curriculum guidelines. Therefore, the curriculum can be considered 

interchangeably with the textbooks in examining the relationship between the curriculum 

and the CSAT, so that it can be stated as the curriculum/textbooks. 

Next, an analysis of the CSAT is needed to see if the CSAT represents the 

curriculum. Firstly, the purpose and characteristics of the CSAT revised in 1994 that the 

ME announced are described. To verify vague statements in this announcement, a study 

conducted to evaluate the CSAT in 1998 and funded by the ME, is used to describe the 

characteristics of the CSAT. Next, the CSAT is analyzed according to 'A framework of 

language task characteristics', suggested by Bachman and Palmer (1996). After the 

CSAT is analyzed, it is deterrnined whether the CSAT represents the curriculum. In 

deterrnining this, the followings are mainly considered: how weIl the CSAT measures 



student achievement of goals, how appropriately the CSAT content reflects that of the 

curriculum, and whether the CSAT measures the skills put forth in the curriculum. 

Judging from the above conclusion in terms ofthe relationship between the curriculum 

and the textbooks, it can be noted that the CSAT represents the curriculum if the test 

contains the same content and/or task types as the textbooks, since the curriculum is 

represented by the textbooks. 

THECSAT 
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Unlike in Japan, where each university produces its own entrance examination, it 

is the ME in Korea that develops and administers a university entrance examination, the 

CSAT. The ME modified the content of the CSAT in 1994 to reflect the curriculum 

guidelines. The ME attempted to develop the English section of the CSAT (hereafter, the 

CSAT will refer to the English section of the CSAT) to include the types of questions that 

evaluate student cognitive skills, and not rote-memorization. 

The purpose of the CSAT is twofold: First, it is used to measure student academic 

English competence which is required to complete courses offered in universities. 

Second, the purpose is to evaluate the degree to which students achieve what is indicated 

in the curriculum. In other words, the CSAT is a proficiency test, like the Test of English 

as a Foreign Language (TOEFL), for it measures student ability to use English in an 

academic setting. For example, it measures whether or not students can read and 

comprehend articles or journals written in English, ones that are relevant to their future 

majors but require very general knowledge ofthem. The CSAT is also an achievement 

test, for it measures how much students have learned from a particular instructional 

program, based on the curriculum (i.e., high school curriculum). 

According to a study conducted by Kim (1998), the ME has described the 
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characteristics ofthe CSAT as follows: 

(1) to evaluate the four language skills, listening, speaking, reading and writing, based on 

the curriculum 

(2) to foeus on comprehension of information presented by units on phrase, discourse, or 

sentence, rather than rote memorization of vocabulary or grammatical knowledge 

(3) to emphasize fluency in English in a real-life domain, to measure the student's ability 

to achieve his goals through various and creative learning strategies, and to suggest 

effective learning strategies 

(4) to directly evaluate receptive skills, listening and reading, and to indirectly evaluate 

productive skills, speaking and writing, in order to gradually transfer the student's 

interpreting from receptive realization in listening and reading to productive 

realization in speaking and writing. 

ln the field of language testing, Bachman and Palmer are frequently referred to. 

Bachman and Palmer (1996) point out that their framework of language task 

characteristics is useful for describing the characteristics of test tasks, and "as a me ans 

for assessing reliability" (p. 47). 1 found their model pertinent to this study because it 

provides a clear and detailed picture of the characteristics of a test, and serves as 

criteria to measure the relationship between a test and the curriculum relevant to such 

a test. 1 will thus describe the characteristics of the CSAT according to their 

framework, which consists offive task facets: the setting of the test, the test rubric, the 

input, the expected response, and the relationship between input and response. To he1p 

understand what each facet indicates, 1 will explain the components of each facet using 

the concepts that Bachman and Palmer (1996) present in their framework. After the 

explanation of each facet, 1 will discuss the components as applied to the CSAT. 

First, the facets of the setting (Bachman and Palmer, 1996) refer to the physical 
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environment in which testing takes place, such as the location, the noise level, 

temperature, humidity, seating conditions, lighting, and materials or equipment provided. 

They also refer to participants and the time oftesting, that is, who the test takers are, who 

administers the test, and when the test is administered. Once the completed CSAT 

application forms are registered, these pers ons are informed of the locations in which the 

CSAT will take place. Usually the locations are public schools close to their residences. 

On the test day, those who are not taking the test have no class and schools, excluding 

those used for test administration, are closed. Even business hours are delayed in order 

for the test takers to not be late in arriving at the test locations. While the listening 

comprehension test task is administered, planes are not allowed to land or take off, since 

noise from the planes may interrupt the test administration. The areas in which the 

CSAT takes place are non-distracting, and have very low noise level. The CSAT is 

usually carried out in November, at the beginning ofwinter. However, the temperature 

and humidity inside are comfortable. As for the seating conditions, each test taker has an 

individual desk and chair; lighting is bright. With regard to the materials or equipment 

provided, the test takers bring their registration form for the CSAT. The markers for the 

computer OMR card are provided, and the test takers use them on the test paper. Other 

than the markers, they can bring their own pens, pencils, and erasers. 

The test takers are students in their last year ofhigh school and high school 

graduates who could not enter the universities in the previous year. People involved in 

administering the CSAT are teachers who are currently teaching in schools. They are 

appointed as invigilators by the ME and are paid for supervising the test. These teachers 

are unlikely to be familiar to the test takers. In addition, the test takers do not know each 

other, because the groups are made up of test takers from different schools in every test 

location. The English section of the CSAT is administered in the afternoon. Prior to the 
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English section, they take three different sections, which are science, mathematics, and 

Korean language. Normally students can be quite tired by the time the English section is 

administered. 

Second, the test rubric lacets (Bachman and Palmer, 1996) are characterized as 

instructions and structure of the test, time alIotment, and scoring method. Components 

of the test instructions are the language and the channel in which the instructions are 

presented, and specification of procedures and tasks. AlI instructions of the CSAT are 

presented in the test takers' native language, Korean. Parts of the spoken language test 

tasks, listening and speaking tests, are explained through both auraI and visual 

instructions. However, parts of the written language test tasks, reading and writing tests, 

are explained only through visual instructions. Procedures are c1early and briefly 

explained, but no examples are given. Explanations are provided one at time, but, if 

necessary, they are linked to particular parts ofthe test. For instance, when one reading 

passage covers two questions, the procedures are linked together and specified explicitly 

for the questions. 

Components of the test structure are the number of tasks, salience of tasks, 

sequence of tasks, relative importance of task, and number of tasks per part. The 

description of the CSAT structure is summarized in Table 2. 
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Table 2. Description of the CSAT Structure 

Part Task Type No. of Tasks Time Allowed Score Distribution 

1. Listening Multiple- 17 questions 20 minutes 1 (point): 3 (question) 

& Speaking choice 1.5 (point): 9 (question) 

Tasks questions 2 (point): 5 (question) 

Sub-total 126.5 (point) 

II. Reading Multiple- 31 passages; 50 minutes 1 (point): 2 (question) 

& Writing choice 33 questions 1.5 (point): 21 (question) 

Tasks questions 2 (point): 10 (question) 

Sub-total 1 53.5 (point) 

50 questions 70 minutes 80 points 

This test is organized in two components: spoken language and written language 

aspects. Listening and speaking test tasks are combined in the spoken language aspects, 

and reading and writing test tasks are in the written language aspects. The spoken and 

written components are clearly distinguished through instructions. However, as 

indicated in Table 2, the task types are the same, multiple-choice questions. These task 

types may not be appropriate for measuring the different areas of language ability, for 

speaking and writing abilities are tested through multiple-choice questions. 

The sequence of the test components is fixed; the reading and writing test tasks 

are followed by the listening and speaking test tasks. Furthermore, to relieve the test 

taker's nervousness, the questions are arranged from easy to difficult. 

The scoring method includes three components: criteria for correctness, 

procedures for scoring the response, and explicitness of criteria and procedures. The 

scoring method of the CSAT is differentiated into three categories within a range of 1, 

1.5, and 2 points, depending not on the degree of difficulty, but on the degree of eliciting 

the test takers' cognitive skills. For example, questions assessing the relatively simple 
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cognitive skills of the test takers, such as multiple-choice tests ofvocabulary or 

grammatical knowledge, are awarded 1 point; and ones assessing their ability to make 

inferences from a reading passage are given to 2 points. However, it is from score 

distribution rather than from the number of tasks or the times allowed that the test takers 

can notice that all parts are equally important. The test is timed, because the test score 

may be affected by how quickly the test taker completes the whole task. 

Scoring criteria are essentially the same for all items in the task: points are 

awarded if answers are correct and no points are given for an incorrect answer. Scoring 

procedures require that the answer sheets completed by the test takers be collected by the 

test administrators, and that the responses on the answer sheets be scored through the 

computer by the authorities concemed. Prior to the administration of the test, the test 

takers are explicitly informed about these criteria and procedures. 

Third, the input lacets (Bachman and Palmer, 1996) look at the format in which 

input is presented and the nature of the language that is used in the input. The format 

includes channel, form, language, length, type, degree of 'speededness', and vehicle in 

which input is delivered. The main channel of input presentation in the CSAT is visual, 

but, if necessary, it is presented in both visual and auraI format. For example, in the 

listening comprehension task, some questions require choosing the suitable answer from 

the given chart or picture after listening to the information (one example of these 

questions can be found in Appendix C, question no. 9). The form of input presentation is 

language, and the presented language is the target language, English. 

In terms of input length, the spoken language and the written language test tasks 

are similar. If one reading passage covers two questions, its length is approximately 200 

words. Otherwise, the length in both test tasks is usually less than 100 words. 

The type of input is formulated as an item for each question, because the test 
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consists of multiple-choice questions. The degree of' speededness' is high, as shown in 

Table 2. Since each task has a time limit, the test takers have to process the input 

information as quickly as possible. In the listening comprehension task of the CSAT, the 

vehic1e of input delivery is reproduced, which is done through audiotape. 

The nature of the language used in the input refers to both language and topical 

characteristics. Language is used to provide the test taker with the ability to create and 

interpret information or dis course presented in the input. Language characteristics show 

how the language is organized. These characteristics are divided into two categories: 

organizational and pragmatic characteristics. The former, organizational characteristics 

include grammatical and textual aspects. Components of the grammatical aspects are 

vocabulary, morphology, syntax, phonology, and graphology. Components of the textual 

aspects are cohesion and rhetorical or conversational organization. The latter, pragmatic 

characteristics inc1ude functional and sociolinguistic aspects. Components of the 

functional aspects are ideational, manipulative, heuristic, and imaginative functions (see 

Bachman and Palmer, 1996 for detailed definitions). 

Topical characteristics show in what type the information is presented, such as 

academic, personal, and technical. The nature of language used in the CSAT is described 

in Table 3. 



Table 3. The Nature of Language Input of the CSAT 

Language Characteristics 
Organizational characteristics 

Grammatical - Vocabulary: broad range of general vocabulary. 
- Morphology and syntax: broad range of organized structures. 

Textual Cohesion: cohesive, with a broad range of cohesive devices. 
- Rhetorical: relatively broad range of artificial conversation 

Pragmatic characteristics 
Functional - Ideational and manipulative 
Sociolinguistic - Standard English 

Register: formaI 
Natural: unnatural 
Cultural references and figurative language: minimal 

Topical Characteristics broad range of topics 

Fourth,facets of the expected response (Bachman and Palmer, 1996) look at the 
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format in which a response is produced and the nature of the language that is used in the 

response. The format and the nature of language are described through the same 

characteristics proposed in the facets of the input. It is not necessary to de scribe aU the 

characteristics, because the characteristics of the response are somewhat redundant in the 

case of the CSAT, which only consists of multiple-choice tasks. The type of response 

does, though, need to be considered. Bachman and Palmer (1996) distinguished three 

kinds of responses: limited production, extended production, and selected. The limited 

production response asks for a single word or phrase. This type of response can be found 

in a task of short completion items. The extended production response requires language 

that is longer than a single sentence or utterance. One example of this response type task 

is free composition. The selected response asks the test taker to select one response from 

more than two given. This response type is for multiple-choice tasks. AU tasks on the 

CSAT are selected response type. 

FinaUy,facets of the relationship between input and response (Bachman and 

Palmer, 1996) consider reactivity, scope of relationship, and directness of relationship. 
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The reactivity indicates "the extent to which the input or the response directly affects 

subsequent input and response" (Bachman and Palmer, 1996; p. 55). With reference to 

reactivity, there are three types of test tasks: reciprocal, non-reciprocal, and adaptive. 

There are two distinctive features to determine the three types of test tasks: feedback and 

interaction between language users. Reciprocal test tasks have both feedback and 

interactions and non-reciprocal tasks have neither ofthe two. In adaptive test tasks, 

however, the feedback is involved, but the latter is not. Judging from the distinctive 

features above, the CSAT is a non-reciprocal test task, because it is not necessary to give 

feedback and to have interaction between two language users in a multiple-choice test 

like the CSAT. 

The scope of relationship means "the amount or range of input that must be 

processed in order for the test taker or language user to respond as expected" (Bachman 

and Palmer, 1996; p. 55). The amount of input that the CSAT requires the test takers to 

process ranges from broad to narrow. In the CSAT, the broad scope test tasks consist of 

selecting the best title for a reading passage, finding a main idea in the entire reading 

passage, and making inferences from a reading passage, or from utterances in the case of 

listening comprehension test tasks. Sorne questions require the scanning of a table or 

chart extracted from a newspaper or an article, and choosing a correct answer in a 

multiple-choice grammar item, aU of which faU into the narrow scope test tasks. 

The directness of relationship refers to "the degree to which the expected 

response can be based primarily on information in the input, or whether the test taker or 

language user must also rely on information in the context or in his own topical 

knowledge" (Bachman and Palmer, 1996; p. 56). In the CSAT, the degree of the 

relationship is mostly direct, since most of the responses are included in the information 

provided in the input. 
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COMPARING THE CSAT TO THE CURRICULUM/TEXTBOOKS 

As revealed above in the comparison of the two textbooks and the curriculum, the 

textbooks reflect the curriculum. Therefore, when comparing the CSAT to the 

curriculum, the textbooks can be regarded as the curriculum. That is, comparing the 

CSAT to the curriculum infers comparing the CSAT to the textbooks. The remaining of 

this section will compare the CSAT to the curriculumltextbooks using the three areas: 

goals, contents, and skills. 

The CSAT does not satisfy the goals of the curriculum. There is no task which 

requires students to communicate in English with foreigners on the CSAT. Through the 

multiple-choice tasks on the CSAT, communicative activities cannot be carried out. In 

addition, there is also no task related to culture components on the test. It is claimed in 

the curriculum that awareness of cultures should be included in EFL teaching. However, 

there is no opportunity to display culture awareness on the CSAT. 

With reference to the content areas, it is necessary to compare the CSAT and the 

curriculum/textbooks based on the five facets, presented by Bachman and Palmer (1996), 

for the purpose of providing more specific evidence about the relationship between them. 

Among the five facets, however, the first two facets, the test setting and rubrics are 

excluded, since these are appropriate for describing testing situations such as physical 

circumstances, test instructions, and scoring method rather than comparing the test and 

the curriculum/textbooks concerning the content areas. For this reason, the remaining 

three facets are considered in the comparison: the input, the expected response, and the 

relationship between input and response. 

First, in the input lacets, the CSAT does not reflect the curriculum/textbooks. 

Their characteristics are different in the format, more specifically in the input type. The 
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CSAT has only a series of multiple-choice items, but the curriculum/textbooks include 

both multiple-choice items as well as limited production and extended production tasks. 

The CSAT, however, is similar to the curriculum/textbooks in the nature of the language 

used in the input. They both coyer a relatively broad range of language and topical 

characteristics. Especially in terms of the topical characteristics, the content areas of the 

CSAT match the curriculumltextbooks for the most part. The CSAT includes many 

topics such as traffic matters, scientific explanations of the human body or of space, 

environmental problems, travel, and stories explaining the origin of postcards or 

chopsticks. In addition, questions accompanying the reading passages are used to 

appropriately elicit student cognitive skills such as identifying the main topics or points 

from spoken or written language, making inferences from a reading passage, and finding 

the best title for the reading passages. These types of questions also appear in the 

textbooks. 

On the other hand, in the expected response lacets, the CSAT does not correspond 

to the curriculum/textbooks. The most salient difference between the two is found in the 

format. This difference affects the nature of the language used in the response of the 

tasks. That is to say, all tasks on the CSAT are selected response type, because the CSAT 

consists of multiple-choice questions. The curriculumltextbooks, however, coyer all 

three types of responses: limited production, extended production, and selected. For 

example, the textbooks include multiple-choice tasks as weIl as limited production such 

as short completion tasks and extended production such as free composition. 

Subsequently, the curriculum/textbooks require a variety in the nature of the language to 

be used in the response ofthe tasks, whereas the CSAT does not because all responses 

are selected. 

Finally, the CSAT does not adequately match the curriculum/textbooks in the 
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facets of the relationship between input and response. Conceming the three components 

of the facets, both the CSAT and the curriculum/textbooks are similar on the first one: the 

scope of relationship. They both include tasks which require the amount of input 

necessary to process for the responses, ranging from broad to narrow. N evertheless, they 

are different in terms of the second and third components of the facets: reactivity and 

directness of relationship. The reactivity is very much involved in the 

curriculum/textbooks, since they include reciprocal tasks, which require both feedback 

and interaction. The CSAT, however, is a non-reciprocal test task. In addition, the CSAT 

includes only direct test tasks, in which (according to Bachman and Palmer, 1996) the 

response can be based on information in the input, whereas the curriculum/textbooks 

contain direct as weU as indirect tasks, in which (according to Bachman and Palmer, 

1996) the response can be based on information in the context or in the student's topical 

knowledge. 

The CSAT does not measure aU the skills mentioned by the curriculum. The 

curriculum encourages teaching the four language skills, divided into receptive and 

productive skills. The CSAT should therefore evaluate the four language skills in 

accordance with the curriculum, in that the ME has announced that the CSAT evaluates 

the four language skills, and uses a direct method for receptive skills and an indirect 

method for productive skills. Moreover, one of the two test purposes is to evaluate the 

extent to which students achieve what is presented in the curriculum. The CSAT, 

however, does not achieve this purpose. It measures only receptive skills, listening and 

reading. There is no evidence that the CSAT measures productive skills, speaking and 

writing. Therefore, the ME's claim oftesting the four skills appears unjustified. 

In closing, it has been shown that the CSAT does not reflect the goals of the 

curriculumltextbooks nor measure the four skills. Furthermore, the CSAT does not 
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satisfy the curriculum/textbooks in the broad sense ofthe content areas, although it 

contains many topics and questions to develop cognitive skills, which the curriculum 

mentions. As specified above, it is considered that the CSAT represents the curriculum 

in sorne points because it contains one of the same input and response types within the 

content areas as the textbooks. Nevertheless, it is not true that the CSAT reflects the 

curriculum, since it once again does not achieve the goals of the curriculum, which is 

most important in the relationship between the CSAT and the curriculum. Therefore, by 

answering the second initial question about the relationship between the CSAT and the 

curriculum, it is determined that the CSAT does not represent the curriculum. 

This chapter analyzed and described the curriculum, the textbooks, and the CSAT 

in order to understand the relationships among them. The next chapter presents and 

discusses the results from the questionnaire data and the interview data. 



CHAPTER 5. PRESENTATION AND DISCUSSION OF THE 

RESULTS 

INTRODUCTION 
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This present study of washback focuses on the relationship between the 

curriculum and the CSAT, and Chapter 4 provided a global description of this 

relationship. In this chapter, participant perceptions conceming this relationship as well 

as any washback effects will be presented and discussed. Chapter 4 also serves as 

evidence when making an inference from the findings of Chapter 5, especially when 

characterizing the nature of the washback effect. 

The results from the questionnaires and the interviews are presented. 1 first 

triangulated the questionnaire data and the interview data and generated 12 categories. 

Each category includes the triangulated data. An overview of category representation in 

the questionnaires by items is presented in Table 4. The presentation of the results 

follows and is reported according to the categories. AH quotes are translated from 

Korean. Both the original and the English translation are included in text. Then, 1 

discuss the research questions ofthis study, based on the results in Chapter 4 and 5. 

OVERVIEW OF THE RESULTS 

From both the questionnaire and the interview data, the following categories were 

generated. 

1. Awareness of the curriculum as addressed by teachers 

2. Attitudes toward the textbooks as reported by teachers and students 

3. The degree to which the textbooks correspond to the curriculum as perceived by 
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teachers 

4. Awareness of the CSAT as reported by teachers and students 

5. Attitudes toward the CSAT as reported by teachers and students 

6. The degree to which the CSAT represents the curriculum as addressed by teachers 

7. The degree to which teachers and students perceive the quality of the CSAT 

8. Roles which the CSAT plays, and its importance as perceived by teachers and 

students 

9. Impact of the CSAT on teaching and leaming as perceived by teachers and students 

10. Views conceming teaching as reported by teachers 

(1) what to teach 

(2) how to teach 

(3) how to assess students' leaming 

Il. Views conceming leaming as reported by students 

(1) awareness oftheir teachers' teaching 

(2) their own learning strategies 

12. Impact of other factors on teaching and leaming as perceived by teachers and 

students 

An overview of category representation in the questionnaires is presented in 

Table 4 (see teacher and student questionnaires in Appendix A). 
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Table 4. The Relation between Categories and Numbers of Items on the Questionnaires 

Category Number of items* 

1. Awareness ofthe curriculum TQ (items 1,2) 

2. Attitudes toward the textbooks TQ (items 17, 19,20) 

SQ (items 13, 14, 15) 

3. The degree to which the textbooks correspond TQ (item 18) 
to the curriculum 

4. Awareness of the CSAT TQ (items 3, 4,5) 

SQ (items 1,2,3) 

5. Attitudes toward the CSAT TQ (items 13, 14, 15, 16) 

SQ (items 8, 9, 11, & open-
ended) 

6. The degree to which the CSAT represents the TQ (items 6 & open-ended) 
curriculum 

7. The degree to which teachers and students TQ (item 7) 
perce ive quality of the CSAT SQ (item 4) 

8. Roles which the CSAT plays, and its TQ (items 8, 9, 10, 12) 
importance SQ (items 5, 6, 7, 10, 12) 

9. Impact of the CSAT on teaching and leaming TQ (items 48, 49, & open-
ended) 

SQ (items 34 & open-ended) 

10. Views conceming teaching TQ (items 21 to 43) 

1) what to teach (items 21 to 27) 

2) howto teach (items 28 to 36) 

3) how to assess students' leaming (items 37 to 43) 

Il. Views conceming leaming SQ (items 16 to 33) 

1) awareness of their teachers' teaching (items 16 to 23, & 33) 

2) their own learning strategies (items 24 to 32) 

12. Impact of other factors on teaching and TQ (items 44, 45, 46, 47, & 
leaming open-ended) 

SQ (open-ended) 

* TQ refers to the teacher questionnaire and SQ means the student questionnaire. 



PRESENTATION OF THE RESULTS 

Before presenting the results, sorne further background information about the 

teacher participants is given in Table 5. Other information about the teachers such as 

their specialty and interest is described in the below category entitled, 'Impact of Other 

Factors on Teaching and Leaming'. 

Table 5. Background Information of the Participants 

Teacher (n = 6) 

Name Age Teaching experience 

(teaching oflast year students) 

A 30's 12 (2 years) 

B 30's 11 (4 years) 

C 50's 20 (6 years) 

D 20's 5 (2 years) 

E 30's 6 (2 years) 

F 40's 11 (3 years) 

Degree 

M.A 

M.A 

B.A 

M.A 

B.ED 

M.A 

Student (n = 6) 21.7% went overseas to study English 

Major 

EFL education 

EFL education 

English Literature 

EFL education 

EFL education 

English Literature 

70.8% had private tutoring in preparation for the CSAT 

1. Awareness of the Curriculum: 

63 

According to the questionnaires (see Table 4), all six teachers know the overall 

philosophy of the curriculum and understand its goals and objectives adequately. Five of 

the teachers report having had an in-service teacher pro gram relevant to the curriculum. 

Only one of the five teachers follows the curriculum guidelines in his teaching, but he 

comments in the questionnaire that he only follows sorne parts of the guidelines, that is, 

the parts he can manage to teach in terms of practicality. 

Regarding the issue of practicality, the interviews reveal that all of the six 
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teachers are somewhat skeptical about how to apply the curriculum to their classes 

although they realize that students need to improve their communicative competence and 

they are willing to use methods that the curriculum encourages. 

They think that "what the curriculum said is too unrealistic to be put into 

practice", and insist on revising it. As an example, they point out that its goals are too 

high for students to achieve. One of the six teachers (Teacher B) is quoted as stating: 

"1 have sorne doubt if the ME has recognized and considered what is English 

language ability of students in communication when they set the goals and 

objectives of the curriculum .... 1 don't think students can achieve the goals by 

the end of secondary school." (English translation) 

" ji!:~-Jf-7l- .llI.-ffJ4~j ~1~jÀ1 ~"'~ ~ ~ Oâe>l~Àl-s:% '0 ~ 01 e>lU:~ ~7.1 ~1l:J1~ TIl-Q{~ ~7.1 

~{L~::):"j~yq. ~1 "'~Zf..2S-~ jl~~.llI..llI.-ffJ4~j01 ~\ttrll7Jl-7.1 ~"'~~01 J ~~~1:E 

~ -rg-"'jt-l-7.1 *t-l-~4jl ,*yq." (Original Korean) 

Furthermore, they complain that the curriculum guidelines do not provide a 

concrete explanation of how to implement communicative language teaching (CLT) and 

enough supplementary materials. They also claim that they have difficulty in bringing 

CLT into classrooms under the present teaching situation, as another teacher of the six 

(Teacher A) mentioned that: 

"According to the curriculum guidelines, we teachers have to get students 

involved in as many communicative activities as possible, leading to student­

centered learning. 1 do really want to bring these activities into my class as much 

as possible ... l'm teaching both second-year and the last-year students. The way 

1 teach both groups ofthe students is different. In the second-year class, 1 try to 

do the communicative activities through games and interesting movie scripts, and 

my students like getting involved in the activities. However, 1 barely do these 

activities in class for the last-year students because they don't want to. Sorne 

students ... well ... most of the students prefer studying individually doing 

practice tests for the CSAT, rather than doing group activities." (English 



translation) 

".lïL-ltIL}:Aà Al{lÀ1011 tr}2 J?!, .liLÀ}%'<: "§{À~ ~~ (5l~~ i\-~~ ~"pJ-,<: ~À};::Î:%~%011 %~ 
"6}J11 "6}~, "§{ À~ %~ ~ "§{~ ° 1 ° 1lF-01 ~ 4- ~ls:. ~ "5B ° 1= ~t-l q. Al ~ À 1 4-<il À 1 no 1 01 Cl ~ 
~À};::Î:%~%g inf~~"pJ-0l "6}71 ~ ~~t-lq ... Al ~ Al~ Jl2!i}-Jl3 "§{À~~ g ~tâ-"6}Jl 
<U ~t:l1, 4-<il{l i5~l:lJl:{l °1 t:Hft-lq. 2"§{\1 4-<f}Àlz-l-011 ~, 111<iJ °lt-l-%Ul <U ~ q;]:§:}~~..25.. 
~À};::Î:%~% g "6R=-~1, "§{À~ ~s:. 01 cl~~%011 %~"6R=- 51 g %Ul~.!f-~ ~t-lq. "6}All?l,3 
"§{\1 4-<f}Àlz-l-011 ~, "§{À~~ 01 ~~l ?:J:71 ~~011 °1 cl~~%'<: ~~ "6}Al ?:J:~t-lq. ~Jf-"§{ 
À~ ~ .. >€~liL .. ~ 1f ~ ~ "§{À~ ~,<: 01 cl~~% lï!..t::p.::..=:l'cf 7B~:3:j..25.. 4-'0 ~l:ll~~l{]% 
°1 ~ {i~~t-lq." (Original Korean) 

2. Attitudes Toward the Textbooks: 

Teaehers have relatively positive attitudes toward the textbooks. Aeeording to 

the teaeher interviews, four of the teaehers report that topies in the textbooks are varied 
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and appealing to students, and they ean easily adapt many interesting topies related to the 

textbooks. However, one of the four teaehers (Teaeher D) added that contents of the 

textbooks are not eurrent by saying that: 

"Contents in the textbook are very old-fashioned. For example, the title of Unit 6 

is "An American College Student". Its source is a book published in 1974. l 

think college life in those days is quite different from today. Social values and 

goals of life have ehanged a lot as times have changed .... Well, l feel a generation 

gap between me and my students. Whenever l tell them about my eollege life, 

they seem aloof and they ean't get the pieture of what it was like ... Then, in 

1974? It was way behind the time. They can 't even imagine the time. They 

weren't even bom then ... " 

" .ïil:iL}Àl ~%ol q~ ~-1f-~ 51 ~ °1 t'J-°l <U~t-lq. ojl ~ ~ 01. 6JI} ~l-&0l " ul~~"§{.lïL 
"§{À~" ..25.., 1974\1011 ~Jtl-ii ~011Àl ~~~ 51~t-lq . .=:l tâ-Àl~ ~"§{À~~,<: Al~~ 
"pJ-0l q2qJl{tt-lq. À-ll~ol i>2J?!Àl À}§l7t~1~01t-l-'èf~ -&1Es:. "pJ-0ll:lt11l~qJl{t 
t-lq ... ir~lJl., ~17d-9-l?llï!..r:14s:. "§{À~~IL}~ À-ll~~~ "pJ-°l ~:::/{Jt-lq. ~17t qt-lLj ~ 
"§{Àl~011 ~"5B 0101=71w ~J?! "§{À~ ~ ,<: ~~ -'N-~~ 1E:Aà g Al~t:9 .=:l Àl~ 01 01 u:~ ~Al .=:l 
1:1s:.*.=:li!l~ ~~l~t-lq . .=:l<a~1, 1974\17 :Aàw -.2.~ ~ 0101=71~t-lq. "§{À~~,<: ~~ 
.=:l À1Zl-% ÀJÀJ~t "6}Al ?:J:~t-lq . .=:l Àl~011lôl101t-l-Als:. <1~1-~t-l:zt Wol;):." 
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Generally, teachers report that the textbooks include many "desirable activities" 

that enable them to use CLT and the se activities are appropriate in helping to develop 

student cognitive skills. When specifically asked to give examples for the activities, they 

point out the 'Writing' practice section such as writing short essays and free composition. 

On the other hand, student responses show a different picture: they comment that 

the contents of the textbooks are boring and that the reading passages in each unit are too 

long. 

With regard to the textbook components, four of the teachers strongly disagree or 

disagree in the questionnaires that the textbook provides many practice tests for the 

CSAT. And, five of the teachers do not think that their students can achieve high scores 

on the CSAT if they teach the whole textbook, claiming that they need other 

supplementary materials, such as the practice kit of the past CSAT or the reading 

comprehension practice kit. 

Student questionnaires confirm the above: 85% of students strongly disagree or 

disagree with the amount ofpractice tests for the CSAT in the textbook, and 74.2% think 

that studying the whole textbook does not guarantee high scores on the CSAT. 

3. The Degree to Which the Textbooks Correspond to the Curriculum: 

In the questionnaires, five of the teachers strongly agree or agree that the 

textbooks co ver what the curriculum guidelines indicate. From the interviews, it is found 

that teachers believe that the textbooks coyer the four language skills and are organized 

to develop student communicative competence. One of the five teachers (Teacher F) said, 

"Although the contents of the textbook are too large to coyer due to the necessary 

time-consuming preparation for the CSAT, the textbook itself reflects what the 

curriculum guidelines said. It deals with the four language skills and includes 

many activities to enable students to use the four skills" 



" 1:I1~ .ïïLiL}Al ~%01 1.11['- l:U-1:l1i;TIAl "Î'o~1:I1~1115!.. 9-~Aln~l q r:tf-71 ~ ~ ~Al~, 
.ïïLJi\-Al A}~l~ .iiI:o'?rJi\-;A~~ =Lt:ll~- ~~-5-}Jl ~~yq . .iiI.iL}Al ~~lAl ~ 4 skillsg .2.:!f- q 

~Jl ~.lJl, ~À~~ 01 014 skillsg 2l.-T- ~%W9- ~.5:.~ ~~ activities% .~.,,~rÔ"}Jl ~~ 

4. Awareness of the CSAT' 

As can be seen in Table 6, all six teachers are knowledgeable about the CSAT. 
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Before the interviews, a question raised from the student responses is why an the student 

participants do not know about skills tested on the CSAT and its purpose. In the data 

coHection, it was assumed that the students knew about the test, because they had already 

taken iL The interviews give insight into why the students do not know about them. The 

teachers report that they informed their students of the question format of the CSAT at 

the very beginning of the school year; however, most of the teachers declare that they did 

not explicitly tell their students about the skills tested on the test and its purpose, for they 

think it is not necessary to inform their students because it does not help the students in 

preparing for the CSAT. Furthermore, they do not ev en agree that the four language 

skills are tested on the CSAT. 

Table 6. Awareness ofthe CSAT as Perceived by Teachers and Students 

Teacher (n = 6) Student (n = 120) 

Format of the CSAT 6 persons (100%) 120 persons (100%) 

Skills tested on the CSAT 6 pers ons (100%) 93 persons (77.5%) 

The purpose of the CSAT 6 persons (100%) 85 persons (70.8%) 

Student responses in the questionnaires thus reflect this picture: all the students 

are aware of what the CSAT is like, which refers to the format of questions on the CSAT; 

however, only 77.5% of students know what skills are tested on the CSAT, and 70.8% 



understand its purpose. 

5. Attitudes toward the CSAT: 

Based on teacher and student questionnaires, the overall picture of attitudes 

toward the CSAT is that both groups express negative feelings about the test. Evidence 

can be found in answer to a question asking if they feel pressured and anxious about the 

CSAT (see Table 4). Tables 7,8, and 9 show responses to the same question by the 

whole group of participants, and then each group separate1y by school. 
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Table 7. Pressure and Anxiety of the CSAT as Reported by Teachers and Students (Total) 

Agree Strongly Agree Combined 

T'eacher (n = 6) 4 pers ons (66.7%) 1 pers on (16.7%) 5 pers ons (83.3%) 

Student (n = 120) 47 pers ons (39.2%) 65 persons (54.2%) 112 persons (93.3%) 

Table 8. Pressure and Anxiety of the CSAT as Reported by Teachers: n = 6 (Type of 

School) 

Agree Strongly Agree Combined 

General (n = 4) 3 persons (75%) - 3 persons (75%) 

Vocational (n = 2) 1 person (50%) 1 person (50%) 2 pers ons (100%) 

Total 4 persons (66.7%) 1 person (16.7%) 5 persons (83.3%) 

Table 9. Pressure and Anxiety of the CSAT as Reported by Students: n = 120 (Type of 

.s.chool) 

Agree Strong1y Agree Combined 

General (n = 80) 25 persons (31.3%) 49 persons (61.3%) 74 persons (92.5%) 

Vocational (n = 40) 22 persons (55%) 16 persons (40%) 38 persons (95%) 

Total 47 persons (39.2%) 65 persons (54.2%) 112 persons (93.3%) 
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As indicated in Table 7, 93.3% of students and 83.3% ofteachers strongly agree 

or agree that they feel pressure and anxiety re1ated to the test results. Table 9 shows that 

both general and vocational students experience a lot of pressure and anxiety about the 

test although the ratio of vocational students is slightly higher than that of the general 

students. Teacher questionnaires presented in Table 8 reflect a similar picture to those of 

the students. From the teacher interviews, one of the five teachers (Teacher D) said, 

"The CSAT creates a lot of pressure on teachers because the education of 

secondary school is focussed on helping students achieve the highest score 

possible while, the goals of the curriculum are generally ignored .... The students 

are also a source of pressure with their fierce des ire to have the teachers focus 

solely on a "high score getting method" .... " 

" *~~ .ïilN~OlIJiI [?J~ gg)-~~ eJ-J:l ~LI[L g~.ïil~OI .ïill]ril~~9.1 ~.H~ ~Ale.!­
~H Q{~~SI *~.JJ.~~ ~1~0l1e! ~~ ~cl.JJ. V~LIU···. Q{~~Eë .ïilN~OI" .JJ.~~ 

~I ~~tgd" Oll g~~ fFJIe!~ 2!~ôl tI~c~.JJ. VJI [HêOlI.=l~9.I tI~i6'" ~e.!- gg)-~o~ 

UJ~~LIU." 

As other evidence, in answer to a question asking whether they like being tested 

on their knowledge (see Table 4),67.5% of students answered that they strongly disagree 

or disagree with it. A common reaction is that they want to study English in an 

enjoyable manner by watching movies or reading nove1s for pleasure, not just for the 

CSAT. In teacher questionnaires, they are asked whether they enjoy teaching toward the 

CSAT. The results show 66.7% ofteachers strongly disagree or disagree that they enjoy 

the teaching of the practice tests in preparation for the test. One of the teachers (Teacher 

A), who strongly disagreed with it, replied in the interviews: 

"1 don't like teaching the practice tests for the CSAT .... Actually, 1 hate teaching 

it because it makes students feel bored, and sometimes they doze off during my 



instructions of it ... Whenever they do that, 1 feellike l'm not good at teaching and 

1 even feel frustrated about teaching ... " 

" A~~ *~[Htlle:!~§Ail~ ~Ol~ *gjOI OI~Oi AI~ 3:i~ @::tl \?i~LI[~"·. ~~ol, O~ 

~ ~~LIU. 2HL~e:!, Q{~~::: *~§Ail~ ~Olo~~ §<2J' AIJ:I!f-l o~.:il [H[H~ :J?-'='=l:J?-'='=l 

~JIS:: gLiU. ::Jê 2~~ ~ [HŒ[~ J~2xl ~ ~Oll Ail A~-b.!OI L-1ff- Al~[~~ Lms:: ~ 

.:il, ~AIOi J~2::t1~ ~Oll.2.I9.IJ~ ~ [HS::~.:il ±~@1~S:: LJJI2 gLlU .. ·" 

Furthermore, five of the teachers strongly agree or agree that the CSAT is 

contradictory to their teaching philosophies. The reason that four of the five teachers 
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give is that they believe the test is of low quality. They believe that the actual interaction 

between interlocutors and feedback about written and/or oral utterances play important 

roles in language leaming. It is unfortunate, then, that the CSAT does not require this 

interaction and feedback. 

6. If the CSAT Represents the Curriculum: 

In the questionnaires, four teachers disagree that the CSAT reflects the goals and 

objectives of the curriculum. Furthermore, teacher interviews confirmed the following: 

an six teachers perceived that the CSAT does not represent the curriculum. Two of these 

teachers answered as agreeing with it in the questionnaires. However, the interviews 

show that the two teachers also think that the CSAT does not represent the curriculum. 

One of the two teachers (Teacher F) said, 

" ..... At sorne point, the CSAT includes what the curriculum pursues. For 

example, the CSAT measures listening and reading skills, which are parts of the 

curriculum. And, in terms of the relationship between the CSAT and the 

curriculum, compared with the previous university entrance exam [the test which 

was implemented before the new test, the CSAT], the CSAT matches the 

curriculum more. GeneraUy speaking, however, the CSAT doesn't represent aU 

the curriculum said." 



" ... oH~ ~0l161 *~Ol ii2~Jlh~iOI ~~o~:= ~~ .!t.~o~~ ~DI:= gllU. ûll~ ~~, 

*~2 ii2Jl~Jl~~.2.I gJ~eJ listeningJl~ reac\ing skills~ :ggJ~glIU. :12.I.::i1, *~Jl~ ii2Jl~Jl~ 

~.2.I ~)j10l1 ~ê.!- ê.!- [*~OI~.2.I] Q{~.::i1A~2~ tflii2ê.!-C~~, *~Ol ii2Jl~Jl~~OlI i;!~ [-1 ~ 

ggL!CL o~XIeJ-, gJ~~o~ ~ôHtd *~~ ii2~Jl~~OI ~aê.!- ~~ 2ff. ~~o~.::i1 VXI 

:= Pi~LlC~." 

The other teacher (Teacher C) also replied similarly, 

"They said that questions of the CSAT are based to assess students' 

communicative competence. l don't entirely agree with it.. .. How can we tell 

questions for speaking test from ones for listening in the spoken language parts 

on the CSAT? WeIl, personally, l can't tell .... In addition, they [students] realize 

these communicative activities [the curriculum guidelines encourage] are not 

necessary to prepare for the CSAT. Actually, l, myself, don't even think these are 

effective to prepare them for the CSAT." 

" ~ol *~Ol Q{~~~I ~IA~~~~~~ :ggJ~o~:=ElI :12Jl~ §C~.::i1 ~ glIUeJ-, Xl:= 

~~ 0 ~ :1 ~Oll ~.2.Io~ XI Pi~lIU···. Spoken language partsOlIA-1 speakingJl~ listening 

test~ O1~JiI ~~~ * V~~lIJJ~? JHeJ~o~ Xl:= ~~~ *J~ ~~:=Ellf(··· JiIO 

J~, Q{~~2 [ii2~Jl~~OI z:!~o~:=] Olclê.!- .2.IA~~~t{~OI *~CHtfIOlI i§jf(o~XI PiC~~ 

eJ~gllCL ~All~, Xl n-bl5:. Olclê.!- ~~Ol Q{~~.2.I *~CHtfIOlI.QJl~~OI2.~~ ~2{XI 
0l.A.ll CI " Loo I::::::t r. 

7. The Degree of the Test Quality as Perceived by Teachers and Students: 

Both teacher and student questionnaires ask about the test quality in terms of 

validity (see Table 4). In addition, the teacher interviews generate serious discussion 
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about the issue of test quality. The results from the questionnaires are presented in Table 

10. 

Table 10. Validity of the CSAT as Perceived by Teachers and Students 

Strongly Disagree Disagree Combined 

Teacher (n = 6) 1 pers on (16.7%) 4 pers ons (66.7%) 5 pers ons (83.3%) 

Student (n = 120) 29 persons (24.2%) 74 persons (61.7%) 103 persons (85.8%) 
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As indicated in Table 10, 85.8% ofstudents and 83.3% ofteachers strongly 

disagree or disagree that the CSAT is valid to evaluate student communicative 

competence. This refers to the fact that both groups have doubts conceming test validity. 

Based on both teacher and student comments in the questionnaires, what is large1y 

addressed is the format of the test: multiple-choice items. One ofthe teachers (Teacher 

E) states in the interviews, 

"1 doubt if multiple-choice tests like the CSAT can really measure students' 

ability to communicate in English ... For example, how can we evaluate speaking 

or writing skills with multiple-choice questions?" 

èJ.A.Ël~LI[~"· ()jl~ ~Ol, speakingOIL~ writing skills~ tlUgJ êX~I~ Oj~D11 ~]~~ * 

V~~LIJJ~?" 

The teacher furthers his argument by adding that: 

" ... even the listening test task is too short and simple to precise1y judge the level 

of students' listening comprehension ability ... " 

" ... èJXIOj ~]lêX~Is:. Llff- @"~ 8'2ôHAl Q.!-~~~ ~]1~~*2~ ~~ô~J11 E!-8~ 

*]~ iliU~ ~2{gLIU." 

ln addition, when asked whether the CSAT must change, the answers are shown 

in Table Il. 

Table Il. Change in the CSAT as Reported by Teachers and Students 

Agree Strongly Agree Combined 

1èacher (n = 6) 3 pers ons (50%) 3 pers ons (50%) 6 persons (100%) 

Student (n = 120) 55 persons (45.8%) 46 pers ons (38.3%) 101 persons (84.2%) 



Table 11 shows that 84.2% ofstudents and 100% ofteachers strongly agree or 

agree that the CSAT must change in sorne ways. A common reason given by the 
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students is that there are not many items related to everyday life situations in the contents 

of the CSAT. In the questionnaires, one teacher criticizes the reading passages, claiming 

that students tend to answer the questions without reading the passages because the 

questions are very easy to answer, and that questions themselves are so explicit and 

obvious. The teacher thus suggests that the passages should be easier to read and 

questions for the passages should be more difficult than presently. Another teacher 

suggests that the results of the CSAT should carry less weight and that student oral 

proficiency and writing ability in English should be considered in the criteria for 

university admission. 

8. Raies and Importance of the CSAT 

In order to make an inference about the CSAT's importance, this category asks 

about the perceived roles that the CSAT plays. There are four items from the 

questionnaires considered in this category: it motivates students to study English, it 

forces students to leam English more, it enriches knowledge of English language, and it 

improves proficiency in English (see Table 4). It was decided to combine the first two 

items due to the similarity of their content which was confirmed in the frequency counts 

across the two items. This is presented in Table 12 and 13. 



Table 12. Roles of the CSAT: Motivates and Forces Students to Study as Pereeived by 

Teaehers (n = 6) 

[F orees] Disagree/Strongly D 

Agree/Strongly A 

[Motivates] 

Disagree/Strongly D Agree/Strongly A 

1 person 

1 pers on 4 persons (66.7%) 

Table 13. Roles of the CSAT: Motivates and Forces Students to Study as Pereeived by 

Students (n = 120) 

[F orees] Disagree/Strongly D 

Agree/Strongly A 

[Motivates] 

Disagree/Strongly D Agree/Strongly A 

13 person 19 pers ons 

17 person 71 pers ons (59.2%) 

Table 14 derived from Table 12 and 13 shows that 66.7% ofteaehers and 59.2% 

of students eonsider the CSAT as motivating and forcing students to study English. 

Table 14. Roles ofthe CSAT: Motivates and Forces Students to Study as Pereeived by 

Teaehers and Students 

Strongly Agree or Agree 

Teaeher (n = 6) 4 persons (66.7%) 

Student (n = 120) 71 persons (59.2%) 
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From the results of the third item, it is found that 66.7% ofteaehers agree that the 

CSAT enriehes knowledge of English language, and 55% of students strongly agree or 



agree with this. In terms of the 4th item, the results show that 66.7% ofteachers agree 

that the CSAT improves student proficiency in English, and 65% of students strongly 

agree or agree with it. 
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Based on the above results, it is possible to make the inference that both teachers 

and students view the CSAT as important. Teacher interviews support this inference by 

emphasizing the continuation of the CSAT, not its abandonment. In the questionnaires, 

90.8% of students answer that they would like to continue studying English, even ifthey 

do not have to take the CSAT. This, partially, reflects the importance of English in the 

present situation of South Korea (as described in Chapter 3). That is, they must study 

English after they enter universities for future job employment, not to mention for 

entering universities. The CSAT can give 'instrumental' motivation to study English; it 

is regarded as important. 

9. Impact of the CSAT on Teaching and Learning 

This category is designed to directly ask teachers and students if the CSAT affects 

their teaching and learning. The results are presented in Table 15. 

Table 15. Impact of the CSAT on Teaching and Learning as Perceived by Teachers and 

Students 

Agree Strongly Agree Combined 

Teacher (n = 6) 4 persons (66.7%) 1 pers on (16.7%) 5 pers ons (83.3%) 

Student (n = 120) 66 pers ons (55%) 35 persons (29.2%) 101 pers ons (84.2%) 

Table 15 shows that 83.3% ofteachers strongly agree or agree that the CSAT has 

the most influence on their own teaching, and 84.2% of students strongly agree or agree 

that it has the most influence on their own learning. 

Furthermore, when teachers were asked about the scope of the test effect, 100% 
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of teachers strongly agree or agree that the test has a great influence on EFL teaching and 

learning in secondary schools as weU as on the whole educational system. One of the 

teachers adds in the interviews that the test causes "educational chaos" across the nation 

by describing the teaching situation in South Korea. That is, most students are cramming 

for the test in private preparatory institutions after school and teachers have no choice but 

to teach for the test, ignoring the curriculum, in order to help their students in preparation 

for the test. 

In answer to a further question asked about how the CSAT affects their teaching 

and leaming, the 83.3% ofteachers (see Table 15) report that the test has a negative 

effect on their teaching. They explain that this is because they cannot teach what they 

want to teach based on their teaching philosophies, rather they have to teach test-taking 

skills for the CSAT. Students also view its effect as negative because it lacks 

'integrative' motivation. Integrative motivation, based on personal interest, infers 

leaming a language for communication with foreigners who speak that language. In a 

sense, students are compelled to leam English only for the CSAT, even though they 

would prefer to leam it for communication based on interest. 

The following two categories, 'views conceming teaching' and 'views 

conceming leaming' (see Table 4) are designed to discem where the washback effect of 

the test specifically exists. 

10. Views Cancerning Teaching: 

(1) What ta Teach 

Three elements are mainly considered in the category of 'what to teach' (see 

Table 4): the parts of the textbook taught, other materials used excIuding the textbooks, 

and skill areas taught. 

8ased on the questionnaires, aU six teachers answered that they do not teach the 
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entire textbook, but there was a slight difference between each type of school (i.e., 

vocational, general) in terms of portions ofthe textbook taught. That is, both groups of 

teachers skip over most of the speaking and writing activities in the textbook such as 

'speak' 'role-play', and 'writing practice' sections, for they think these parts are not 

relevant to the CSAT. 

However, aIl general school teachers coyer the whole listening and reading parts 

whereas aIl vocational school teachers do not teach the whole listening and reading parts 

in c1ass. The interview responses explain the reason for the difference. The vocational 

school teachers pointed out that they absolutely lack the time aIlotment for English 

instruction in their school. One of the vocational school teachers (Teacher F) said, 

"General schools have four English classes in a week, but vocational schools 

have only two. Nevertheless, we have to use the same textbook taught in general 

schools. Thus, we vocational school teachers can't help dropping several units of 

the textbook." 

" E.!~)H ïl~Q{jjl~ ~~~()H 23Ol:}gj AI :}J~ 4AI~OIAI'2!, ~gj)jl ïl~Q{jjl~ 82AI 

~~ gjLI[~. =:li60l1~ ê=?-ô~ïl.sj2-2.IQ{jjl~ E.!~)jl ïl~Q{jjl2J ~~ jjlJl~A1~ A~~gJ-LI 

U. =:l2.lô~():j, .sj2-2.1 ~gj)jl ïl~Q{jjl jjlA~~~ ô~~:} iliOI jjlJl~A1~ ~ 8~~ 2.1e:!~:} 

1;f{0l1 ili~ ~~gjLIU." 

However, both groups of teachers fini shed their teaching from the textbooks by 

the end of the first semester, even though they are designed for one academic year. 

With regard to other materials used, both groups of teachers use supplementary 

materials such as past exam papers and commercial exam preparation books. In terms of 

the latter, there are books and kits for both listening and reading. Both vocational and 

general schools, with the agreement of their EFL teachers, asked their students to 

purchase the materials at the beginning of the school year. 

According to the interviews, aIl general school teachers teach both the textbooks 
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and the commercial exam preparation books, designed for both listening and reading 

practices, in the first semester. From the beginning of the second semester, they continue 

to teach the commercial publications, and also start to use the past exam papers. On the 

other hand, aU vocational school teachers teach the textbook along with the commercial 

exam preparation books only for listening practice in the first semester. From the second 

semester, however, they start to utilize the past exam papers instead of the textbooks, and 

they teach the commercial publications for both listening and reading practices. 

In addition, five teachers (3 from general schools and 2 from vocational schools) 

give extra classes to their students, relevant to preparation for the CSAT. In the extra 

classes, they sometimes provide their students with opportunities to take mock exams for 

the CSAT. The interviews revealed that both types of schools administer mock exams 

for the entire CSAT, including the English section, regularly four or five times in an 

academic year. They purchase the mock exams published by private publishers. The 

exams are administered during regular class hours. Both vocational and general teachers 

review the mock exam papers in the extra classes as well. 

Teachers were asked to rank language skill areas that they teach most in class. 

Their responses are presented in Table 16. 
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Table 16. Skill Areas that Teachers Spend Most Time on in Class (n = 6) 

1 1 2 3 4 5 6 Converted * Rank * 

Reading 6 (persons) - - - - - 6 (points) 1 

Writing - - 1 - 2 3 31 (points) 6 

Listening - 4 - 2 - - 16 (points) 2 

Speaking - - 2 1 1 2 27 (points) 5 

Grammar - 1 - 3 1 1 25 (points) 4 

Vocabulary - 1 3 - 2 - 21 (points) 3 

* 'Converted' refers to the total points of the number ofrank multiplied by the persans, and rank 

is set according ta converted points with less points indicating higher rankings. 

As Table 16 demonstrates, reading is the skill area that teachers spend the most 

amount of time teaching. AU six teachers ranked it as number 1. Listening is the second, 

vocabulary is third, and next grammar, then speaking and writing in turn are ranked as 

lowest. From the interviews, it is revealed that they ranked the last two skills the lowest 

because they were asked to do so in the questionnaires, even though they barely taught 

speaking and writing in class. Although there is no change in the ranking over time, five 

of the teachers responded that the are as taught most in class change slightly as the CSAT 

approaches. 

To summarize, parts of the textbooks are taught, those which relate to the CSAT. 

Commercial materials, specificaUy designed for the test, are used in the classroom. 

Furthermore, attention is mainly given to listening and reading skills. These findings 

provide evidence that the teaching content corresponds to content on the CSAT. It 

appears, then, that the CSAT has an influence on what is taught. 
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(2) How to Teach 

The 'how to teach' category (see Table 4) is designed to ask about three elements: 

teaching methods used, activities in class, and lesson plans. 

According to the questionnaire responses, five of the teachers answered that they 

are aware of their teaching methods, and that they feel their teaching methods help 

students prepare for the CSAT. 

In the questionnaires, aU six teachers do not specify and name methods they use. 

In the interviews, when they were asked if they use the grammar-translation method, 

they report using it. One of the teachers (Teacher C) comments that grammar is taught 

inductively, using metalanguage terms, by saying that: 

"My students already leamed the entire grammar of English over the two years of 

high school. Moreover, we do not have enough time for 'deductive teaching of 

grammar', which means teaching grammar within a context rather than ...... 1 

thus simply explain grammatical structures of the sentences using grammatical 

terms whenever 1 happen to look at sentences, which need grammatical 

explanation, in the textbook or materials. 1 usuaUy teach how to figure out 

'subject', 'verb', 'subject-verb agreement', and 'usage ofparticiples', and how to 

correct errors in sentences." 

" Q,'-~~::: Jl~9.!"lli 1, 2Q,'-t:! [H OIOI23(}iêtg:j~ 2EF tlHêGI[~JL ê~ ~OlIA-i :r-I~~ 

61°~ ê~~ J~2~IJI0l1~ AI:zlOI L-i!? !:f.~gLI[~··· mc~A-i, lliJl~A-iL~ ~3lliXH ~Oll 

A-i ê~~2301 ~B.~ ê~OI L~~ [Hm[~ :zl8ô~J11 ~23'2lô~Jl Ël(}i~LI[~. ClDH' ~ 
(\.1' 's:;.IL' , AOloITI' '~IL.Ht:H' 
VI , c::::t/\r , ,-- 2A , L.:.../\ro t::::I 

The teacher added that she gives these grammaticallessons specifically for the purpose 

of preparing students for the CSAT. 

When asked if they use the methods suggested by the Teacher s Manual from the 

curriculum, five teachers answer 'no' and only one teacher answers 'yes'. Common 
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reactions are that the Teacher s Manual does not pro vide "sufficient advice" on teaching 

methods, it does not give "specifie examples", which are appropriate to the teaching of 

each language skill, and there is only a brief explanation of the teaching methods, such as 

CLT, audio-lingual, and suggestopedia. 

Five teachers think, however, that the methods they use help students to prepare 

for the CSAT. They do not change their teaching methods regardless of the exam 

preparation, reasoning that they already use the methods that are appropriate to 

preparation for the CSAT. Whereas the one teacher, who answered 'yes', changes his 

teaching methods as the CSAT approaches, reasoning that parts of his teaching methods 

do not help students in preparation for the CSAT, and that he wants to teach toward the 

test more intensively. 

The salient feature found in the questionnaires and interviews is that aU six 

teachers concentrate mainly on listening and reading with an emphasis on English 

structure across aU of their lessons. Classroom activities and lesson plans are thus 

presented on the basis of the two areas, reading and listening. 

In the case of reading lessons, common activities in class are reading aloud and 

translation of reading passages, and sometimes skimming or scanning for general 

comprehension. Five of the teachers answer that they do not change the activities 

although the CSAT is approaching. However, les son plans are slightly different, 

depending on which materials they use - the textbooks and commercial exam preparation 

books or the past exam papers. When teaching the textbooks and commercial exam 

preparation books, the lesson plans of aU six teachers are relatively similar: 

(1) Give background information about the topic of each textbook unit or of each 

passage in the commercial books in order to elicit student attention, if 

appropriate, with pre-reading questions. 



(2) Introduce new vocabulary and difficult sentences. 

(3) Let students skim for general comprehension (If it is the case that teachers 

have asked students to prepare a passage before coming to the classroom, this 

stage would be omitted due to time limited in class). 

(4) Read the entire passage aloud and let students listen and repeat/ let three or 

four students (each student for each paragraph) read the entire passage aloud 

and let the rest of the students listen and repeat. 

(5) Translate sentence by sentence and explain the grammatical structure of 

sentences, if appropriate, with the 'further study' section in the textbooks 

whenever the sentences that need grammatical explanation appear in the 

passage. 

(6) Ask students if they have understood what they read, using the 

comprehension questions in the textbooks/ using questions that they make, 

modify, or adapt from the materials that resemble those that have appeared on 

the past CSAT. 

(7) Check the answers with the whole class. 

(8) Help the students become aware of how to deal with the types of questions for 

the CSAT. 

When using past exam papers, the lesson plans of aH the six teachers are also 
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similar. They partially execute procedures of the actual CSAT. For example, teachers let 

students read a passage and answer the given questions for the passage by themselves. 

While the students are doing this, the teachers time with a stopwatch in an effort to 

practise rapid reading, which is necessary on the actual CSAT. The teachers do not deal 

with the essential vocabulary and read aloud and translate the passage until they provide 

the students with an opportunity to practise the rapid reading. Next, they ask the students 

to give their answers in order to find out whether they are right or wrong. Finally, they 

check the answers with the whole class and suggest possible strategies about how to 

quickly solve the types of questions for the actual CSAT. 

In the case of listening lessons, common activities in class are "gist listening" and 

"inference recognition". As warm-up activities, "auditory sentence completion" and 



83 

"picture recognition" are normally used. These activities are not changed over the 

academic year. There is not a large difference in the plans between the textbooks and the 

commercial exam preparation books and the past exam papers. In the warm-up stage, 

teachers let students write down what they hear from the tape, or have them choose 

simple pictures that correspond to the listening. In the next stage, the teachers let the 

students listen to the tape and answer the given questions without giving any prompts 

before listening, reasoning that they train the students in preparation for the actual CSAT. 

After that, they ask the students to give their answers, and then they check the answers 

with the whole class. Next, they explain the essential vocabulary and translate the 

listening tape scripts, which are printed in the back of the book. Finally, they suggest 

strategies about how to deal with the types of questions for the actual CSAT. 

As revealed above, classroom activities focus only on reading and listening, 

which have historically appeared on the CSAT. As can be se en in the lesson plans, test­

taking strategy is taught at the end of every les son, and the lessons are very teacher­

centered, which the curriculum states to avoid and replace with student-centered lessons. 

There is, consequently, an apparent impact of the CSAT on teaching methods. 

(3) Haw ta Assess 

The 'how to assess' category (see Table 4) examines three elements in terms of 

'internaI' classroom testing: evaluation methods used, content of the tests, and the types 

of questions on the tests. 

Based on the questionnaires, four of the teachers use only multiple-choice test 

tasks to evaluate student learning and two teachers use not only multiple-choice tests but 

also alternatives such as oral proficiency tests and diaries. These two teachers add that 

10% of the test is dedicated to alternatives. In the interviews, when the two teachers are 

asked about the marking criteria for the alternatives, they answer that they develop their 
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own criteria appropriate to the Ievei oftheir students' ability and they inform their 

students of the criteria before the test. 

ln the case of muitiple-choice test tasks, aU six teachers focus on the content of 

the textbooks, as weU as supplementary materiais covered in class, rather than the 

content ofthe past CSAT when they write the 'internaI' tests for their students. Five of 

the teachers report modifying question types in their 'internaI' tests to correspond to 

those of the CSAT although they take aU the passages straight from the textbooks and 

supplementary materiais. They create questions such as making inferences or identifying 

a main idea from a reading passage or from utterances spoken, which have frequentIy 

appeared on the CSAT. One of the five teachers (Teacher B) stated, 

"1 usuaUy take reading passages from what 1 taught in class ... sorne parts from the 

textbook and others from the supplementary materials, but 1 change or make up 

questions similar to the types of questions on the CSAT." 

" ~ËË *~AIl!-OlI C~~5:tt::! ~ôH~êLH~~ .=lCHËË ~A~Ig,t-LIC~··· ~~~ lll:ïl~Al LHOlIAl, 

.=l2.I.::ïl L~[}jAI ~~~ ~~lllAHOlIAl ~A~Ig,t-LIU'2l ~ôH~êOlI m::: êA~I~ *~ ~g!:ïl~ 
tll~o~JlI *~o~J~L~ ~G:l ~A~Ig,t-LIU." 

Most teachers comment that performance assessments are, theoreticaUy, very 

effective ways to evaluate student Iearning, but that they are not appropriate for 

evaluating student Iearning especiaUy for the Iast year students of high school. 

GeneraUy speaking, most of the teachers create 'internaI' tests with much 

attention ta the reading and listening content that they covered in class. The types of 

questions that the teachers design for the 'internaI' tests greatly resemble those 

historicaUy presented on the CSAT. Thus, it appears that assessment is influenced by the 

CSAT. 
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11. Views Concerning Learning: 

This category (see Table 4) is designed to understand how aware students are of 

their teachers' instruction and oftheir own leaming strategies. In terms oftheir teachers' 

teaching, students are mainly asked about the two categories, 'what to teach' and 'how to 

teach', which are also considered in the teacher questionnaires. Specifically, they are 

asked about three elements: 'parts of the textbooks leamed' and 'skill areas leamed' 

within the category of 'what to teach'; and 'activities in class' within the category of 

'how to teach'. The results show that student responses reflect a similar picture to 

teacher responses. 

For example, 82.5% of students answer that they do not leam the entire textbook, 

and 85.8% of students think that their teachers skip over part of the textbooks. The 

85.8% add that speaking and writing parts are skipped. Furthermore, 87.5% of students 

mention that their teachers give extra classes besides regular school hours. Common 

reaction is that although they have listening as weIl as reading lessons in extra classes, 

the students expect more listening lessons because they cannot manage to do listening 

practice alone. 

When asked to rank the language skill areas they leam most in class, in general 

students also give similar answers to the teachers: reading and listening in tum are 

reported as the skill are as they leam most in class. The foIlowing rank is grammar and 

vocabulary. Interestingly, not aIl of them rank speaking and writing: sorne students give 

question marks '1' in the skills and sorne leave them blank. The teacher interviews 

explain this: as revealed above, teachers barely teach the two skills. 

FinaIly, students do not specify the activities they do in class. They simply report 

doing listening and reading exercises, and 79.2% of students answer that these activities 

are not changed regardless of the exam preparation period. 



With regards to learning strategies, students are asked about four aspects: their 

own time spent on preparation for the CSAT, what they study to prepare for the CSAT 

and the 'internaI' classroom testing, and skill areas they study most on their own. 
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The results show that 92.5% of students indicate self-study (i.e., studying on their 

own) for the CSAT and 66.7% of students spend one to seven hours per week on self­

study. Furthermore, 84.2% of students answer that their own time and effort invested in 

preparation for the CSAT increased as it approached. 

To prepare for the CSAT, 69.2% of students report studying on their own using 

past exam papers and/or the CSAT practice kit. Common answers to a question asking 

what is the best way to prepare for the CSAT are: doing timed rapid reading using the 

practice kit, and doing listening practice every day using the tape from commercial 

publications. On the other hand, to prepare for the 'internaI' tests, 86.7% of students 

review what they learned in class, focusing on the textbooks. 

As reported by students, skill areas they spend studying on their own most were 

ranked. Table 17, 18, and 19 present these results. 
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Table 17. Skill Areas that Students Spend Most of Their Time Studying: n = 120 (Total) 

1 1 2 3 4 5 6 Converted * Rank* 

Reading 84 (persons) 28 7 1 - - 165 (points) 1 

Writing - - 13 14 12 81 641 (points) 6 

Listening - - 37 59 18 6 473 (points) 4 

Speaking - - - 16 76 28 612 (points) 5 

Grammar - 29 53 21 12 5 391 (points) 3 

Vocabulary 36 63 10 9 2 - 238 (points) 2 

* 'Converted' refers to the total points of the number ofrank multiplied by the persons, and rank 

is set according to converted points with less points indicating higher rankings. 

Table 18. Skill Areas that General Students Spend Most of Their Time Studying: n = 80 

(Type of school) 

1 1 2 3 4 5 6 Converted * Rank* 

Reading 71 (persons) 3 5 1 - - 96 (points) 1 

Writing - - 10 9 5 56 427 (points) 6 

Listening - - 29 40 10 1 303 (points) 4 

Speaking - - - 8 54 18 410 (points) 5 

Grammar - 20 32 14 9 5 267 (points) 3 

Vocabulary 9 57 4 8 2 - 177 (points) 2 

* 'Converted' refers ta the total points of the number ofrank multiplied by the persons, and rank 

is set according to converted points with less points indicating higher rankings. 



Table 19. Skill Areas that Vocational Students Spend Most of Their Time Studying: n = 

40 (Type of school) 
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1 1 2 3 4 5 6 Converted * Rank* 

Reading 13 (persons) 25 2 - - - 69 (points) 2 

Writing - - 3 5 7 25 214 (points) 6 

Listening - 4 8 19 8 5 170 (points) 4 

Speaking - - - 8 22 10 202 (points) 5 

Grammar - 9 21 7 3 - 124 (points) 3 

Vocabulary 27 6 6 1 - - 61 (points) 1 

* 'Converted' refers to the total points ofthe number ofrank multiplied by the persons, and rank 

is set according to converted points with less points indicating higher rankings. 

Table 17 shows that reading is the skill area that both groups of students, general 

and vocational, spend most of their time studying on alone with vocabulary coming as 

second. As can be se en in Table 18 and 19, however, the rank by the vocational students 

contrasts to that of the general students in the comparison of each type of school, that is, 

vocational students spend the most amount of time studying vocabulary on their own. In 

the teacher interviews, the vocational teachers explain that their students feel they lack 

vocabulary so they focus on vocabulary more than other skills. 

From the results above, students appear relatively aware oftheir teachers' 

teaching, and their own leaming strategies quite resemble what is do ne in class. 

Furthermore, according to the student questionnaires, 65% of students strongly agree or 

agree that their teachers' instruction has an influence on their own leaming. Therefore, it 

can be stated that student views are influenced by their teachers. 
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12. Impact of Other Factors on Teaching and Learning 

With regard to teaching, four factors are considered in this category (see Table 4): 

teaching experience, teacher beliefs about language teaching and leaming, teacher 

personality, and student needs. In the interviews, however, teachers added the other 

factors and commented on what concems them in their teaching. The results from the 

questionnaires are shown in Table 20. 

Table 20. Impact of Other Factors on Teaching as Reported by Teachers (n = 6) 

Agree Strongly Agree Combined 

Teaching experience 4 pers ons (66.7%) 2 persons (33.3%) 6 pers ons (100%) 

Teacher beliefs 1 person (16.7%) - 1 person (16.7%) 

Personality 4 persons (66.7%) 1 person (16.7%) 5 persons (83.3%) 

Student needs 5 persons (83.3%) - 5 persons (83.3%) 

As indicated in Table 20, 100% and 83.3% ofteachers respectively answer that 

their teaching experience and personality affect their teaching, and 83.3% agree that their 

student needs are reflected in their teaching. Interestingly, only 16.7% agree that their 

beliefs about language teaching and learning are reflected in their teaching. This 16.7%, 

the one who reported agreeing about effect of belief on teaching, is Teacher C. 

To further identify teacher beliefs about language teaching and leaming, analysis 

and inferences of interview data were made. With reference to Table 5, which 

investigates background information of the teacher participants, Teacher A has a M.A in 

EFL education. He is interested in the issue of 'integrative' motivation. That is, he 

believes that successfullanguage leaming can be achieved only if the leamers want to 

leam the language in order to converse with foreigners who speak it, so what teachers 



90 

should do is to make them get interested in learning activities. 

Teacher B has finished her postgraduate studies in Education. She is interested in 

self-assessment. She thinks that performance assessments are very effective in 

facilitating and evaluating student language learning. 

Teacher Chas a B.A in English literature. He likes to read Shakespearean plays, 

so he sometimes encourages his students to read the plays for the goal of improving their 

reading skills. He believes that students should read literature written in English as much 

as possible in order to improve their English. There is an inference to be drawn from his 

interview: his instruction seems to be based on reading comprehension rather than 

communicative language teaching approach. 

Teacher D has a M.A in EFL education. She believes that the best way to learn a 

language is to be exposed to the language as much as possible. She comments that she 

wants to recommend her students to watch English movies, but that in reality, this is 

especially not possible for the last year students ofhigh school. 

Teacher E has a B.ED in EFL education. He is pursuing a M.ED in the field of 

education technology. He is interested in language learning through mass media, such as 

the Internet and Network education. 

Finally, Teacher F has a M.A in English literature. Her specialty is 

Shakespearean plays and she is presently pursuing a doctoral degree in this field. She 

thinks that scholars of English literature want to go back and live in the days when the 

literature was produced, interacting with the people in the literature. As such, in 

language learning, she believes that students have opportunities to interact with native 

English speakers as much as possible. She is interested in the whole social tradition and 

culture of the target language. She believes that any language does not exist 

independently of its original culture. 
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Even though only one teacher (16.7%) believes that his beliefs affect his teaching, 

examining the data further helps to understand the potential effect of beliefs on teaching. 

That is, it is revealed from the data why their beliefs are not reflected in their current 

teaching. As Teacher D commented, if they wish that their students succeed on the 

CSAT, it is almost impossible to allow their beliefs to affect their teaching in reality. 

On the other hand, students are asked to think about other factors that affect their 

learning. Factors commonly mentioned are future jobs, parent expectations, and self­

image. For example, 44.2% of students indicate future jobs, 31.7% parent expectations, 

and 17.5% self-image. 

SUMMARY AND DISCUSSION OF THE RESULTS 

In sum, although they are aware of the curriculum, teachers are leery to apply it 

to the classrooms in terms of practicality. Teachers and students have different opinions 

about the textbooks. The teachers perce ive that the textbooks reflect the philosophy of 

the curriculum, and they react positively to the textbooks, whereas the students do not 

have positive attitudes. Both groups, however, consider that the textbooks are not 

enough to prepare them for the CSAT because they do not provide many practice tests. 

With reference to awareness of the CSAT, all the teachers know about the format 

of the CSAT, its purpose, and skills tested. However, most of them do not inform their 

students about the latter two specifically, reasoning that the information does not help the 

students in preparation for the test. Consequently, almost a quarter of the students are 

not sure about the CSAT's purpose and the skills tested. 

Both teachers and students have negative attitudes toward the CSAT. They feel 

pressured and anxious about the test. Teachers do not like teaching to the test, and 

students do not like being tested. Both groups also think that the CSAT must change in 



sorne ways. Furthermore, the teachers perceive that the CSAT is not in alignment with 

the goals and the objectives of the curriculum. 
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To summarize teacher perceptions concerning the relationships among the 

curriculum, the textbooks, and the CSAT, teachers believe that the textbooks correspond 

to the curriculum. However, they believe that the CSAT does not represent an that the 

curriculum mentions. 

Both teachers and students denounce the test quality in tenus ofvalidity, because 

they believe that the CSAT is not, in fact, evaluating students' communicative 

competence, but rather general comprehension. However, they view the CSAT as 

important, since it stimulates studying English. 

Turning now to the issue of impact of the CSAT, both teachers and students 

perceive that it has a negative impact on their teaching and leaming. Specifically, 

teaching content, methodology, and ways of assessment focus on preparing students for 

the CSAT. Teachers use commercial materials designed to practise the test, teach test­

taking skills, and design 'internaI' classroom tests with similar question types as on the 

CSAT. In terms of learning, students are weIl aware of their teachers' instruction in class 

and their own learning strategies reflect what is done in class, so that student learning 

appears affected by their teachers' teaching. 

There are three other factors reflected in the teaching: teaching experience, 

personality, and student needs. Interestingly, teacher beliefs are not reflected in their 

teaching. On the other hand, students list the other factors that affect their learning in the 

following order: future job, parent expectations, and self-image. 

The first main research question posed in the study asked if the CSAT affected 

EFL teaching and learning in Korean secondary schools. The results from questionnaires 

and interviews suggest that it does affect the teaching and learning. Specifically, the 



CSAT affects what to teach, how to teach, and how to assess in terms of teaching. The 

CSAT also affects student learning such as time spent on preparation for the CSAT, skill 

areas they study, and learning strategies. 

The next question asked what was the nature of the relationship between the test 

and teaching and learning, and hence the curriculum. Before answering the question, it 
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is necessary to recall the initial questions about the relationships among the curriculum, 

the textbooks, and the CSAT, which are examined in Chapter 4. According to the results 

in Chapter 4, the textbooks correspond to the curriculum, but the CSAT does not 

represent the curriculum properly. Here the textbooks are to be considered as a criterion 

to characterize the nature of the relationship between the test and curriculum, because the 

results in Chapter 4 demonstrate that the textbooks reflect the curriculum. It can be then 

assumed that the nature of washback is characterized as negative if teachers do not teach 

the whole textbook and teach toward the CSAT. In other words, that the textbooks 

corresponding to the curriculum are not properly taught in class implies that the 

curriculum is ignored or narrowed. 

In the present study, data from questionnaires and interviews reveal that teachers 

skip over parts of the textbooks, which are not directly related to the CSAT, and teach 

toward the test, using other materials such as listening and reading practice kits for the 

CSAT. Therefore, it appears that there is a 'narrowing of the curriculum' (Madaus, 1988; 

Smith, 1991) or 'distorting of the curriculum' (Vernon, 1956) so that there is a 'negative' 

washback effect of the CSAT on teaching and learning. The results of the questionnaires 

also support this. Both teachers and students report that the test has a negative effect on 

their teaching and learning. 

The last main research question asked what were the variables influenced by the 

washback effect. That is, what does the negative washback effect of the CSAT affect? It 
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affects the attitudes toward the CSAT that teachers and students have. As revealed above, 

teachers and students express negative feelings by pinpointing test anxiety and pressure 

to raise test scores. Teachers do not like teaching to the test, ignoring the curriculum, 

and students also do not like studying for the test as well as being tested on their 

knowledge only concerning the CSAT content. 

l then raise the question of what causes 'this phenomenon' , which indicates that 

the CSAT has a negative effect on teaching and learning, and then further causes teachers 

and students to have negative attitudes toward the test. As Alderson and Wall (1993) 

mentioned, it seems to make sense that we explore what causes this phenomenon after 

confirming the presence of washback and identifying its nature. In the case of the 

present study, it might be due to test quality perceived by the teachers and students. 

They criticize the quality of the CSAT in terms of validity. It would be somewhat 

difficult to determine that test quality is the prime causative factor of this phenomenon, 

since there exist other forces within society, education, and schools that might affect this 

phenomenon, as claimed by Alderson and Wall (1993). Judging from the teachers' point 

of view, however, test quality might be what they regard as one of the main factors. 

Therefore, it could be assumed that test quality is a contributing factor to the 

phenomenon. 

Then, what is the evidence that test quality could cause this phenomenon? We 

can find the evidence from the results of the category, 'Attitudes toward the CSAT'. 

Teachers regard the test as contradictory to their respective teaching philosophies. They 

point out its low quality as the reason behind their beliefs. 

With regard to the quality of the CSAT, l ask myself about the question raised by 

Bachman and Palmer (1996), "How useful is this particular test for its intended 

purpose(s)?" (p. 17). More specifically, in terms of construct validity, "To what extent 
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does the test task reflect the construct definition?" (p. 141). According to the results 

from analyzing the characteristics of the CSAT, its intended purpose is dual: a 

proficiency and achievement test. 1 thus ask the question regarding the degree of the 

correspondence between the CSAT and its purpose, 'To what extent does the multiple­

choice test task reflect the construct that might be defined as 'the ability to communicate 

in English'? 

The answer can be found from the results of the category, 'The degree of the test 

quality perceived'. The results show that teachers criticize the validity of the CSAT, 

arguing that multiple-choice questions like those on the CSAT cannot measure students' 

communication ability in English. From the argument, therefore, we can make an 

inference about the construct validity of the CSAT. That is, interpretation of the CSAT 

scores can be relatively unsatisfactory, in that the CSAT does not reflect the construct 

definition. 

From the student questionnaires, we can also make an inference about another 

quality of the CSAT, other than construct validity. Students address the issue of 

authenticity. According to Bachman and Palmer (1996), authenticity is defined as "the 

degree of correspondence of the characteristics of a given language test task to the 

features of a TLU (Target Language Use) task" (p. 23). The students point out that the 

content of the CSAT does not include many items related to daily life situations. This 

implies that the characteristics of the CSAT do not correspond to the features of the 

"real-life domain", which is a type of the TLU do mains named by Bachman and Palmer 

(1996, p. 44). Judging from student perception of test quality, thus, the CSAT is 

relatively less authentic. 

The next question 1 ask is how teachers behave in accordance with test quality. 

The results provide evidence that teachers do not explicitly inform their students about 



the skills tested on the CSAT, since they think it will not help the students in preparing 

for the test. In addition, they do not even agree that the test measures the four language 

skills. As a result, students are not informed about these issues. 
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Chapter 2 described Alderson and Wall's (1993) argument about the relation 

between a washback effect and a test's validity. They argue that washback "is likely to 

be a complex phenomenon which cannot be related directly to a test's validity" (p. 116). 

However, Messik (1996) mentions that "washback appears to depend on a number of 

important factors in the educational system in addition to the validity of the tests" (p. 

245). Furthermore, Cheng (1997) points out that every particular educational context in 

which a test is administrated is different and of importance to a washback investigation, 

so that the particular educational context should be first considered in any washback 

investigation. In the case of the South Korean educational system, this study has 

provided evidence showing that washback is related to test validity, and even further, to 

test quality. 

Because it has been claimed that certain qualities of the CSAT caused a negative 

washback, it must then be asked, how could this present situation be improved? In my 

opinion, the CSAT should be reformed and revised to reestablish its authenticity and 

validity. Presently, a conflict exists between the CSAT characteristics and both the 

features of the TLU domain and the construct definition - the ability to communicate in 

English. To resolve the conflict, attention should be given to how the CSAT is matched 

with the TLU domain features and the construct definition. This issue will be more 

explicitly discussed in the section, 'Implications ofthe Study', in Chapter 6, because it is 

pertinent to many other Asian countries and their EFL programs as well as to the 

particularly context of Korean EFL teaching and learning. Furthermore, Chapter 6 

includes the limitations of and contributions to the study and suggestions for further 
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research. 



CHAPTER 6. CONCLUSIONS 

This chapter revisits the findings of the study, discusses implications and 

limitations, and gives suggestions for further research. 
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The present study was designed to examine whether a washback effect from the 

CSAT exists. As reported in Chapter 1, the presence ofwashback is commonly believed, 

but evidence through empirical research is lacking. The findings of this study confirm 

the belief that there is a washback effect from the CSAT on EFL teaching and leaming in 

secondary schools, and the nature of washback is characterized as negative. The findings 

even further confirm that the variable(s) influenced by the washback effect are negative 

attitudes that the participants of the study have toward the test. 

On the basis of these findings, one can realize the power of the CSAT over EFL 

teaching and learning in secondary schools of South Korea. To raise test scores, teachers 

teach toward the test, ignoring the curriculum, and students study only for the test. 

Subsequently, feelings of pressure and anxiety about the test are generated among them. 

One can also infer from the findings of the study, that this phenomenon results from the 

low quality of the test. That is, the CSAT does not reflect the curriculum and therefore it 

is not valid. Earlier in Chapter 2, Smith (1991) claimed that high-stakes testing 

influences teachers directly and negatively. As such, the CSAT as a high-stakes test does 

appear to affect teaching and learning negatively, and is demonstrated in teacher and 

student negative feelings about the test. 

IMPLICATIONS OF THE STUDY 

Once negative washback is observed in a study, it is necessary to consider how to 

bring about desirable washback, or at least, how to reduce or avoid the negative 



washback. Sorne researchers suggest several ways for beneficial washback to be 

encouraged (Hughes, 1989; Bailey, 1996). As Cheng (2000) mentioned earlier in 

Chapter 3, however, the washback effects oftests tend to depend on the educational 

systems. Based on the literature, thus, this study suggests two ways to bring about 

desirable washback, which are both appropriate to the Korean educational system and 

may also prove helpful to the EFL educational systems of other Asian countries. 
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The first is that the CSAT should reflect the language leaming goals of the 

curriculum. As one participant of the study reports, the goals of the curriculum are too 

high for students to achieve, that is, what the curriculum pursues is not realistic. As 

revealed in Chapter 4, the CSAT does not achieve its intended purposes; to serve as a 

proficiency and achievement test. Moreover, it does not represent the curriculum. 

Therefore, in order to bring about desirable washback, both the curriculum designers and 

the test developers need to consider the correspondence between the curriculum and the 

CSAT. That is, the curriculum designers should establish goals appropriate to the level 

of student ability, and the test designers should reflect the goals of the curriculum in the 

CSAT in order to assess student achievement of the curriculum. 

The second is to use 'direct testing', suggested by Hughes (1989). According to 

Hughes, direct testing requires students "to perform precisely the skill which we wish to 

measure" (p. 15). In other words, if we want to know how well students can speak a 

language, we should let them speak the language. If we want to know how well they can 

write compositions, we should let them write compositions in the tests. Hughes further 

suggests that direct testing is useful to measure the productive skills, speaking and 

writing. 

The ME announces that the CSAT measures the four language skills. That is, the 

CSAT directly evaluates the receptive skills, listening and reading and indirectly 
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evaluates the productive skills, speaking and writing. However, the findings in Chapter 

4 show that there is no evidence that the CSAT measures the productive skills, speaking 

and writing, in the multiple-choice items. Furthermore, the teacher participants of the 

study do not think that the CSAT measures the four language skills. Therefore, the test 

developers need to take into consideration the suggestion ofusing 'direct testing' such as 

compositions and oral interviews. Through these kinds of tests, students are asked to 

pro duce written and/or oral discourses. One reminder, however, is that the test 

developers should consider constructing reliable and valid rating scales when they design 

the tests. 

With reference to rating scales, Turner and Upshur (1996) developed EBB scales, 

defined as a scale that is "empirically derived, requires binary choices by raters, and 

defines the boundaries between score levels" (pp. 60-61). These scales were developed 

for speaking tests such as story retell. They found these scales very accurate and 

recommended using this type of scale in assessing high-stakes tests. It is thus helpful to 

consider these scales when designing high-stakes tests with productive skill tasks (see 

Turner, 2001a for a scale development report). 

LIMITATIONS AND CONTRIBUTIONS OF THE STUDY 

There remain severallimitations to the present study. First of aIl, the instruments 

used limited my data collection. l used three instruments: written questionnaires, 

interviews, and analyses of documents. Recently, to investigate washback, many studies 

suggest the use of multiple data through questionnaires, interviews, and observations 

(Wall and Alderson, 1993; Sturman, 1996; Alderson and Hamp-Lyons, 1996; Cheng, 

1997). Sturman (1996) explained the value ofusing both qualitative data (written open­

ended comments) and quantitative data in his washback study. In particular, Wall and 
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Alderson (1993) noted that observational data were important, but raised many questions 

concerning 'why', like 'why teachers do what they do in class' or 'why tests may not 

have the impact that is asserted'. They emphasized that classroom observations, 

interviews, and questionnaires necessarily complement each other. Moreover, Morrow 

(1986) claimed that "in essence an examination of washback validity would take testing 

researchers into the classroom in order to observe the effect of their tests in action" (p. 6). 

l conducted the study based merely on written questionnaires and interviews, 

however not on classroom observations, due to constraints regarding access to the 

classroom. That is, the participants of the study resided in South Korea whereas l was in 

Canada, so that l could not make classroom observations. Indeed, it sometimes happens 

that what teachers report they usually do is not the same as what they actually do in the 

classroom. A study including classroom observations will contribute further to the 

present study. 

Second, the number of the participants is small in this study. They are six EFL 

teachers and 120 students in the last year of high school. The small number of 

participants can be a factor that affects 'internaI validity'. Particularly, when data 

obtained from the six teachers are interpreted as quantitative such as percentage (%), the 

effects of individual variability are magnified in the small number of the participants, so 

that the results might be distorted. This needs to be considered when interpreting the 

results. 

Third, 1 did not interview the student participants. Collection of the questionnaire 

data occurred in February. The academic year ends in February. By the time the 

questionnaire data were returned, the students had already left schools after graduation. 

Even if the questionnaires were collected earlier than February, or even before the CSAT, 

l could not interview the students, since doing interviews before the CSAT could 
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interrupt their leaming. As a result, when 1 had questions raised conceming student 

responses in the questionnaires, 1 had to ask their teachers, who were involved in the 

study, to explain why the students answered the way they did in the questionnaires. This 

study is designed to compare both teacher and student opinions and to look at whether 

there are similarities or differences between them. However, the comparison might be 

somewhat biased, since my understanding of the student answers, sometimes, depended 

on their teachers' explanations. 

Despite its limitations, this study has begun to investigate the washback effect of 

the CSAT in the context of South Korea, on which no empirical research has been 

reported. Moreover, this study has analyzed the curriculum, the textbooks, and the CSAT 

to examine the relationships among them. These analyses have been useful to better 

understand the educational context of South Korea based on the results of the 

relationships. Therefore, this study can also be useful for those who look to do future 

research conceming washback within the Korean context. 

SUGGESTIONS FOR FURTHER RESEARCH 

There remains much that is unexamined in the study; most importantly, teacher 

beliefs about language teaching and leaming. The findings of the study show that 

teachers consider the CSAT as contradictory to their teaching philosophies and that their 

beliefs about language teaching and leaming are not reflected in their teaching. In the 

end, they have to teach toward the test. If, on the other hand, they were able to teach the 

way they wanted on the basis of their teaching philosophies, and if the curriculum and 

the CSAT coincided with their philosophies, then results in such a study might be 

dlifferent. A positive washback effect might be observed in the study. It is thus 

conceivable that teacher beliefs may be a factor in bringing about desirable washback. 
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CLOSING RE MARKS 

After examining the washback effect of the CSAT on EFL teaching and leaming 

in South Korean secondary schools, it was observed that the CSAT, like many high­

stakes tests, affects teaching and learning directly and negatively (Smith, 1991). A high­

stakes test like the CSAT can have power over the educational system (Shohamy, 1993). 

Therefore, a system could work toward positive washback. For example, the CSAT 

which is powerful could serve as a lever for change (Pearson, 1988). An effort should be 

made to redesign the CSAT to serve as a lever for desirable change. 
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Teacher Questionnaire 

In the study entitled "A Washback Study of the University Entrance Examination in 
Secondary Schools in South Korea ", the teacher questionnaire will provide information 
about teachers' reactions toward the university entrance examination (hereafter, CSAT) and 
viewpoints of their teaching. (On the questions, the CSAT refers to the English section of the 
CSAT). 

Answer the questions as best you cano Ifthere are any questions you do not understand, 
please askfor help. You can withdraw from this study at any time ifyou thinkyou can not 
continue. 

[Personal information] 

1. Name: -------------------

2. Age: 0 20-29 0 30-39 0 40-49 0 50-59 D over 60 

3. Sex : 0 Male D Female 

4. School: ___________ _ 

5. Educational Background D B.Ed D B.A D M.Ed D M.A 
DOther, Specify _____ _ 

6. How long have you been an English teacher? _____ _ 

7. How many years have you taught students in their last year ofhigh school? ____ _ 

8. How many classes do you have a week? __________ __ 

9. How many students are there per class? ______ _ 

10. How many students do you currently teach? ____ _ 

Il. Have you ever had an EFL teacher-training program, non-funded (Le., with your own 
payment) or funded by the Korean government? (Y) __ (N) __ 

llf YES, tell me briefly about the course description. ____________________ _ 

12. Have you ever had an in-service teacher education pro gram relevant to the curriculum? 
(Y) __ (N) __ 



******************** 

Directions: There are a variety of response formats to the following questions. 
Sorne questions require that you read statements and then decide ifyou: 
(1) strongly disagree, (2) disagree, (3) agree, (4) strongly agree. 
Sorne questions require simply a (Y) yes or (N) no response. 
Sorne questions require a check (.J) mark. 
Sorne questions require a ranking. 
Sorne questions also require short written answers. 

[Awareness of the curriculum and the CSAT] 

1. Do you know what the overall philosophy of the curriculum is? (Y)__ (N) __ 

2. Do you follow the curriculum guidelines when you teach? (Y) __ (N) __ 
Give reasons: --------------------------------------------------

3. Do you know what the CSAT is like? (Y) __ (N) __ 

4. Do you know what skills are tested on the CSA T? (Y) __ (N) __ 

5. Check what you think the purpose(s) of the CSAT is (are). 
(1) to choose prospective students ______ __ 
(2) to evaluate students' academic competence ___ _ 
(3) to evaluate students' rote-memorization skill ______ __ 
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(4) other, specify _____________________ _ 

[Attitude toward the CSAT] 

6. The CSAT reflects the goals and objectives of the curriculum. 
(1)_(2)_(3)_(4)_ 
Give reasons: --------------------------------------------------

7. The CSA T is valid to evaluate students' communicative competence that the curriculum 
encourages. (1) __ (2) __ (3)_ (4)_ 
Give reasons: --------------------------------------------------

8. The CSAT enriches students' knowledge of English language. 
(1)_ (2)_ (3)_ (4)_ 
Give reasons: --------------------------------------------------



9. The CSAT improves students' proficiency in English. 
(1)_ (2)_ (3)_ (4)_ 
Give reasons: ----------------------------------------------

10. The CSA T would motivate students to study English. 
(1)_(2)_(3)_(4)_ 
Give reasons: ----------------------------------------------

II. My students should adjust their leaming strategies to the CSAT. 
(1)_(2)_(3)_(4)_ 
How? ---------------------------------------------------

12. The CSAT forces my students to study English harder 
(1)_(2)_(3)_(4)_ 
Give reasons: ----------------------------------------------

13.1 enjoy the teaching of the practice tests in preparation for the CSAT. 
(1)_ (2)_ (3)_ (4)_ 
Give reasons: ----------------------------------------------

14. 1 feel pressured about the CSA T when 1 teach. 
(1)_(2)_(3)_(4)_ 
Give reasons: ----------------------------------------------

15. 1 think the CSAT is contrary to my teaching philosophy. 
(1)_(2)_(3)_(4)_ 
Give reasons: ----------------------------------------------

16. The CSA T must change in sorne ways. 
(1)_(2)_(3)_(4)_ 
Give reasons: ----------------------------------------------

[Attitude toward the textbook] 

17. Which textbook do you use? __________________________________ _ 

18. The textbook covers what the curriculum guideline said. 
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(1)_(2)_(3)_(4)_ 
Give reasons: ------------------------------------------------

19. The textbook provides many practice tests for the CSAT. 
(1)_(2)_(3)_(4)_ 
Give reasons: ------------------------------------------------

20. If 1 teach the whole textbook, then my students can achieve high scores on the CSAT. 
(1)_ (2)_ (3)_ (4)_ 
Give reasons: ------------------------------------------------

Do you have any comments to add conceming relations between the curriculum 
and the CSA T? ---------------------------------------------

[TEACHING] 

[Content of teaching] : what to teach 

21. Do you teach the whole textbook? (Y) __ (N) __ 
Give reasons: ------------------------------------------------

22. Do you modify the content of the textbook due to the CSA T? (Y) __ (N) __ _ 
Give reasons: ------------------------------------------------

23. Do you skip over part of the textbook? (Y) __ (N) __ 

IF YES, what part do you skip over in the textbook? ____________________ _ 

VVhy? ____________________________________________________ _ 

24. Do you use other materials? (Y) ___ (N) __ 

IF YES, what are they? ________________________________________ _ 

What skills do you intend to develop with the materials? __________________ _ 



25. Which areas did you teach most in class? (Rank the skills) 
(1) reading 
(2) writing 
(3) listening __ _ 
(4) speaking __ _ 
(5) grammar __ _ 
(6) vocabulary __ _ 

26. Did you change them as the CSA T approached? (Y)__ (N) __ 

lit' YES, how did you change them? (Rank the skills) 
(1) reading 
(2) writing 
(3) listening __ _ 
(4) speaking __ _ 
(5) grammar __ _ 
(6) vocabulary __ _ 

27. Do you give extra classes to your students, besides regular school hours? 
(Y)_(N)_ 
Give reasons: ------------------------

IF YES, what kinds of lessons do you give? (e.g., do you give grammar les sons or 
listening lessons?, etc) ____________________ _ 
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What materials do you use? __________________ _ 

[Methodology of teaching]: how to teach 

28. Are you concerned about the methods you use to teach English? (Y) __ (N) __ 
Give reasons: ------------------------

29. What methods do you use? __________________ _ 

30. Are the methods you use suggested by the Teacher 's guide from the curriculum? 
(Y)_(N)_ 

31. Do you feel the methods you use help students prepare for the CSA T? 
(Y)_(N)_ 
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Give reasons: --------------------------------------------------

32. Did you change your teaching methods as the CSA T approached? (Y) __ (N) __ 

IF YES, how did you change? ____________________ _ 

33. Tell me briefly about what activities you did in class. (e.g., reading aloud, role-play, and 
soon) __________________________________________________ _ 

34. Did you change the activities as the CSAT approached? (Y) __ (N) __ 

U' YES, how and why? ____________________ _ 

35. Do you have any pattern for the lessons in class? (Y) __ (N) __ 

IF YES, what is your pattern? ___________________ _ 

36. Did you change the pattern as the CSA T approached? (Y) __ (N) __ 

IF YES, how did you change it? __________________________________ _ 

[Ways of assessing] : how to assess students 

37. Wh en you make up 'internai' tests for your students, what do you focus on? (e.g., do you 
focus on the content of the textbooks you covered in class, or the content of the past 
examination papers-the practice kit of the past CSA T) ________ _ 

38. Do you modify the content of the test due to the CSAT? (e.g., if the CSAT has a question 
about finding the key word from the passage, you include the question in your own test.) 
(Y)_(N)_ 
Give reasons: --------------------------------------------------

39. What are the criteria for the test? (e.g., in evaluating listening ability, do you make your 
own criteria for that? Or do you adopt the marking criteria used by the past CSA T?) 
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40. Do you explain the criteria to your students? (i.e., do you let them know the criteria before 
the test?) (Y) __ (N) __ 
Give reasons: ----------------------------------------------------

41. What kind of test format do you use to evaluate your students' learning? (e.g., 
multiple-choice tests or alternatives, for example, performance assessments, su ch as essay 
writing, communicative pair-work tasks, role-play tests, group discussions, composition 
tests, cloze tests, oral proficiency interviews, portfolios, diaries, self-assessment, and so 
on) __________________________________________ __ 

Why do you use this format? ____________________________________ _ 

42. Does the format you use appear frequently on the CSAT? (Y) __ (N) __ 

43. Do you have any comments to add in terms ofways ofassessing? (e.g., ifyou use 
multiple-choice tests or performance assessments, how appropriately do you use them to 
your students? Or do you think what you use are valid to evaluate your students' learning? 
Or is there anything to change?) ____________________________ _ 

[General Views on Your Teaching] 

44. My teaching experience is reflected in my CUITent teaching. 
(1)_ (2)_ (3)_ (4)_ 
Give reasons: ----------------------------------------------------

45. My beliefs about language teaching and learning are reflected in my CUITent teaching. 
(1)_(2)_(3)_(4)_ 
Give reasons: ----------------------------------------------------

46. My personality is reflected in my CUITent teaching. 
(1)_ (2)_ (3)_ (4)_ 
Give reasons: ----------------------------------------------------

47. What my students need is reflected in my CUITent teaching 
(1)_(2)_(3)_(4)_ 
Give reasons: ----------------------------------------------------



48. 1 think the CSA T has the most influence on my own teaching. 
(1)_ (2)_ (3)_ (4)_ 
Give reasons: ---------------------------------------------------

49. 1 believe the CSAT has a great influence on EFL teaching and leaming in secondary 
schools and even on the whole education system. (1) __ (2) __ (3) __ (4) __ 
Give reasons: ---------------------------------------------------

118 

••••••••••••••••••••••••••••••••••••••••••••••••••••••••••••••••••••••••••• 

~ (1) If you think the CSA T affects your teaching, please comment on how the CSA T 
affects your teaching (i.e., negatively/positively). 

(2) What are other factors that affect your teaching? 

~ If you don 't think so, please comment on why the CSAT doesn't affect your teaching, 
and what are the other factors, except teaching experience, beliefs, and personality, 
that affect and reflect your current teaching. 

Thank you very much for your participation. D 
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Student Questionnaire (Original Korean Version) 
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2. 4~ °1 ~ .... ~ ~ ~ ~ tt~ tl- skill ~ Çj]!:.§..~}~ ~l 0J..i!. ~l ~J '__l ,>}? 
(01]) (o}'__l~) __ _ 

3. 4~ ~ *~ °1 Jf~ °14..i!. .... ~ ~~}~J '__l ,>}? (o}!ll 'tl..i. al] Jl.~l ii}~J~] ~.) 
CD~J-~ "J~..i!. ~4tl- ~ .... ~ -'\j tlJ __ _ 
®~ .... ~ ~~ ~~~ 4~~~ IiJ~} __ _ 
®~ .... ~ -%~ rt1-°J::>l 'ô ~ IiJ ~~ __ _ 
@::>14 (~}~]tl ~~4~J~1~) ___________ _ 

4. 4"*~ '-f~ ~ ~k~:~"*~ (communicative competence)~ IiJ ~}ii}::>l al] 
~ ~(valid) ii}4. 
(1) (2) (3) (4) __ 
~ ..'2 ~ ~l .... ~ ~~}~J '__l ,>}? _______________ _ 

5. 4~ ~ '-f~ 0J ~ al] ~ tl- ~l ~ -t ~ tl ~ t~l ::>1 o~ tl-4. 
(1) (2) (3) (4) __ 
~ ..'2 ~ ~l .... ~ ~i;}~J '__l ,>}? ________________ _ 

6 .. 4 ~~ '-f~ <>J ~ ~J ~ (proficiency) ~ iiJ:~J~l ~~ ~4. 
(1) (2) (3) (4) __ 
~ ..'2~~1 .... ~~~}~J'__l'>}? _______________ _ 

7. 4~~ '-f~ ~_G~~al] ~tl- -%::>l(motivation)~ "*tlJ~1~~~4. 
(1) (2) (3) (4) __ 
~..'2~~1 .... ~~ii}~J'__l'>}? ________________ _ 

8. '-1l~} ::>~~l..i!. ~~ ~l~all ~t~ Çj]!:.§..1:IJ~ ~-t i'°}tl-4. 
(1) (2) (3) (4) __ 
~ ..'2~~1 .... ~~~}~J'__l'>}? _______________ _ 

9. 4~all ~tl- ~1i~ 1-0J~J~ ~}~l..i!. ~4. 
(1) (2) (3) (4) __ 
~ ..'2 ~ ~l .... ~ ~ii}~J '__l ,>}? _______________ _ 

10.4 ~ ~ '-f~ <>J ~ ~ _G ~ ~J..:r.~ ~J !l-~l ~J 4. 
(1) (2) (3) (4) __ 
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1l.4'c; ~ ~~~o1l""~ °J4 :>~~~~o~ tl-4. 
(1) (2) (3) (4) __ 
SIl ..:2.~~1 1~ii}AJy'-'}? ________________ _ 

12.1lJ-~ 4~Al~ ~ ~l,;l ~~4oJ. o~~~~>Jll""~~ ~1~1 ii}Al~Vy')}? 
(o}~ 't! ,j. 011 JJ.Al ii}AJ Al:L. ) 
CDoJ~-%4-t ~l~~ ~014. __ _ 
®<>J~-%4-t ~~olAJ ii},;l ~~ ~014. __ _ 

01 -fr-t '\1 oJ t~ 2f~1..s.. _________________ _ 

14. A}-tii}..il ~~ .lil~""~ 011 ~ -4 'c; t.ll tll-t ~ tl- 0J v-%~l ~ 01 ~~ol ~ 4. 
(1) (2) (3) (4) __ 
SIl ..:2.~~1 A»~ii}AJy')}? _______________ _ 

15 . .lil~",,~ 11~~1~~-t ~~ -%4tl-4oJ. 4'c;o1l""~ i-~ ~4-t tlJ~ 4 ~4. 
(1) (2) (3) (4) __ _ 
SIl ..:2.~~1 A»~_tii}AJy')}? ________________ _ 

~ 4'c;Al~~ ~~ii}o~ ~~ AJ~~~ ~~~ ~Jii}~ 4~01 ~4oJ llJ-~t~ 
2fAJ A1:L. 

17. 40J AH}o1l .lil~""~ ~ -t°l 4~o1l ~ ~ii},;t.~ 4~J ~ ~ {) y')}? 
(~]) (o}y:L) __ _ 



18.3i!.3!l-"i1.l1-t"iall"i 4°l:P'1~Jall 4J}~,;1,;1 ~~ ..1:}~ol ~-G~»}? 
(oll) (o}~.!L) __ _ 

19. 40J ~l ~Jall ~.; ..1:}~ ~ ~}';J "i~ ~ J?..J. ll~ -t~ »}? (o}i!ll 'tl.:t all "*~-i­
JI. ~l ii}.AJ ~1.!L . ) 
CDreading 
@writing 
®listening 
@speaking 
@grammar 
®vocabulary 

20.19 'tl3!l- %~ ii}o~ 4 'c; ~1 ~ °1 4::>}~al1 t4~ rt~{! ..1:} ~ °1 ~ -G ~ »}? 
(oll) (o}~ .!L) __ _ 

~4~, ~~~1 rt~Ji-G~»}? (o}i!ll'tl.:tall "*~.f JI.~lii}.AJ~l.!L.) 
CDreading 
@writing 
®listening 
@speaking 
@grammar 
®vacabulary __ _ 

21. 40J ~1 ::>Jall ~ ~ activities::>} °1 J}~,;1 ~,;1 ~J~ii}~l tlJ~~~ 4.AJ ~1.!L. 
( oll.f ~ ~. reading alaud '-f raIe-play -%) _________ _ 
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22.21 'tl3!l- %~ ii}o~ 4 'c; °1 4::>}~all t4~ 40J ~1 ~Jal1 °1 J}~,;1 ~ activities all 
~ !l-::>} .... ~ ~ -G ~ »}? (oll) (0}~.!L ) __ _ 

~ 4~, ~ ~ 40J °1 °1 J}~ {} ~ »}? (oll.f~~. -%'"?j 40J °1 '-f. 
~ ~PlJ ::>}4oJ. ;) ___________________ _ 
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24. ~~ 0J ~ 2.3.. ~.!} ~ uJl, ~.; 4 ~all ~~.,;J- ~f~ .).1 ~J ~ ~ ~ '_l ')~? (o}~ "tl i all 
~~ ~ J!..).l ii~.AJ .).1.J...) 
CDreading 
®writing 
®listening 
@speaking 
@grammar 
®vocabulary __ _ 

2S.24"tl.>4 ~~ii~o~ 4~01 4~~~all t4~ rt~~ 4~01 ~~'-"l')}? 
(0'11) (0}'_l.J.. ) __ 

~4~, ~~~l ~~'1l~~'_l')~? (o~~"tliall ~~~ J!..).lii}.AJ.).l.J...) 
CDreading 
®writing 
®listening 
@speaking 
@grammar 
®vocabulary __ _ 

26. o~ ~i ~~ ~ ,,» 'à 01 .>4~1 ~ 4 o~ ii}.,;l ~t~ ~s.. 4 ~.>4 ~ëj ii}~ -!.,;} 
oJ~~4~ ii}{)'-"l»}? (0'Il) (0}'_l.J..) __ _ 
°l*~ -lJoJt~ 4~1..s.. _________________ _ 

27. o~ ~i ~~ 4"*-% tll ~l i;}o~ 0J 4°J all ~.).l ~J ~ s.. -!~~ oJ ~ ~4-t ii}.AJ'_l »}? 
o 0.).1 ~J 0 1-7.).PJ 0 8-14.).PJ 0 IS-21.).PJ 0 22.).1 ~Jol.AJ-

28. 4~ol 4~~~all t4~ .).1 ~ 7~1 all ~";~ii}..c .3:. ~.>4 .).1 ~Jol ~ ~H14. 
(1) (2) (3) (4) __ 
°l*~ -lJoJt~ 4~1..s.. __________________ _ 

29.4~-% tll~lii~o~ -!~} .:lf~-% ~4ii}.AJ'_l')~? (o}~"tliall J!..).lii}.AJ.).l.J...) 
CD 4oJ.).1~Jall l!~-% ~ ~ *~tl-4. ___ _ 
® .>4:)~4 ~:>11-~~1~ ~4tl-4. ___ _ 
® CD"tl.>4 ®"tl ~..'!f~ ~4tl-4. ___ _ 
@ :>l~ (~~~li;l ~~4.AJ.).1.J...) ___________ _ 

01 *~ -lJ oJ t~ 4~1..s.. __________________ _ 
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30. ~ ë-l~ ~ -4~oll ~ ~tl- ~.:g.~ ~~ ~l~ -G'--1»}? 
(all) (0}'--18.) __ _ 

t}-w~ ~ol ~ 4~ 1 ..!f~ 0J '--1 »}? (all-i~ ~, fast reading ~ ~ i~ timer ~ 
~1 tl-.AHJ- ~ ~J i~ ~..il ~~l-i -t:;.~ 'f, ~ :>ll1J ;)}oll ~ ~l i;}o~ oJ ~ ~:>1 "'J% ~ 
~F4 ~ ';: 4. ~) ____________________ _ 

31. o~ ~~"* ~ -4 ~ ~ ~l-i ~ tl- ;)}~J -t~ "'J'ti °1 ..!f~ °l~..il .... » ~tPJ '__1 'J}? (all-i 
-%"J. -4oJ.A1;)Joll l!~~ ~ ~ 1-~2.~ .!}~tl- .!}"*( ~. reading 
comprehension tJ: ..... J ~ ~ t~ o~ ~PJ ~:>1.A}'f fi~ oll ~1 °l-i ~~ ';: ~) ~ .:!-~} 
~~tl-4:;.~'f. ~.jit-4oJ3.lol1 :43.l-4oJ°1 'f .A}i1~-1-joll ;)}..,~ -%.!}tl-4. ~) 

32 . .jit ~.Al ~ i" ~ ~l t}o~ ~ ~~"* ~ ..!f ~ i" -%.!} t} ..... J '__1 »}? 
CD -4oJ.Al ;)Joll l!~ ~ .jit:4"'~ -i ~4. 
® :4:;.~ -4~ :>1-t~~1 {l i" -%.!}tl-4. __ _ 
® CD 'tl:4 ® 'tl .9...!i--i -%.!} tl-4. __ _ 
@ :>14 (~}~ltl ~~4 ..... J'__18.) __________ _ 

°H\·-i i1~t~ 4~1..a. __________________ _ 

33.0~~1j .... »'1J°l ;)}.Ê.~l';: ~ol 'f~ ~-Goll o~tJ:~ u1~4. 
(1) (2) (3) (4) __ 
°Ht-i i1~i~ 4~1..a. _________________ _ 

34. -4 ~ °1 'f~ ~ -G oll ;)H} ~!~ o~ tJ: ~ ul ~ 4. 
(1) (2) (3) (4) __ 
°H~·-i i1~t~ 4~1..a. __________________ _ 

••••••••••••••••••••••••••••••••••••••••••••••••••••••••••••••••••••••••••• 
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***************************************************************************** 

~ (l)4.;r0l o~~~~~ ~.qol1 ~~J:~ llB~4uJ,..:l 0J~J:~ol ~tt~tl-,;l-i 13l~t~ 
4.AJ.Al~.(~1-i iuJ, ..1'}~~oJ~}, ~~~ol..lll:l}r;t~tl-~}, ~) 

(2) ..:l 'ttol1 o~ ~~ ~~ ~ ~ ol1 0J ~J:~ 111 ~l ~ Ji oJ ~ ..!f~ 0J "-l ,~}? (~l-i -îuJ, 
,;J-~ ~ oJ, ..1'}.3. 'l1 ~ ~ ~J, ~ -1- i ~J~ :lJ ~§ ~ ~, ! 1l1, -%) 

~ 4~ol o~~~~~ ~~ol1 0J~J:~ 1l1~1,;1 U-CU4uJ, SIl ..:l~~tl-,;l 13l~t~ 
4.AJ.Al~ . ..:lïq..ll o~~~~~ ~.qoll 0J~J:~ 1l1~1 ~ JioJ-î~ ~tt~tl- ~ ioJ,;l 
13l~t~ 41J.Al ~. 
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Student Questionnaire (Translation from Korean) 
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Student Questionnaire (Translation from Korean) 

In the study entitled HA Washback Study of the University Entrance Examination in 
Secondary Schools in South Korea ", the student questionnaire will provide information 
about students' reactions toward the university entrance examination (hereafter, CSAT) and 
viewpoints of their learning. (On the questions, the CSAT refers to the English section of the 
CSAT). 

Answer the questions as best you cano Ifthere are any questions you do not understand, 
please ask for he/p. You can withdraw from this study at any time if you think you can not 
continue. 

[Personal information] 

1. Age: 

2. Sex : 0 Male 0 Female 

3. School: ---------------------------

4. English Teacher's Name: ________________________ _ 

5. How many English classes do you have a week? ________ __ 

6. Did you ever go overseas to study English? (Y) __ (N) __ 

IF YES, where and how long did you study there? ________________ _ 

7. Have you ever had private tutoring in preparation for the CSA T? (Y)__ (N) __ 

********************** 

Directions: There are a variety of response formats to the following questions. 
Sorne questions require that you read statements and then decide ifyou: 
(1) strongly disagree, (2) disagree, (3) agree, (4) strongly agree. 
Sorne questions require simply a (Y) yes or (N) no response. 
Sorne questions require a check (.J) mark. 
Sorne questions require a ranking. 
Sorne questions also require short written answers. 
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[Awareness of the CSAT] 

1. Do you know what the CSA T is like? (Y)__ (N) __ 

2. Do you know what skills are tested on the CSA T? (Y) __ (N) __ 

3. Check what you think the purpose(s) of the CSAT is(are). 
(1) to choose prospective students ___ _ 
(2) to evaluate students' academic competence ___ _ 
(3) to evaluate students' rote-memorization skill ___ _ 
(4) other, specify _____________________ _ 

[Attitude toward the CSAT] 

4. The CSA T is valid to evaluate my communicative competence. 
(1)_(2)_(3)_(4)_ 
Give reasons: ------------------------

5. The CSA T enriches knowledge of English language. 
(1)_(2)_(3)_(4)_ 
Give reasons: ------------------------

6. The CSA T improves my proficiency in English. 
(1)_(2)_(3)_(4)_ 
Give reasons: ------------------------

7. The CSA T motivates me to study English. 
(1)_(2)_(3)_(4)_ 
Give reasons: ------------------------

8. 1 like being tested on my knowledge. 
(1)_(2)_(3)_(4)_ 
Give reasons: --------------------------

9. 1 feel pressure and anxiety about the CSA T. 
(1)_(2)_(3)_(4)_ 
Give reasons: -------------------------

10. The CSAT forces me to leam more English. 
(1)_(2)_(3)_(4)_ 



Give reasons: ------------------------------------------------

Il. The CSA T must change in sorne ways. 
(1)_(2)_(3)_(4)_ 
Give reasons: ------------------------------------------------
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12. Ifyou don't have to take the CSAT, what wou Id you do? (Check the following statement) 
(1) 1 would like to continue studying English. ___ _ 
(2) 1 would not study English any more. _____ _ 

VVhy? _________________________ _ 

[Attitude toward the textbook] 

13. Which textbook do you use? ____________________________________ __ 

14. The textbook provides many practice tests for the CSAT. 
(1)_(2)_(3)_(4)_ 
Give reasons: ------------------------------------------------

15. If 1 study the whole textbook, then 1 can achieve high scores on the CSA T. 
(1)_ (2)_ (3)_ (4)_ 
Give reasons: -------------------------------------------------

Do you have any comments to add regarding the CSAT, or the textbook? __ _ 

[LEARNING] 

16. Do you leam the whole textbook? (Y) __ (N) __ 

17. Is the content of the textbook modified because of the CSA T? (Y)__ (N) __ 

18. Does your teacher skip over part of the textbook? (Y) __ (N) __ 

IF YES, what part does he or she skip over in the textbook? _______ _ 



19. Which are as did you leam most in class? (Rank the skills) 
(1) reading 
(2) writing 
(3) listening __ _ 
(4) speaking __ _ 
(5) grammar __ _ 
(6) vocabulary __ _ 

20. Did they change as the CSA T approached? (Y) __ (N) __ 

IF YES, how did they change? (Rank the skills) 
(1) reading 
(2) writing 
(3) listening __ _ 
(4) speaking __ _ 
(5) grammar __ _ 
(6) vocabulary __ 

21. Tell me briefly about what activities you usually did in class. (e.g., reading aloud, 
role-play, and so on) ____________________ _ 
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22. Did the activities you did in class change as the CSA T approached? (Y) __ (N) __ 

IF YES, how? ______________________ _ 

23. Does your teacher give extra classes besides regular school hours? (Y) __ (N) __ 

IF YES, what kinds of lessons does he or she give? (e.g., grammar lessons? Or listening 
comprehension lessons? etc.) _______________ _ 

What kinds oflessons do you expect more from him or her? (i.e., what kinds oflessons do 
youneed?) ____________________ _ 

24. Which areas did you spend the most time on your own studying? (Rank the skills) 
(1) reading 
(2) writing 
(3) listening __ _ 
(4) speaking __ _ 
(5) grammar __ _ 
(6) vocabulary __ _ 

25. Did you change them as the CSAT approached? (Y) __ (N) __ 



IF YES, how did you change them? (Rank the skills) 
(1) reading 
(2) writing 
(3) listening __ _ 
(4) speaking __ _ 
(5) grammar __ _ 
(6) vocabulary __ _ 

26. Do you often have self-study, relevant to the CSAT, not assigned by the teacher? 
(Y)_(N)_ 
VVhyorwhynot? _____________________ __ 
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27. How much time do you usually spend on self-study to prepare for the CSAT in a week? 
o Oh D1h-7h D8h-14h D1Sh-21h 0 over 22h 

28. The time and effort 1 invested in preparation for the CSA T increased as the CSA T 
approached. (1)_ (2)_ (3)_ (4)_ 
Give reasons: ------------------------

29. VVhat do you study on your own to prepare for the CSAT? (Check the following 
statement) 
(1) 1 study the textbook my teacher taught in class. _____ _ 
(2) 1 study the past exam papers or the CSA T practice kit. ____ _ 
(3) 1 study both (1) and (2). ___ _ 
(4) Other, Specify ___________________ _ 

VVhy? _________________________ _ 

30. Did you adjust your learning strategies appropriate to the CSA T? 
(Y)_ (N)_ 

IF YES, what are they? ___________________ _ 

31. VVhat do you think the best way of preparing for the CSA T is? 

32. VVhat do you study to prepare for the 'internaI' test that your teacher makes up? (Check 
the following statement) 
(1) 1 review what 1 learned in class, focusing on the textbook. ---
(2) 1 study the past exam papers like the practice kit of the past CSAT. __ _ 
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(3) 1 study both (1) and (2). __ _ 
(4) Other, Specify ____________________ _ 

VVhy? ____________________________________________________ _ 

33.1 think my teacher's teaching toward the CSAT has an influence on my leaming. 
(1)_(2)_(3)_(4)_ 
Give reasons: ----------------------------------------------------

34. 1 think the CSAT has the most influence on my leaming. 
(1)_(2)_(3)_(4)_ 
Give reasons: ----------------------------------------------------

••••••••••••••••••••••••••••••••••••••••••••••••••••••••••••••••••••••••••• 

~ (1) If you think the CSA T affects your leaming, please comment on how the CSA T 
affects your leaming (i.e., negatively/positively). 

(2) What are other factors that affect YOur leaming? (i.e., future job, parent concem, 
peer competition, interest, and so on) 

~ If you don 't think so, please comment on why the CSA T doesn 't affect your leaming, 
and what are other factors that affect your leaming? 

Thank you very much for your participation. 0 



134 

APPENDIX B. ETHICAL CERTIFICATE 



MCGILL UNIVERSITY 
FACUL TY OF EDUCATION 

RECEfVED DEC 1 9 2001 

CERTIFICATE OF ETHICAL ACCEPTABILITY FOR 
FUNDED AND NON FUNDED RESEARCH INVOLVING HUMANS 

The Faculty of Education Ethics Review Committee consists of 6 members appointed by the Facultyof Education 
Nominating Committee, an appointed member from the community and the Associate Dean (Academie Programs, 
Graduate Studies and Research) who is the Chair of this Ethics Review Board. 

The ur.dersigned considered the application for certification of the ethical acceptability of the project entitled: 
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Applicant's Name H€€- Jeol'l0 I-1Wll"'_'J Supervisor's Name CM CL 'IN fi". 7 t/ ~NC" 

Applicant's Signature fltt1.ptl~ Supervisor's Signature f ~ 1. ~ 
Degree 1 program 1 Course M. A !ltrieqYQ..W SW~ti Granting Agency 

(S.LE) -----------
The application is considered to be: 
A Full Review An Expedited Review _____ ----=-_____ _ 

"'A Renewal for an Approved Project ____ _ A Departmental Level Review --=:---:----:~-:-:_=_-:---:­
Signature of Chair 1 Designate 

The review committee considers the research procedures and practices as explained by the applicant in this 
application, to be acceptable on ethical grounds. 

1. Prof. Ron Stringer Sinacore 
Dept of Educational and Counselling Psycho log Y t of Educational and Counselling Psychology 

Signature 1 date 

5. Prof. Brian Alters 2. Prof. Ron Morris 
Department of Culture & Values 

Signature / date 

Department of Educational Studies 
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Signature / date "7 

3. Prof. René Turcotte 
Department of Physical Education 

Signature / date 

7. Member of the Community 

Signature / date 

Mary H. Maguire Ph. D. 
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(Updated June 2001) 
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APPENDIX C. THE CSAT PAPERS 
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t. 1 wonder if )'1)U'VC ever resrettc(\ becomins 

adiver. =J 
d. What's !hc bnrdest part abo ..•... u._t ._M_ina. n tamous 

i divel'? 
L~ .... _._,~ ____ ~_ 

(A) (13) 
[; 11 .... d 

b -.-. c 
b .... d 
c .... tt. 

d'''' C 

3 
22. ';li' ~ jVhc;rc: arc we1~1 $11>i~ ~-U "'l~"l ~s.", ** 

f..ttJ" .lt!I~t ~ll; J~Jli~J 'l'1'·:4.t-ê- ~,e.? 

Two violinists "'cre:: playins a piece al Carnegie: Hall 
before a làrge audience. In ~ middle of the piece. one 
of the: two. allowing his mind to wander for a moment. 
'ost bis place. Dcs~rate:I)·. be tricd to listen to his 

panner whilt: continuing 10 play. Finally. he had no 
choie(! but to lean tow3.rd hil parlner a.nd whispcr out 
of the (omer of his mouth. "\Vhcrc are wc?" And his 
patt~r. eoncinuing 10 ph\y. calmly said, ~In Carnegie 
Han." 

'lls.: At~6i ~.!r.~ ~ 
m btel ~"" .. ? 
~ ~t1 ~Tt!l? 

(3) t>it:t~. 7J.o}t~? 

<il) <of cl 5$. ,. J.o} $'f" 
G ~I,.t"t <>it:.j<>}? 

~jL"~ °Ltf~ ~ 

t>icl~. 7J.oftll? 
et"l,} ott:.!0t? 
<>11:.1 ~;;".~? 

0i'17t oJqot? 
~!~}l~o! o;c~oJ? 

23. Wc :dmpty do nOI hnve Ihe teehnolosy to travel to 

cbe nearest stat in il homiln li(elime. Will lbis change? 

Yes and no. Humans an: Icaming how to travcl faster 

and fartber. BUl lib aU beinS' in tbe universe. wc façe 
ft l'~ed !tmil. the spced (If lighl. which is about 300.000 

kilometets pet second. Toda)' our spaeeships arc onl)' 

capable of less than one percent the: speed of lignt 
__ , l'le: explore the univcrse by observing il 

wÎch ail kinds of tetes,o~s, 

'2> For this purpose 
e ln compaôson 10 this q; ln chis manner 

SI At the bcg.inntng of 'l'lis 

24. People are aceustomcd 10 u!ing blankcts Co make 

themsetvc.s warm. So the)' arc surpriscd to sec blankets 

u.sed ,., kcep ice (;01<1 and 10 prevenl il (rom mellin •. 

ExpCtctÎng that li blankel will 31w3ys make somethina 
warrn. they thlnk that il must warm ke, Coo. But 

what a blankel al ways docs is to prevent heat from 

passing through one side of il to the other. Thus. Il 
I«'Cl» the heat of the body from passing into the 
co'der ____ surrounding il. and it hep! the henl 
of the air (tom passing toto the colder iee. [2~1 

air :;; î~c ground 

® blnnter :;;, stolle 



4 C~ ~) 
" !'eop!c ail around the \liQrld s.pcnd 1111 average 01' 1.1 

.. ours 011 the road caen da)'. Thousands 01' people are 
kiU~. and hUlldreds of thl1usllnds injurcd caeh da)' in 

car accidents. We ar,Cl pumping huge quantities of CO~ 
into the atmosphc:re. aimost ont-Coird of which comes 
from cars. Wc kno\\' d'un this gas causes Il grccnhouse 
cITeet. Our roads are erowded no matter how man)' we 
build, and building them dcstroys muure, Huge amounts 

of space arc Qivcn ovcr to parking lots rather titan to 
trecs and birds. l'nus, we know of many ways in which 
car use lS ___ _ 

expensive but helpfu' 
(2) expensÎvc but unllvoidabte 

limited but élTective 

ehNp and conv~mient 

c.osdy and harmful 

26. h Îs Il human trait to Ir}' to ._~ the things we 

find in. the wQrld. But the wtlrld docs no! (llways seem 
to be made for this. As a rcsult ... ve are onen con!used 

br fu~y cages. There arc bordcrlinc cases that fil 

partI)' inlo one eategoryand partly into another. This is 
especiaUy In.u: when wc attempt to ddinc life. There 

are thlngs in the wt)rld that cannol clearJy be caUed 

either living or non-Uving, One example is the virus­
Il particJe (hat cati b~ stored like chemicals in a boUle 
hue, when insidli: Il lh'ing ccli. can reproduce more of 

ilsell. Ahhough virusc$ clin rcproduce. they do not 
exhibit most of the ()ther charactcristics of lire. [Z~J 

"panicle: ";)'.~. -1·~$1 .:ra} 'Il-$;- -+!-

. Cl) judge and m'une 
question and explain 

arrange and exhibit 

'21 dcfine and elMsify 
store and reproduee 

Z1. An eightecnth-century schola! saM. '·Water. which 

is essential for life, eosts nothillg. On tbe other hand. 
diamo.nds, ""l'lien Ure eS$enlüd for notning. cost a lor.'" 
li nfortl.llHtlely, the world has ehangcd considerably 
!linte that remark was made. What was Irue over (\\'o 

hundred years age as certainl)' no longer the case. What 
is still true. howewr, is Il wrilc(s comment, ., ___ _ 

Thal is, we iiJlore il when we have ie-unless we have 

toc mucb of it. of course. On<:e thert f$ a tnreal tO its 
.suppl)'. howe"er, waier can quîckly become the 01\1)' 

filins that Maltees. W'c know only toc weU that, withou.t 

it, Ihere can be no lit"c. 

) Still walc.fS fun dccp. 
? 

lt l'lever raÎtlS Dut il pours. 
!t's the natur.e of waler 10 nm downhill. 

III Warer is twst but diamonds shane like stars. 
• 'Vtt,,!,! fh,~ w~~n's dry, "W: kM\\! tht Wt'fl1Î'1 of WJllI,cr, 

As Il rcsull of the ~onomy. there aren't many jobs 

availablc risht now. But don', be discouraged becausc 

th~re arc some things you can lry, Have you considered 
t&king m&hl classes te> train for anothcr kind of job? 
Many workers {carn new skills while keeping thcÎr 

regular jobs:. Another possîbility is looking for a different 
type of job in your pRsent compan,', Finally, (\'en If 
there are no 01l1er jobs llround, he sure to relax. Take 
cime OUl 10 do tbings you enjoy "rh:r w()fk in order to 
reduce the sneu j'ou experience during your workday. 

~ttli?f2 

a;, -f~*.~Jl 
<2:: 'Il ~$~i.1.J.!. 
G! 3:<dti}it.:ïl 

29. 't'7t ~Hi\'!<>i\;.l ~~ ~"'"~ ~tI- "jtil ;ç. cH- -;t~ ~H·~ 

'\l~i}~l ri:i;: ~h~? (21iJ 

Last Friday al\emoon m)' Si$lCr and f werc \'Ismog a 
museum. We became so interested in the mummic.s that 

wc lost lraçk of the: dme. Suddenl)', the lights in the 

foom dimmed twiee and then \Vent out. 1 couldn'\ sec 

anything. Then 1 had visions of mununics coming 

toward. us with c<>ld, dNd hands. Out of .he dark came 
a vague vOiee:, "'Who's Iherc?" r couldn't talk. >:either 

eould my sÎsler. Ali al once, the lighlS camc on. An 
attendant was hurrying toward us. He looked angry as 
he Icd us out of ,h~ museum, saying, ~\\'c closed rincen 
minutes ago!'" 

*mummy: 'IIl.le~ 

(1) 7J;t}71 o1~ 4foII ~e.t, ~ ~l~- ~!oJ* .tL'Ù'4 . 

Q) ~i" ~i ~±~. i1i'4. G) ~ .1:;:1.0: .. ul~~ 7J'l1~t. 

<Si l!Ii.;i ~1"."'+ !.l~q. 
f 

30. ~t 1.1jj!. o.!-oII"'i oi'ttoll ~~ lI.1\!-fr ~.ü '*~l~ 7l2...;,t 7t~ 

~~~ ~.e-? 

Wben you attempt to do somcthing and l'ail. you have 

to ask (A) ! )o'ou' /yôün'ëif] why )0\1 havc failed to 

do wbat you intendcd. (8) [ Answcr ! Answcting 1 Ihis 

question in a ne\\'. unexpected way is che essentÎal 

creative aet. (C) {I1:'",ft;;y- will improvt! )'our chances 

of succecding ncXI time. 

(A) (S) le) 

(D )'01.1 Answer Il 

(2) yotl Answering The)' 

yQUTse:lf Answc:r They 

!ID yournelf Answering ft 

YQttrself Amlwçri"~ 'the)!' 



Former C ,S, f}resÎdent Jimmy Caner. ~ promotes 
CD 

Habitat for Humanity, has toured vadcus eountries 

!!,!\ce 19?4. Jn the summer of ZOOI, he has visited 
~ œ 

Asan. Korca. to participate in a bouse-building 

projcct. h \Va!> part of Habitat fol' Humanity 

Inlcrnatiorlal's eampaign (o builé houses for homeless 
:1) 

pc()ph:. He w(lrkcd alang with \'olunteers for Ine 

progf'Um. wllich is fll1med aCter him-the Jjmmy 
(5) 

Carlèr Work Project 2001. 

32, 

Ch<>pstid::s were developed about 5,000 years ago in 

C~in3. People eooked tbeir f~ in large (mts, end hast y 
entiers then broke liny branches off trees lO pick out the 

hot food. Br 400 B.C .. food was chopped into sm3U 
pieces so it could he cooked quicldy. The pieces of food 
were small enough ahat knill'c$ were Mt needed at the 
diAner tablt:, ($coplc were advÎscd ln use {ihopstieJ;:s 

inslead of knives l'It the table because knÎvetl wOl,lld 
remind them of killing animaIs, By A,D. SOO, chopstick 

use nad s,prçad to other éOl.uuries.. 

~s" "Jt1t-c;' 
;(Ji:;- III ,l,f-t.a}~ ct, 

t~" gi~rt ~H-~'llt':t. 
qJ.~'t ~ A,,*-J'l'it:t. 

$) 4'1' :li.':;:'.'L$. ,q·*tt~\:.., 

33. Each of \.IS !las probably wanted tO livç another liCe, 

even If only fol' Il brief rime. ft is not a matter of being 

dissatisfied \Vith our Ocwo lives. but il is more a euriosity 
about the rond O(lt traveled. Of course.. one way of 

sl'llisf)'ing lhis curic1sity is througb (Tavel. JU$t lU wc may 
drenm (If being an actor on a stage, trave! aIJows us to 
expel'ienee a different \Vorld. Whether wc dream of 
sitting in Il cafe in Paris Or on the back of an elephant 

in SO\ltheas.t /\sla. l.ravdgives us the chance to do things 
wc have only imagîned. 

:t Lite Afl.cr {)cath 

What Is Tr.we! for? 
Traveling Asian Coul1trle$ 

:l) How Cao We Travel Saret)"? 
'rour!st Attractions in Europe 

5 
34. Elhics begins with our heing conscious that we 

ehoosc ho\\' we behave. For instance, wc can cilher tell 

the lruth or tell Il lie. These IWO possibilities are 
presented 10 us 1'15 options. We arc capable of doing 
eitber one becausc wc cao control our actions. A stone. 

howc\·cr. does Ml face thcse kinds of options bccause il 
eannot dislinguish between differenl courses of action. 
A stone can behave onl}' in the \Vay an outside force 
maltes it behavc. Unlike a $Ionc. a person can sCart an 

action br himscif ur herself. The differcnce. then. is (hat 

a stone is Ilot conscÎOU$ of pos:sibilities. whereas human 
beings an: COllsciO\lS rha! Ihe~' face genuine alternatives. 

<D How tQ Present Alternatives. 

œ Influences of Outside Forces 

® Differences in Valuable StOl'les 
® :Seing Ruman: Awareness of Choiee 

(5) OpposÎng Forces: Iluman Reings and Nature 

(2'll) 

35. itt! .t.*~ !'Lo}, ~~1 *::<Joi ~7~71<>11 7~:cJ ~-1i~ 

*1 
~.,~ .. ~, ..... _'''._ .. _''-_._'_.,,_ ......•.. ,.,,-----'-''-
1 Koreans tend to hnve one job for Iheir whole life, 
, 

A profcssor of business studied employment patterns 

in Korca and the United S!utes. «1) She described 

in her book sorne important differences. (a» Among 

Ihem, sne paid l'articular attention to the numbcr of 

j'ears li p-crson stays \'Vith a job. «(li) When they are 

young. they go to work for a company, and they stay 

with duit company. (®) ln the United States, people 

moye from one company to another. «5}) They change 

jobs very frequcntly. 

f"·---·------
: We lul\'C Ihe good fortune to live in Il demoeracy. l _________ ..... , , .. , ..... ,., _______ ---' 

(A) Without .chis frcedom. the decision-makers may make 
our lives diffieult nec:l\!se 1 he)' ,vouldn't know 

what wc think. 

(B) We should, thereforc:. be rcady 10 !ight for the 
righl to tcll the tmlh \vhcnever il is threatened, 

(C) But whal <Socs demOCfJley mean to us if wc don't 

have the freedom to tell the truth? 

(J) (1\) - (B) - (C) 

\3) (B) - (C) - (A) 
(C) - (fi) - (A) 

~ (A) • (C) - (S) 

:~ (C) - (A) - (B) 
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3'l. Poetry move! us to sympatbize with the emotions of 
the poet himse'f or with those of the persons whom his 
imagination has eteated. We witoeu &belr struules, 
ttiumph$ and flUures. Wc feel d'leir loves and losses, 
thcir joys and sorrows, nopes and fcars, som,what as if 
Ihey were OI.1r own.Thoujh we sometimes suITef along 
with thclr anxieties and sOn'Ows. wc reeeive Il pleasure 

rrom the expericnce.. Poetry provides us wi~ what is 
mi$$ing in our own livu-the expeticnet 'of imaginative 
pleasure. That is why we appreeiate poetry in everyday 
liCe. 

.AI 'tt~~ ~>'i·a· {l) "'} 'J~~ Jl.~ 
Al Ai~~~ "".A~ <iD AI~ "'Î"'J~~ 'tJl.1 

G> A! .~~ 1t7if-l'} Oi~-t 

38. Will eybe, $chooll!! replaee traditiona' sehoots some 
day? In spice of theiil' problems, traditional c1assfOoms 
hold many advantai~~s ovet' online etaues. First of aU, 

ttadilional classrooms are la place where studenl$ ma)' 

relate to one anotber face 10 face, l'hat is, il keyboard 
will mwer be able lo replace Ihe warmtb of a. hand$hake, 

or li monitor the smUc of a!\Other srodent. ln tradidonal 
sehools. students may abo '/llce part in team sports, 
club aCIÎvltic$. and senool festivals-choiels not 
avaUable \0 studcnu who learn tbrougb computers. 

Q) demmd (or ooUne classes 
\%) advantages of cybcr school5 
.l3> benefits of traditiomll school$ 
,~) origins of computer USé in $I;boofs 
(5llimitalions of (ace-to-face intcraçtiQn 

Chtchikov was retumtng home from the party on 

horsebac:k. In the dcad silence of nlidnighl. he eould 

even hc .. r a watchdo, barking from the opposite shore of 

the river. No signs of Ufe occurred n~r him but the 

sound of in~<:çts. AU tbe aboSI slories lbat ho Ilad heard .. 

in the evening now rr:tumed to his memory. Approacbin, 

the ttee in wllich Many soldicrs had been hanged. he 

thought he saw sometlhing white fIoatiua in the middle 

of the tteo. The niahl grew darker and tbe mist bcgan tn 

" spread .. round Mm. 

.J sad 
scary 

(5) romlUltlc 

~·peaceM 

iÎt) festive 

----------- -------... ~-----~- --- ---- --~-"--_.--

You CatI scC and feel exaccly what this teenage girl 

il! soing through. 1 an remember feeling very fruslralcd 

and conCO$cô sornctimes in my lcens. 1 CM also remember 

my emotions swinain, from one cxtreme to another. 

So. for example. 1 would get ineredibly mad about 

something. usually something silly. Then 1 would get 

Mad al myself about beins so angry. and then Ict mad 
apin about what made me angry. 1 seemed to have 

ablolulely 00 control over thesc feelings. 

<D ~(lll~ ~,tJ~ 
\2) .~ lE.'t!11 
Qllfl~}9} 'I~ 1J'11 
(i) :t4~ '$14'11 'I}~ 
$ ±l.:f~ ~l'f''<f 

41. *H:- ~ ~ ~ -t11l'i!J.il} loJÇJ ;tttf\"i- t.t~\f! 

llolq.1J."* \f+.1J. \!~1,~;l\1 ~ ~t··1 

" ~~re~:. RI.o Production & c"on:umpuon l 
Riœ Production Conhmption pcr Pcrson 

2000 93.6 ! 

1995 

19901 119.61 f 

l~sl 128.1j Il 
1> " 

2 0 80 '5 HO 12$ 140 

{milllon ton} (kg) : 
____ J 

ŒI The amoulu oC ricc produced in 1990 matehed the 

production in 1985. 

~ The year 2000 f'CCorded Ine lC/I$[ amounl of rice 

produced in Kot ... 

(3) The cousumpcion of rice peT pman steadily decreased 

. ovet the 1 S-yeu pcriod. 

® The a .... erage Korean cOlUumed over lOIcg Ic:ss rice 

in 1995 than in 1990. 

(5t Despile the increase in rice production betweèn 1995 

and 2000. lhe consumption peT pcr:>on dropped. 



(::g-

The Tlumber of huruing accidents has increucd sharpfy 

this year. The victlms wcre mosll)' hunters and hikel'$ 

who were mistaktll for gamc: Questions bave adsen 
from viçtîms and their ramilies a.bout who Îs lesponsible 
f€lr these avoidabJe aceidents. They blame police for not 
takingpropcr mc.asurell, ln fllCI, police do issue permits 
to qualified hunters and advise bikcrs to wC3r bright. 
çotorful elolhing durins hunting season. or course, 
police should i$Suc some additioM.' warnings or take 
olher preventive actions. ft ls the victims themselvcs. 

howcvcr, wbo arc fesponsible for guaranteeina thet, own 

silfery. They should Ilol risk their own lives in deep 

forests when the)' are Illone in plain <:Iolhes. 

~. ~ AJ \. .. l:.t ~ Ai i: "\r \~ c;}, 

7./"" ·,lN tHIBt lII1"It!l°. ~4. 
CVlo:!lia9l'tff, .!t:'<l' tiJ'~,~ "·t~tllo. ~4, 

,~;lJ"'i.e Aj."'.h,1- t;;tltllof ~4, 
Aj."',t A~2~ ;tf:l} "'ltt!ot ~tt. 

43. 4~ ÏÈ.ef t./tH ~ 'f",}~ ,,*'6}'LII~. ~*. ~ltl (A)~,· 
(B)~ 7l;f >1I;li~r ~l'}lat :<et"1-ê- ~{!:-? (2~] .------_._,_ .. _,_._-----~_ .. -

Researeb WIlS donc là examine the differcnce În 

ta.$te between bread with standard and. reduc:ed salt 

content. Thrce types of bread were pt'epared, the 

samc: in aU respects excepl. for salt content. One loaf 

.:omained the u$ual amount, one Joar 10% les. ... and 

one 20% Ici.'>. Sixt)' l'copie were a$k~ if they <:ol1ld 

teU any differeneH in taste. They had '0 gue$$ 

whieh loa( tontained the muai amount of nlr. I~A 

Jess. or 20% less. The resull snowed _bat onl)l 30% 

of the: gueuC!s \Vere correct, whien is not diffcrent 

from what would b~ expected by ehanee. 

CA) 
prh:c 

priee 

{li sales 

(Al of bread is l'lot necessarily 

CS) the salt content in the bread. 

(8) 

affe:·cled br 

n::lated to 

as important as 

dependent Up01l. 

mol'~ iml'Qt'(ant thlln 

7 

ln stom, every item ;s marked. Clothes have a priee 

taa on them. Shoes usually have a priee tag on the 

bottom. Q) Sometimes, produets wOI be on sale. t2> They 

will leU you where yeu should pay. f3)If the y are, a 

large sign nearby ..... m tell you. tIDThe sign may say 

somcthing likc "'5% orc or "Reduced 20%.~ or "Half 

, Priee." $In th81 case, you must figure out wh.u the sale 

priee ls. 

45. Sabies experience an"Îely when they see strangers. 

Children aged 2 through 6 show anxicty about things 

not bascd in reality such as ghosts. Kids aged 7 through 

12 onen fcar re:lII situations that ma)' happen \0 them, 

Juch as injuries 01' accidents. As a cnild grows, fcars 

ma)' disappear. For cxample. Il child who couldn', sleep 
with thé lisht off at age 5 may enjoy a ghost story 

years later. And sorne fcars ma)' exlend only to one 

kind, as in the example of the child who wants to pet 

Il lion al (M 7.00 but wouldn't dream of pening the 

neighbor's dog. 

{D .1f~~.~ ~lof1 ure!- ll! ~1,:t 

® *'l!* *'lt~..ti 1.:tltl 
G> ~.I..:r *.~ 43!.~ ~'l!91 ~rl, 

(4) °l-t-,l"l .l'A 'fj.a- .. 1 71 tq '"' 1t~tt. 
fSl ::g.,J. OJ~ ;'J..ti'li 't!7Jit 14J.~4. 

46. The posl.cold war world is a very dlfferent place. 

Power is moving (rom West<!rn countrics to olner 

are3S of the world. Global potities. as a reluit. has 

become more comptex, invoiving eountrics from many 

cMlizations. ln thi$. new world, bath differences and 

similarities itl culture dClenninc partners and enemies. 
These fadors have caused political and eeonomÎc 

difTerences among countries. Moreover. these ditTcrences 

often cause local conflicls to grow into larger wars. 

Thus.. tbe most important i~~ue racing these countries is 
undetSlanding the dilTcrenccs among cultures. 

ID ~'f't! ..Alt;totl~ *~~ .:1~oI7t .:t.~~c. •. 

<%l ~'ll ~~oJ Ai·io!l,A~ i-0j~'L °pi·'}.i!. ~4 
<3'1 if.tl\ ;r~':\I"llAt {tJ} .:1~OI$i ~h.'. f-.a.t}q., 
>ID if'.JIl A~Ii"'4 .;ç.7} 't!-~ ~.)~~ ~oJ~olq.. 

-f~ ?J *, ~11$'1 ~~'t~Q: !il if·t; ~* 
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(A) 

1 Among the b:nne:-::;-~~;:~:'~:e would Dormall)' l expect a lot of singing, cbantins and cMering. Tonight, 

however, peoplE; are 1.Inu$ually quiel and their flaas 
strangely still. There is so muen lO be won and lost for} 

fans on bothstdes that one can sense an enonnous 

tension. TbeM js, onl)' a matter of four or five minutes 

beron~ the final whîstle. Soon we will Ïlnd out who Is 

going to he named champion and who will have 10 

train harder nex'l season. ... __ ~. ___ .. ____ ._w_ .. _· _ .. __ "_~ ___________ ...J 

(B) 

Delight hang,s. in the aÎr tonight for what is a very 

special oeçasion. O'vernight, fans slept outsidc the 

stadium to make certain the)' çould get tickets. New, the 

soumis of $uilars and drums arc pouring out of the' 

stadium, and the Unes stretch as tar as the lIl)'é ean see. 

Expeetatior1s are high for wha\ will Ile the group's fU'St 

live appearance in years. Their passion WurCS lhat ,hesc 
fans "main loyal. Whcn they finally walk onto the 

1 
1 stage. the çrowdl witl 10 wild. , 

(A) CS} 
(t) -1-"* q;.~ rj>"'",,- N· :fyl 

IZ -1-"* ~ ."'~'" 1!rt +41 
G>-H- ~"l "".or""'" -rtrf +~ 
il> -!-1- :tA;j ..... -' .. ~.~.~ 

~ 1171 "A~ -....... ~q~ ir"J 

48. ~'i" (A)~ ~t!t' ~ ~~ AJ"~ ~ .. (B)~Ai 
~ .. aJl, 7~i :tHl~ ~-ê-'? 

(t) oc::ea$iotl 

œ lickets 

soundli 

li cxpectatlons 

appcarançe 

.. 

(r: ------------... ---------,! 
1 J was an art StUdént. E\'el)'body told me J had a' 

talent for painting. Templ~d by fame. 1 laid m)' art 
profC$Sor that 1 wanted ~o leavc university to go 10 

Paris. the borne of many wcll-kno ..... n artislS, 
"Jim," Professor Turner said, "1 believe you've 

mastered the basic skills of painting, bUI there are 

man)' more [hings you nced to leam about art and lire. 

Il )'OU finish your studies at un h't'rsi ty • 1 will teaeh 

you aH that you nced." 
1 didn'\ listeR to him, howevcr, choosing the: 

pO$$ibililY of fame inSlead. Professer Turner said,! 

"Yeu're maldng a mistake, Jim. and pcrhaps sorne day , 

i ;you'lI regret your decÎsion." 
1 wcnt to Paris anyway. 1 was sure rd become a 

famous artilt quiekly. Overconfident or my skills. 1 

didn'l work hard and too frequend>' wént co the rnovies 

1 and to parties with my rriends. One of them. who 1 
l painled for art's sake atone, lcld me that 1 should work 1 

harder and quit painting for tn<lney. Ignoring his 1 

: advicè. 1 wMtcd m1 lime and colltînucd to paint whac " 
. 1 tbous,ht was popular. Gradually, howcver. people lost 

interest in rny paintings. 1 beeame penniless and finally 1 
stopped painting. Now 1 am working in an offkc but Il 
still think about my art. AU mi' life, l'II fCsret l'lot 
taking my teacher':! advice seriously. i 

, 

<D He was once expcçlcd to he a good painter. 
f œ He went to Paris afier geuing, his university degree. 

® He was too sure of his abilit)' in painting, 

<ID ln Paris, he palnted for mone)' rallier than for art's sake. 

(5) Now be is makins a li\'jna as an office woiker. 

50. 'Ut' t! ml, tçachç"s advlcç$J \~ .. ~ ,r"'.} ~i!'tt 7;!~? 
(1) Jt,~,iVi'i ±~ c~ 'lfo.4. 
(2) "".;r4~ .:ftt °i"'4<>11 1l~4, 
G> ~M!'i ~.lH- 'it:ll~ 1è<1i1.t, 
tt> cai' "'i'<'II i'J 4}aJ.~1 '\fi!}, 

t'S> ~~d.!.li ft7}.!! .ljFi-t}'!4, 

• tt!! ; .• " 
() @jfXIStf ljl;~X!lQ 8I!1êI~i ~~31 JI?lI!'I;~ëX, tttl31A12. 

(\ !Ut;(l~ 'r..,,!!XI!!f tilt xtt!.'I.!Q. ~":fX!~1 :7171 ttL,~ ~XI~ 

24!{4. !:lti\H: ~~oi; ~gAlg, 
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LESSON 

Tradition and Modernization 

( Unit Focus 1 
• -g 21 ~ ~ : ~!8-:i!} ~ ~:&~ 2E:&oJ] ~ ~ i=-ÀJ 
• ~ AH : 4L 2-j ~ {C :§:} ~ =; Àd:ut .2.J ~ {C :§:} ~ 

• Functions 

• ë5-ji2f Would you mind if 1 touch them? 

• l:l].ïil. The design is certainly superior to 
any national costume that 1 have 
far . 

• ~ % Vou look marvelous in those c10th 
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LISTEN 

.. f>1~ .:rf>PI 

A: touch/ clothes 

B: certainly 

~ tll.ïilf>~71 

A: design/ superior / 

costume 

B: elegant/ functional 

~ ~t!-f>~71 

A: marvelous/ red cap 

B: thank/ try 

superior [sju(:)pi(:)aridr] elegant [él;::lg.mt] 

':Î' 

.. ~ 



Tradition and Modernization 205 

Mary: beautifulj clothes/ called 
Yu-mi: hanbok/ clothes 
Mary : graceful and elegant/ every day 
Yu-mi: convenient/ work 

1. .!f- ;,};g ~ !f-<3:! 01] ~ il» 0] 01=7] ë5}.Jl ~ -;:;; L-J 77} ? 

® Traditional Korean clothes 

® The beauty of Korea 

© Winter clothing 

® .Al Jl.À:l 
20 0 

D. 

graceful [gréisfdl] 

© o]À-l zl-zl--, p..., 

© 
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READ 

~,pt:ë?r~aêJiiige'b.iûi~~i§i(se···---------------Î 

01 âg B~W ~[H:2:f01I ~tr ~~Llcf. cfg :::::A1I&01I ~:: 8 
~~ ~Ot*AI cf. 

1. tr~ Af:2:I2.1 Ai.=t-:2:t ~ ~ 
2. ~[H:2:t2t %~AI!ë.J:: Ai.=t-:2:f 
3. ~[H:2:t7f tr~ At:2:I01I 7ll~ ~~ 

4. Ai~2.1 ~'2l ~t! 

5. ~tfl ~t!Jlf ~~~ 

On the streets in most Korean cities we come across many young 

people whose appearance and behavior look indistinguishable from 

those of American or European youngsters. They wear jeans, often 

5 deliberately tom, and a hairstyle that often makes tradition-valuing 

conservatives grimace. Many western-style convenience stores are 

open around the clock with goods from an over the world. Fast­

food restaurants are everywhere as more and more young people 

Fast -food restaurants 

indistinguishable [lndistlugwildbl] jean [d3i:n] deliberately [dilibi:1ritli] grimace [grimds] 

1) 2. come across = happen to me et . r (~'t!;5]) O}<r;i] q. J 

17. around the clock = an day and night rZ4 A]{]: LjJLjJJ 

6. convenience store r lf1 Qj ~ J 
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favor pIzzas and hamburgers over traditional foods. There are other 

SIgnS of westernization in many areas of our society. 

2 
'Westernization is, as sorne cultural critics point out, a by-product 

of indus trial modernization since the modern form of industry 5 

evolved In Europe. America became more industrialized, so 

modernization brought with it many American characteristics, both 

good and undesirable. No wonder that sorne people equate 

modernization with Americanization.· In the course of this process, 

traditional values and concepts clash with new ones. In countries 10 

like Korea, which used to be called the hermit kingdom, the 

modernization concept of creative talents and freedom is substituted 

for its old values like frugality and respect for the old. 

3 

Modernization is a contrasting concept to tradition. In order for a 15 

society to be modernized many changes are inevitable. These 

changes include physical ones, such as new me ans of communication 

and transportation, new food and housing. These physical changes 

require new mentalities, such as efficiency and productivity. Material 

success is often favored over spiritual values. Often the ends are 20 

pizza [pi:tSd] hamburger [hœmbd:rgdr] westernization [wèstdrnizéilan] by-product 
[bâipràddkt] modernization [màddrnizéiîan] industrialize [indAstridlàiz] undesirable 
[Àndizâiardbl] equate [ikwéit] Americanization [dmèrikdnizéilan] clash [klrelJ hermit 
[M:rmit] frugaIity [fru:gœldti] modernize [méiddrnaiz] mentality [mentœldti] 
productivity [pddAktivdti] 

I
~.·. 1. favor A over B rB.5!.ct A~ wOr<5rctj 4. point out rÀ]~<5rctj 
. B rA2j- B~ %~).]-crrctj 12. substitute A for B rB~ A5':. tlP1]-crrctj 
~ old r 9:-<>l-ë- :g-7il, 7il5':.j 15. contrasting concept r "J'il"!il1::- 7ij 'â j 
: communication r"H5':.-8:- ~~ "i'-'êl-j 
rm (It is) No wonder that.. .. =It is natural that.. .. = ... may weIl .... 

8. equate A with 
13. respect for the 
17. new means of 
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considered to justify the means. What is left is harsh competitive­

ness and thoughtless commercia~ism, and the traditional values of 

cooperation and responsibility seem to be declining. The Korean 

economic miracle is often attributed to the hard work, creative 

5 talents, and competitiveness of the diligent Koreans. Also the ide a 

of free trade has helped the competitive and hardworking Koreans 

to surpass sorne other nations which once provided economic 

assistance to Korea. 

4' 
10 Modernization has brought many mce and convenient things to 

Korea, together with many undesirable signs which the 'modernly' 

developed countries are plagued with. Violence and crimes are on 

the increase, for one thing. For the focus on material success has 

produced not only the materially successful but those unsuccessful 

Modernitzation is a contrasting 

concept to tradition. 

justiCy [d3Âstdfài] commercialism [kdma:r\d!iZGlm] attribute [dtribju:t] diligent [dilid3Glnt] 
surpass [sdrpres] assistance [dsistGlns] violence [vaidldns] unsuccessCul [Ànsdksésfdl] 

I
l. harsh competitiveness r;'tl ~ ~ 1il "8 J 2. thoughtless commercialism r.!f-{!!: l€! ~ A,{~ 9-~ J 

4. economic miracle r71:&j:&j~ 1il Àil AcJA,{J 6. Cree trade rA}% .!f-~J 11. together with 
= along with r -2J- ~7JllJ 12. be plagued with r -..2..~ ~~~~i;}qJ on the increase= 

increasing , 
lB What is left = AU that is left 
~ The traditional values ... seem to be declining. 

= It seems that the traditional values... are deelining. 
IlIDFor(=Because) the focus on .... *forl:; &~!f! {p,{~ 01~715:.~. 
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who have been alienated from the course of modern benefits. The 

successful want to become more successful, often justifying their 

means by the ends that they achieve. The new values of freedom, 

creative talents, competitiveness and. commercialism have come to 

regard many of our traditional values as hindrances. The spirit of 5 

seonbi, which used to be the spiritual mainstay for our ancestors' 

lives, has come to be considered archaic and unfit for modern 

society. In fact many undesirable symptoms arise in the course of 

modernization without finding alternative values to support it 

spirituaIly. 10 

5 

In Europe, where industrial modernization evolved, there is a 

tradition of craftsmanship which values responsibility. A craftsman 

is not only a highly skilled person but a person. who takes pride in 

Craftsmanship in Europe 

the quality of his products, a person who 15 

is responsible for what he does and says. 

The European sense of freedom therefore 

had as its basis a sense of responsibility. 

This traditional European thinking 

remains in aIl areas, in social life as weIl 20 

as In economic activities. America lm­

ported from Europe not only a modern 

economy but also the value of responsi-

. bility contained In the concept of 

freedom and creative talents. 25 

alienate [éilj;mèit] hindrance [hîndr;ms] mainstay [méinstèi] archaic [a:rkéiik] arise 
[draiz] alternative [::>:lta:rndtiv] craftsnianship [knHtsrndnlip] craftsman [knéftsmdn] 
import [imp5:rt] 

14. come to .... r_t}rl] ~ctJ 5. regard A as B=consider A B 17. European sense 
lof freedom r %ifj~~o] ~tJ]WE ;;o:t%J 24. be contained in r -01] ~~'"lctJ 
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But is responsibility only a European value? It is, as was pointed 

out, part of ,the seonbi spirit which we have somehow considered as 

an indication of inefficiency The seonbis were strictly responsible for 

5 what they said and did. Part of a man's tradition al value was, 

literally translated,. "A man's words are as heavy as gold." Lack of 

responsibility results in many terrible disasters. Excessive egoism of 

motorists results in chronie traffie jams. Why don't we learn from 

our seonbi ancestors and still push on economic modernization? This 

10 reeonciliation ean aetually be aehieved very harmoniously, sinee it 

was In our tradition as weIl as in the original form of the 

modernization movement in Europe. Modernization in the sense of 

westernization is not entirely wrong if only we ean look beyond torn 

jeans and hamburgers. 

indication [inddkéilôn] inefficiency [inifilônsi] literally [Iitôrdli] translate [tnensléit] 
egoism [i:gouizôm] motorist [moutdrist} chronic [kréinik] reconciliation [rèkdnsiliéilôn] 
harmoniously [ha: rmounidsli] 

6. lack of responsibility r~~~.Qj ~9J 7. result in = cause, lead to 8. traffic jam 
rjR% ~jli5-J 9. push on r~~}lll Y.O}7}t:fJ 13. look beyond r_.!i!.t:f ~21(:Qo]) .!i!.t:fJ 

@ (if it is) literally translated 
~ not entirely wrong r~{!1Ï'1 ~*.!â 1!.g. o}'dJ <.!f--lÊ-.!f-~> 
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COMPREHENSION 

A. cf:;::: 01-= 8ËfOlI :e:!-~ LH§<èJAI ~o~!i:!.AI2. 

1. Industrial modernization was based on the craftsman's responsibility· 

in the Western society. 

2. Modernization has brought many troubles as weIl. 

3. There are signs of westernization in many areas of Korean society. 

4. We should keep our tradition al virtue to enjoy our modernization. 

B. ~{f-9.1 LH §j2~ ~ ~I ~~ ~ =?,;! ~ .:il 2 .:il, :l -2 7-]7 ~ 01-= 8ËfOlI ~1 ~ AI ~ 0 A12. 
1. Freedom had its basis in the sense of responsibility in the Western 

society. 

2. Seonbis considered responsibility a very important thing in their 

lives. 

3. Korean economic achievements were the result of the seonbi spirit. 

4. Physical changes such as new food and housing require spiritual 

changes. 

c. ~{f-~ c~AI ~i~'21Ai c~:; N~~ '2j-=r~~AI2. 

1. those (p. 206 - l. 4) 7} 7}è.]7']~ ~~ ~{'t-~ BoJ ~ 0] %~}e:j ~A].2... 

2. it(p.209-l.9)0] 7}è.]7']~ BoJ~ ~{'t-cJ]Ai ~4 ~A].2... 

3. what he does and says (p. 209 - l. 16)~ .!f- BoJ §. MA].2... 

4. this reconciliation (p. 210 - l. 9) 0] ~ U]5} ~ ~ ~ Jf-è.] ~ §. Z!-B5] i! ~ 
5}A].2... 

D. ~~9.1 LH§oJl '5,[7-11 (7DQ~ (q) ~ cz:!~~~AI2. 

(7~) (q) 

1. modernization ® responsibility 

2. tradition of craftsmanship (hl hard work and creative talents 

3. westernization © competitiveness and commercialism 

4. the Korean economic miracle @ con venience stores and fast· food 

restaurants 
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1. fashion 

fashionable 

2. efficiency 

inefficiency 

3. produce 

productivity 

4. usual 

unusual 

5. -ion 

WORD STUDY 

Fashions have changed rapidly in recent years. 

Golden knives and forks were fashionable among 

the royal families. 

Our traffic efficiency would improve if we used this 

new intersection. 

Due to the inefficiency of the fridge, the food In it 

was either frozen or went bad. 

We produce over 1,000 cameras a day. 

This system has led to high productivity. 

Heavy rain is usual in the jungle. 

Hunger is an unusual feeling nowadays. 

Modernization must not be confused with indus tri­

alization. 

Westernization seems to be progressing too rapidly. 

~l) ~B3w Do It Yourself 

<Noun> <Verb> <Adjective> 

assistance 1 2 

violence 3 4 

mentality 5 

modernization . 6 modern 

7 import 

~ 1. in recent years r~coJ]J 

7-]ctJ 

3. A lead to high productivity r A ~ 't! t" ).H!).à 0] EOr 
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SPEAK 

1. 5~ ~ T5r71 

W ould you mind if 1 observe your orphanage? 

reveal your survey 

treat you to an ice cre am 

2 . .gCH~ :§B"Ôr7 1 
You look wonderful in your new casual jacket. 

very smart with your silk hat on 

so beautiful in your white skirt 

3. tll.lil"ÔPI 
The beauty of hanbok is superior to that of any other. 

the scenery 

the precious jewel 

Il .. Dialqgu~ '.~. 
Today is Chuseok, so Mi-na is wearing Korean traditional clothes. 

Mary : You look 50 marvelous in those clothes. What are they 

called ? 

Mi-na: We cali them hanbok, which mean traditional Korean 

clothes. 

Mary : Would you mind if 1 touch them ? 

Mi-na: No, not at ail. l'm glad you like them., 

Mary : They feel light, soft and warm. Why don't you wear them 

every day? 

Mi-na: They're not convenient to wear when we work. 50 we wear 

them on special days Iike Chuseok and New Year's Day. 

Mary : They're graceful and attractive. The design is certainly 

superior to that of any national costume that 1 have seen 50 

far. 

Mi-na: Thank you for your compliment. 
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Il 

.. A: Would you mind if l touch this ... ? 

B: No problem. Go ahead. 

® ® © 

~ A : is superior to .... 

B: That's what l wanted to say. 

® ® © 

~ A: You look so marvelous m .... 

B: Thank you. 

® © 

.................... ....... ......... Sounds in Use ................................... . 

[stJ+[pJ-+[spJ / [stJ+[bJ-+[sbJ 

Most people hate something just hecause théy don't know it. 
'-' '-' '-' '-' 
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,. te 

WRITE 

@ _tr..712~ ~ol ~~~ 1:l~~Oj AAAI2. 

: !i:!. 71 ,.. ... v""""_''''''''''''''''', 
l 

Modernization needed its own values rather than traditional ones. , 

.. Modernization substitutes its own values for traditional ones. 

1. We put oranges where there should be apples. 

2. Many offices installed computers throwing away many old business 

machines like typewriters and adding machines. 

3. In the final game the team used a new player in ste ad of the star 

player who was ill. 

4. Many people began to throw away their bicycles and buy 

automobiles. 

@ .5~712~ ~ol ~~~ 1:l~~Oj ~AI2. 
~~!i:!.71 _m __ ~ ____ ~ ...... __ ...... ~...m.~ __ œm __ =-__________ ~ ____ ~Rm~, 
~-~ 

~ Lack of responsibility results in many terrible problems. 

1, .. Many terrible problems result from lack of responsibility. 
i ~ 

'~,.........., ~ AI ,1eJ_" 61a j~ 

1. The accident resulted in the injury of 20 passengers. 

2. Modernization resulted in many nice and convenient things III 

Korea. 

3. The tradition of craftsmanship resulted in high quality products. 

4. The war resulted in the death of the ten thousand persons from 

many countries. 

® substitute A for B rB tJl~ A~ ~q, A7~B~ tJl~'ÔlqJ 
® A result in B --> B result from A 
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© Ojl-§~ gJ1.ë5tO~ .!f-2.IW~ ~ü-I~ ~7IAI2.. 

1. Capitalism is competition-oriente.d. 

~~r.J1 A}~~ À~0 7.1"6J:~olq. 

2. Freedom and equality can progress in harmony. 

c1~%4 ~rJ1:§:j.~ ~:§:j.~lll ~~"6~ y-~ Y ~q. 

3. Modern industry has replaced manual workers with machines. 

L1~r.J1:§:j.~ W~ ~%~<?J 7}~1~ :J. 7.}~11~ 7}~]5!.. r.J1~]ë5~ ~~q. 

4. Traditional societies did not seem to prize freedom. 

~~r.J1 A}~~ Aà~~<?J 7}~]~ 5=.'5-ë5] 0:j7]7.] ?i"~ ~<5}q. 

It seems that modernization destroys many traditional values. 

Or at least we can say that such as 

economlC success and competitiveness. 

creating a spiritual emptiness. Graceful living and mner 

satisfaction seem to be far from the modern man's goal. 

Certainly It is important, however, that 

© 1. {lit!" A\~~ :production.oriented ·3.::1. Af*i\.9.\ ;lf;;;:\ :one's own values. 4. ~cH Af 
~\ : modern society :::::%<5"\ <5"fcf: prize 
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Su-mi: Which do you like better, ;~7j~;:~.w;!lITi!::!;lg;;;~~':·~',t;::? 

Peter : 1 don't know i;iQi'l1il~~:IJ~";;f11JIv~!:~;~~;. So :~'J'C~~~}?t;r:::, 

Su-mi: Many people hate things 

Peter : Every culture has ","".,.i1,;i1.'!".;1>.i!; 

1.. What does Peter think about Oriental art? 

2. According to Su-mi, why do many people hate certain things? 

@ I~I ~~ 71.2.~ :§'~t5~Oi ~~t51 ~~ rrHQ~ ~~~'2.! ~x~ ~~ [cH ~ 
~~ ~o~ "AAI2.. 

1. Would you mind if 1 ? 

[tAt~ oern] 

[tAt~drn] 

2. Thank you compliment. 

[b:r jUdr] 

[fdrjdr] 

Modernization has brought many unwelcome symptoms as weIl as 

_______ . Many people suffer from _______ _ 

Many people consider material success their one and only objective. 
________ . They tend to justify their means by the ends 

that they try to achieve. They think of our traditional values as 
hindrances. The spirit of seonbi has come _______ and 

unfit for modern times. 



218 Lesson 12 

grimace hermit efficiency symptom plague 

1. When the doctor touched the wound, she made a(n) 

pam. 

mainstay 

2. A(n) ____ is a person who lives alone thinking and praying. 

3. Agriculture is still the of the country's economy. 

4. Please stop me with your endless questions. 

5. The patient shows aU the ____ of the terrible disease. 

CE) ~01~ ~:;q~ A\6f"6'~~ 801 ~ ~g!jOj\ '5.!'lH AAA\2. 

of 

Among the philosophical thoughts that come from the West, there is 

one that can be b to young Koreans, the concept of 

self-determination. This comes from the belief that a person ought to 

know himself and he should have res 2 for his own 'self'. 

Unforlunately this c 3 has been misunderstood. To many young 

Koreans, its meaning lS misinterpreted as the 'me-first' value. In 

addition, materialistic profit is considered to be the measure of 

s 4 while responsibility is no longer so highly valued. Many 

people enJoy their selfish freedom without cons ide ring their responsi­

bilities. 

® philosl,lphical thought r~~ ,q"',f"J 
{l~J 

me-first rÀ}7] i' 
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1. What is the meaning of culture in its common use? 

2. According to the speaker, what is the definition of culture? 

1 think ... is superior to .... 
[7 ~] I:i 1 iil "5~ 71 

1 think ... is better than .... 

That' s what 1 wanted to say. 

[q] ~ cH 18 .2.1l! 011 cH ~ 1 couldn't agree more. 

~{!, lticH, :2:/11/ 1 don't agree with that. 

l' d better not say about it. 

[~711 

A: 1 think traditional Korean clothing 1S superwr to any other 
national costume. 

B : 1 couldn't agree more. 

[cH:2.F LA g 1 

• tradition al Korean food/ any other food 

• the quality of this car / any other car 

• natural remedies/ western style medicine 

Not long ago, many Western doctors laughed at the suggestion that 

they might learn something from traditional Oriental medicine. But 

many people in the West are now beginning to look for more natural 

® couldn't agree more r~-3i.2.~ %~~C~J 
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remedies for their illnesses. Often they turn to the old wisdom of the 

East. There are sorne doctors in Britain who offer their patients an 

Oriental medical treatment. An Ind~an company which produces 

natural medicine has recently sold sorne to Germany and Yugoslavia. 

The World Health Organization(WHO) encourages countries not to 

rely too greatly on Western medicine. Experts from the WHO have 

decided that the time has come to study Eastern medicine very 

carefully and to decide, by carefully controlled scientific experiments, 

what good these medicine might do. 

cg) ~ VOlI traditionalj2~ modern2 1 cH±xl ~ Ojl ~ {18~1 )Ai ~ OAI2., 

traditional modern 

physical 

spiritual 

CE) D ~ ~~~~o~ Modernization and Tradition~ A11~~~ ~~~~AI2., 

© World HeaUh Organization (WHO) r Al1ïll.!i!.{:!71TJ the time has come to r -~ Ull7~ 

~qJ 



165 

English pU blished by Sisayoungasa CO. 
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LESSON 7 

Romeo and Juliet: A Tragedy 

a LlSTENING PRACTICE 

• 'd~ ~~ ~AI ---
0] ~. 01] AH:· '1l.;r 9.J tH {è .-§: Will i am 

Shakespeare9.J Romeo and Juliet% ;g.AJ~ 

y ct. 40]~ 7}{è ~~9.J 9- ~ ~ 'à-L19.J 
A}rJ-~ lt!!I:J . .:z.i!.j2 .:z. \:I]~~~ "5-~% ~ 

2 • .2.~\t9.J A}rJ-t!-. 7}~t!-. A}~t!-~ \:I]jjL 

ii}O:j &-Jf-;g.~ 0] 0t7]"8"" *A] ct. 

A. Let's listen: 
B. Let's listen again: 

.. Shakespeare's plays 

That many? 

for aIl time 

~ have an influence on 

Quite the opposite! 

That's surprising! 

ID Ta be or not ta be 

l know a couple. 

smell as sweet 

Il No, not yet. 

Definitely! 

in the end 

She was none other than Juliet. 
Romeo, unable to hold back, shouted out. 
By that silverly moon 1 swear .... 
... , making every excuse he can think of. 
Now was the hour that.. .. 
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IJINI DIlUAn.; Pl. 

mournful 
[m5:rnfal] 

stun [stAn] 
destruction 

[distrAklan] 
startle [sta:rtl] 

reluctant 
[rilAktant] 

Romeo 
[rôumiàu] 

Tybalt [tibalt] 
challenge 

[tlreland3] 
duel [dju:al] 
inclination 

[lnklinéilan] 
vain [vein] 

Juliet [d3u:liat] 

IH!'! e!::;:J1 

IVI Let's listen and repeat: 

How did the citizens respond to the accident? 

Mr. Lee was mournful over the people killed. 
Han-su was stunned hy the scene of destruction. 
John was startled to hear the news report. 

Are you going to major in medicine, Jane? 

No. Father wants me to, but 1 am reluctant to study it. 

l'm making every excuse 1 can think of. 

What happened when Romeo met Tybalt on the street? 

Tybalt challenged Romeo to a duel. 

But Romeo had no inclination to fight. 

He tried in vain to stop the fight. 

Who was the girl that Romeo loved? 

She was none other than Juliet, an angel of a girl. 

What will you be 
doing in two years' 
time? 

1~:ï1 Atm 1 
Are you going to major in -? - "iHl.g. - % ~ i'"~l-

2;j.2 ~y7l}? .a~%oj1i:- ~ Ar~ :{!-gj 7,ilJf-~ .5!.~ duel o1i!/-.2 
~l-À1~ ~èlli:- Ar~on ~gj!ê 7,ilJf-~ ~~~q.. 19..\11 
717JrÀ1.s:. % 'tl :ri ~ Ar~ <>11 Ai i:- "!I oJ] 7)- ~ ~ ~~ 7)­

~% U!I. Oi= ~ ~ol q.é ~oJ]]j1 duel% {]~"ii)-tà 

A1:{!-~ ;;<.{±~ ~811 ~~~ *~"iit<>l1 ~*% ~.2 -14, 
~q.. 

He tried in vain to stop the fight. - .:z.i:- -14%% 'l! 
èj2;j.2 ~À1 ~ ~ :r.2~ q.. 

She was none other than luliet. - .:z.t;ji:- q.§-0l-'è 
*èj~o1~q.. 
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lei Let's listen and repeat: 

What do the girl students think about John? 

Mary is· impressed by his athletic skills. 
Jenny is captivated by his good looks. 
Having learned tbat he has bad grades, 
they are disappointed. 

What happened one night in Verona? 

Romeo, learning tbat Rosaline would attend, decided to , .. 

go to the party. 

Ali of a sudden, he noticed an enchanting girl. 
rr t~ .s"Ctcl.cl" 

Was Romeo's attention caugbt by Juliet? 

Yeso He could scarcely believe bis eyes. 

The priest gave Juliet the drug, didn't he? 

Yes, but he didn't Mean to cause trouble. 

To her surprise, Jane found it fascinating. 
To bis disappointment, Tom was bored by it. 
To ber regret, Anne was not able to attend. 

Œ!! e!:;! 1 . IlYJl AIIt 1 

impress 
[imprés] 

captivate 
[kreptivèit] 

disappoint 
[disap5int] 

enchanting 
[intlrentiu] 
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scarcely 
[skÉarsli (:)] 

priest [pri:st] 
drug [drt.(:)g] 

lecture [léktlar] 

fascinating 
[fresinèitiu] 

What do the girl students think about John? - Ci ~ 
,,~~~ €<>l] t!l.sfl oJ~~] "~Z1"t;H:·m 

. Mary is impressed by .... - DI] i!l ~ ::L ~ ;?:-% * -\\] <>lI 
7,}-.a-~ q. 

to q%<>l] 7,}"èi% y.E}1-llc ~At7t .2.'?:! r· .. ~t~] 

~J t!}~ Jj!.AH 7}- !ê ct. 

. ail of a sud den - ~Àt71. 

He could scarcely ... - ::L ~ 7i ~ ... ~ "Î'" ~H:l. q. 
Hedidn'tmeanto ... -::L~ ••• ~ SI~7t 0tt..J~q. 

to her surprise - ~ 'If~]~ . 
to his disappointment - ~ cJ~ 'i:J Ji]~. 
toherregret - *7,}~'i:JJiI~. 

to my embarrassment - "J"~~ 'i:J Ji]~. 
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William 

Shakespeare 

[wîlj<:lm léikspl<:lr] 
comedy 

[kam<:ldi (:)] 

Verona [v<:lr6un<:l] 

aristocratie 
[<:lrlst<:lkr<Étik] 

Capulet [krepjul<:lt] 

Montague 
[man t<:lgju:] 

quarrel 
[kw5(:) r<:ll] 

Rosaline 
[r6uz<:llin] 

anguish [reugwiî] 

de je ct [did3ékt] 

ILH~ el=;:! 1 

7. ROMEO AND JUUET: A TRAGEDY 

Romeo and Juliet: A Tragedy 
William Shakespeare 

Shakespeare wrote many tragedies, comedies 
and historical plays. He wrote them 400 years 
ago, but they are still widely read because he 
was a writer not of one age but for aU time. 

William Shakespeare 

1 

Long ago in the city ('if' Verona 5 

there lived two aristocratie 

families, the Capulets and the 

Montagues. These two families 

had detested each other for a long 

time. Whenever members or 10 

servants of one family met those 

of the other on the streets, they wouldè-~.~~~~\~~~~ic:f 
other, and their quarrels often ended in bloody 

fights. 

Romeo, the only son of Lord Montague, fell in 15 

love with a girl of the Capulets named Rosaline. 

But to his great anguish, she did npt return his 
;: v) _ t. r\<>'''\\. P", ~\\ ,~'" v,.r:~A· t,v'~0e \!\.t ' 

love. This made Romeo feeY ~ed:' His friends 

"faU in love with - - - st Ar "8'i>r71! ~ ct. 
'are still widely read - ;>;1 i}.s:. '<il ~ ~ i>12 ~ ct. 
4 a writer not of one age but for ail lime - ~ A1 rJl 
~ '3}7t7t °rY'* "â ~ ~ '3}7t. 

10 Whenever ... met those of the other - ~ 7t~ ~ ~ 
.:rI-} i>t~~o1 ct~ 7t~~ ~.:rl-} i>t~~% ~';t 

a:Jl 'à ~ftj! I-}. those = members or servants. 
Il ended in bloody fights - ~.;;- IlJ 111 e Yl I-}i:- -'\(H· 
E.~ tr~ct. 

1 ~1! AISY 1 

• William Shakespeare (1564-1616) 
"â';;-~ ';;-'3}7t, A1~. "â';;-°1 ~a:Jl ~.s:.st.s:. llr~ 

4- 'idct2 Àr"8'i>tli'! rJl~~. r~Bh r'!lJlIl!E.J. r..2-
1l!~J. r~<>1 %J %~ "'1';;-~. rtJ!!Y~~ AJ~J. r~ 

<>i~ ~~ "tJ %~ ~.;;-% "'1*~ 37l(1~ ~~% ït 
~oj. ctT~ A1 {/ s. Ilj!& ct. 
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felt pit y and advised him to look for love 

elsewhere, but it was impossible for him to love 

anyone else. 
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It happened that one eyenlng, Lord Capulet 

gave a party. Of course, none of the Montagues 

were invited. But Romeo, learning that Rosaline 

would be among the guests, decided to put on a 

mask and go to the party with two of his friends. 

According to the custom of the time, the men 

mask [mresk] 

10 would wear masks so that the women could have 

fun guessing with whom they were dancing. 

[LH~ e!~ 1 

ladvised him to look/or love elsewhere - t:J-é ~O11 

"'-! "'t"J"% ~~i!.j-:i!. .::I.011;;1 '?J.:i!.9!lA. 
4ft happened that ... - ... ~ ~ 01 ~ o-j j;l:t:J-. 
'none of. .. were invited - .g.Ellir {]~ "'~~.g. oPi!o 

.x. ~t!l~À1 *9!l.t:J-. 
10SO that the women could have .... - aJÀt~01 Àt71 

7~ .!r;z.9} *~:i!. 'Xli:-À 1 .~~%~~",-! ~?-j~H[ :r 
'Xls:. ~. 

I~:ï! Alft 1 
• Lord21 o~ 21 ;7 ~AI ~ 
< ... ;<J-, ;<J-ï'!) the Lord Chamberlain (i'"t.Il ~-ï'!) 

< ... ?il) Lord Kitchener (7"1 *1 1.--) ?il) 
< ".-r.ii!.) Lord Bishop of - (--r.ii!.) 

e'J~gj~ (pl.» the House of Lords (AJ~) 

<3':.~-r) Lord, have mercy upon us. (-raJ, .!f-i!.j ~ 

~~%1 aJ 71 ±"'-!.l 
<§.~) myLord(zJ-%~) 
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charming 
[tI6:rmio] 

appearance 
[apî(:)rans] 

passion [prelan] 

1 utH 2:!~ 1 
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2 

Romeo and his friends were able to enter the 

big ballroom without being recognized. The 

dancing had already begun. Romeo looked 

around to find Rosaline, but aIl of a sudden his 

attention was caught by a girl even more beau- 5 

tiful than Rosaline. He could scarcely believe his 

eyes. She looked as fair as a May rose. 

Romeo walked up to the enchanting young 

lady, took her hand in his, and began to dance 

with her. He told her that as soon as he had 10 

seen her, he had fallen in love with her. The girl 

was impressed by Romeo's charming manner and 

handsome appearance, and found herself also 

falling in love. They both felt deep passion at 

once. 15 

Later the young lady was called away to her 

mother, and Romeo learned that she was none 

other than Juliet, the only daughter of Lord 

Capulet, his enemy. Juliet was captivated by the 

good-looking young man who had \:YQn her heart. 20 

. ~\' à '--- ':t'l- . 
She asked her nurse who he was. "His name is 

Romeo. He is a Montague," her nurse answered. 

1 ~:i! Alat 1 

2 withoutbeingrecognized - {!~ol ~.s;.y.Àl '?t"x.. 
• his attention was caught by - - - 7} ::z. ~ "r ~ ~ 

1l Sj. q. 

• fall in love2.t make love 
love,= %,.,+.s;..s:. ~Olx. ~,,]-.s;..s:. ~~q. %"]­

love,= ~aj~~ r"]-~"6]-t:j-J2j- ~..?:- ~olq. ::z.~N 

~,,]- love~ ~"i r"]-~"6]-qJè}x. ~ trll .!j!-{l.:a 

make loveè},= lHi% ~'= ,,]-~ol ~,=til, °l';;!~ 

r7l~, ~%, .AJ..ii!.J % ~;\jl~ ,,]-~% ~Ol"6]-E..s;. "r 
~"6ll0F ~q. rtll"6]-q, "]-rJ-"6]-?il !ijqJoJl ~HrJ!ij,= 

li ~ ~ fall in love 01 q. 

'looked as fair as a May rose - 5~ ~ ",fol ~~ ~ o} 
~q~~ .5!.~q. 

'walked up to .... - llH ~~ ~ ~ ~ ~t;j 011 ?il q7H.t 
q. 

14feel deep passion - 7,i ~ oH 7J % .=. 711 q. 
16 be ca lied away to - - - 011 ?il.s;. ~ tl7} q. 
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3 

The party broke up at midnight. Romeo left 

the house with his friends. But. he felt he could 

not depart without seeing Juliet once again. On 

the way home, he slipped away from his company 

and hurried back to Juliet's house. He climbed 

over the high wall, got into the garden, and stood 

under the shade of a tree. 

Meanwhile, Juliet was back in her room 

upstairs. She was mournful over the irony of her 

10 fate, that she had fallen in love with a Montague. 

She came out onto the balcony which looked 

down onto the garden. The moon was shining 

and everything was silent. Here, in the silvery 

moonlight, stood Juliet, an angel of a girl. 

15 "Ah!" she sighed, and began to say to herself: 

"Oh, Romeo! Why are you Romeo? WhaLis iIlA 

name? A rose by any other name would smell as 

sweet. Oh, my Romeo! Throw away your name, 

and take me!" Romeo, unable to ho Id back any 

20 longer, shouted out: "CalI me Love, not Romeo!" 

Startled to hear a man's voice, Juliet shouted 

back, "Who's there?" "Romeo " he replied , , 

ILH~H~:;J 1 1~:Il Alit 1 

midnight 
[midnàit] 
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depart [dipa:rt] 

slip [slip] 

shade [Ieid] 

irony [âir,mi(:J] 

fate [feit] 

balcony 
[brelk;mi(:)] 

silvery [silv;,ri(:)] 

unable [Anéibl] 

1 The party broke up .... - li} El i:- 7-H~ 011 ~~ct. 
lon the way home - {l 011 ~o} 7}i:- 7.1 011. 

'b~flJ.L.()lIe~I-$1l-~!&..~l:.9:.._ 

• A rose by any other name would ... 
ra+'l'lA};7} 7}:Àcl% y.5}t..lli:- 7â~Olct. 

Vf7Whatisinaname?- o]~01l .!f-€ gjo17} ~i:-7}? 
l'A rose ... would smell as sweet. - 01~010J: .!f-'3l 01 

Z:! ~olat'i:l. .:z.~* ~ol~;Î- ~717} ';;t~t~l. 

"Throw away your name ... - 01 ~% '>! c>J 1(:!.A].'i'.. 
19unable to hold back ... - t:~ 0] Ac/' %% ? ~c>J A~ 

A true Cri end would not do such a thing. 
(~:><cl ~ ~ Tat'i:l. .:z. if! '')1.g.. '8}.Al \li% ~ °1 ct.) 

A well-bred man would have acted differently. 
(7}:><cl .iiè~% ~ ~.g.. A}~ol2.}'i:l. ct~ ~ ~~ ~» 

%9!l% ~olct.) 
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confession 
[k,mféjan] 

swear [swEar] 

wax [wreks] 

wane [wein] 

1 LH~ e!~ 1 

7. ROMEO AND JULIET: A TRAGEDY , 

stepping out from the shade into the moonlight. 

4 

Juliet: How did you come here, tell me, and why? 

Are you not afraid of my people? 

Romeo: No, 1 am not. 1 would rather he killed 

th an live without your love. 

Juliet: You overheard my confession of love. 1 

love you. 1 love you from the hottom of my 

heart. 

Romeo: By that silver moon 1 swear .... 

J uliet: Don't swear hy the moon. It waxes and 10 

wanes. 

1°1t waxes and wanes. - '€t.g. *t'à 7] % c>J .z! q., 
• would rather be killed than live without - - - 0] 

~o] At~1..J *H!J-i!l ~~q.. I~::u Af!11 

• overhear one' s confession of love - At ~ 2j 21!!l % 
'3! ~q.. 

'love - from the bottom of one' s heart - .z! {J % q. 
<5" -~ At~"5lq.. 

• By that si/ver moon 1 swear... -;Ii .g. 'M '€t'il oJ] :>lI 
... % c~'\H;}1..Jq.. 

·love7~ 'l!-E-c E~~ 
love story - ~ oR ± 1i. love letter - ~ oR lH Àl. 
love affair - ~oR (AtZ:!l. first love - ~At~. 

love game/set - (~T) ~JI!l :>l]~/.kj]§. 

winllose one's love - At'if% ~ q./~ q. . 
be in love with one's work - ~ oJ] oR à/"% 7tÀ ] q. 
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Romeo: What shall 1 swear by? 

J uliet: Do not swear at all. It lS too rash, too 

sudden to swear anything :p.ow. Let's say 

good night for the present. This bud of love 

may prove to be a beautiful flower when we 

next meet. Till then, good night, Romeo! 

Romeo: Oh, must you leave me so soon? 

Juliet: Yes, 1 must. What do you want to have? 

Romeo: The exchange of a vow of love with you. 

10 J uliet: 1 gave it to you before you requested it. 

Yet 1 wish to give it again. My love is as 

deep and boundlèss as the sea. If your love 

is true, and you mean to marry me, 1 will put 

my future in your hands. Tomorrow, 1 will 

15 send a messenger to you to hear your word, 

and to fix the time and place for our 

marriage. 

Romeo: Send your nurse at nine in the morning. 

J uliet: 1 will not fail. It seems like many years 

20 till then. Now it is almost morning. Parting 

is such sweet sorrow. 1 must say goodnight 

for the last time. Romeo! Good night! 

Romeo: Sleep well. Good night, sweet lady! 

1 LHg e!:;I 1 1 ~t:I! AI!! 1 

J Let' s say good night .... - '3f ~ % Vf AI 4. ..!f.'i;j ~~ '!!lAil~~Lf? 

rash [r<E1] 

bud [bA(:)d] 

exchange 
[ikst\éind3] 

vow [vau] 
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boundless 
[bâundlas] .!j!.~~ 

(= not limited). 

sorrow [s5(:)rou] 

Il ••• is as deep and boundless as the sea. - l.lJ A}-'!I"~ 

1:I}-4~i~ ~.:i!. ir°l llt'iT'-l4. 
IJputone'sfuture in one's hands - -9.J "Ji!llit ... 

oJI;>J1 ~[7]4. 

4-i!j~ r-&'@'-% ~.:i!.. À}-{j9.j "!loll~ ~:ï!.J "~.kIlit 

~4. tfr'à01I. AiOJ A}-~~~ À}-7] ol219.J 4~ ~:ï!. 
9.J;r;1 if 9- ~ ~ Heaven, God, the Bible, the sun, the 
moco %% ~.:i!. "~.kIIi;}-~ 7â~ol ~4. 

20 Parting is such sweet sorrow. - '6/1 o-j;r;1 ~ ~ ~ 'l:l 
~ {}o].sL-&- ~*~'-l4. 

llfor the last time - 0t;>:] '2} .2..sL. 

swear by God/the sun ({j/"$H O1I;>J1 "~.kI1 i;}-4>. 
swear on the Bible ( .... à 7â of! ~%\'>l:ï!. "~Ail i;}41. 
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gang [greO] 

stab [stre{:)b] 

fury [fju (:) ri (:)] 
sword [s5:rd] 
dispute [dispju:t] 

harshly [ha:rlli (:)] 

defend [difénd] 

consideration 
[kansldaréilan] 

banish [bren il] 

1 us e!:::;J 1 
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5 

The next day, Romeo and J uliet were secretly 

married in a church. The priest was willing to 

help them in the hope that the marriage might 

create peace between the rival families. After 

the marriage, the young couple parted with tears 5 

and kisses. Juliet returned to her home, and 

Romeo headed for his. 

On the way, Romeo saw his friends fighting 

with Tybalt, Juliet's cousin, and his gang. On 

seeing Romeo, Tybalt challenged him to a duel, 10 

but Romeo had no inclination to fight. He tried 

in vain to stop the fight, but' a friend of his was 

stabbed and fell. Romeo, in a sudden burst of 

fury, drew his sword and killed Tybalt. 

The news of this dispute brought a crowd of 15 

people to the scene. Soon afterwards, the Prince 

of Verona himself arrived. Lady Capulet asked 

the Prince to punish Romeo harshly, not knowing 

that he was her daughter's husband. Lady 

Montague defended Romeo. The Prince, after due,; 20 
• ,'. II... 

consideration, settled the case by banishing 

Romeo to the city of Mantua.He was ordered to 

I~:ïl Af~ 1 
'be willing to help - - 71 ~ 01 - ~ % ct. 
'·challenge one to a duel - ~.1f-~ {) ~ i5tct. 
"have no inclination to ... - ... ~ ~ At 7t ~ ct. 

• <on+-ing) 
. on 011..J- upon ct%oJ1 -ing7} .2.'à r -i5tÀtotÀb~ 
~01 !f:! ct. ~$. tl}3f'à as soon as 9} ~ct. 

13 in asudden burstoffury ~ :q;>;t71 §}7t ;<1~o-j %2.}. 
"The news of - brought a crowd of people .... - -
~ :î:~% €-2. ~.g. AHf~01 ~;<J.2.$. ~ct. 

"settled the case by banishing Romeo - $. 01.2. ~ 
~"J~.2.$.-loti A}Zl% ~fl~~ct. 

On hearing the news, Kate burst into tears. 
(.::1. :î:~% €-;>;} ~101g~ %%% Ei~!act.l 

. On arriving at the terminal, he called Mary. 
(Ej 01'<1oJ1 .':ë,:!)-' ~A1 .::1.~ uJ1è.loJ1711 :@§}~ ~ct.l 
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lea.ve within twenty-four hours. 

That night, Romeo came to stay with Juliet. 

They were reluctant to part, but before daybreak 

Romeo had to say good-bye to Juliét and start for 

Mantua. 

6 

ln the mornlng, Juliet's parents informed her 

that she would marry Count Paris in two days' 

time. Juliet opposed the marriage, making every 

excuse she could think of, but her parents ignored 

10 her desperate pleas. Juliet was at a 10ss. She 

went to the priest to ask for his advice. The 

priest gave her a drug. "This will make you 

sleep for forty-two hours," he said. "Drink it the 

night before the wedding day. They will assume 

15 you are dead, and take your body to the church. 

Romeo and 1 will be there by the time you wake 

up." 

Things progressed as planned. On the 

morning of the wedding day, J uliet was found 

20 dead. The entire household wept, but they could 

not wake her up. A joyous wedding had glven 

ILHl§ e!:;I1 

3 be relue tant to... - ... ii} 71 ~ 7Jj 2.l ct. 
• making every excuse she could think of - :::L t;f 7} 

.. ~ztt{ <r ~~.5'.,{§- ~l'Il~ Gl'l!Ai. 
1 ~Jl AfS!.t1 
• ~<5:IAI~ qEl-L/l-c- for 
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inform [inf5:rm] 

oppose [dPÔUZ] 

ignore [ign5:r] 

pIe a [pli (:)] 

assume [dsju:m] 

progress [pragres] 

10 be at a loss - 't!::<1 ~ ii} ct, <>] ~l t{ Il}~ .5'.,.s ct. 
"They will assume you are dead - :::L~.g. \.il?} ~.g. 
~~.5L .. ~ztt{ ~olct. 

*~% 4-Ej-I.jj~ start,leave, head, depart % :!8A 

"by the time you wake up - \.i17} 7lij <>] ';t Ill! ~ojl~. 
11 Things progressed as planned. - ~.g. 1'11 ~ Gl.5L 

ct%9.J for~ &.73:j.Al~ 4-Ej-~ct. 

My brother leftfor New York. 
(I.jj % .. ~.g. *~% ~~ tthtct). 

They headedfor school. (:::L~.g. ~.ïi!..5L ts,H,l1 ct). 
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funeral [fjû:naral] 

delay [diléi] 

hasten [héisan] 

poison [p5izan] 

awaken [awéikan] 

[ utS f9:;I [ 
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place to a black funeral, and, with everyone ln 

tears, Juliet was carried to the church., 

N ow the priest sent a letter to Romeo, but the 

messenger was delayed and could not get to 

Mantua in time. But ill news travels fast. 5 

Romeo's servant hastened to Mantua and told 

him that J uliet was dead. Stunned by the news, 

Romeo cried, "Then 1 will lie beside her tonight." 

7 

Romeo, half mad with sorrow, bought sorne 

poison and hurried to the church where his wife 10 

was lying. He was breaking open the door, when 

he heard a voice behind him calling, "Stop!" It 

was Paris. They fought and Paris was killed. 

Then Romeo held J uliet in his arms and kissed 

her cold lips. Thinking she was dead, he drank 15 

the poison and died beside his dear J uliet. 

Now was the hour that Juliet should awaken. 

Having learned that his letter had never reached 

Romeo, the priest came alone to J uliet. He 

was shoçked to find the bodies of Romeo and 20 

Paris. Just then Juliet was slowly waking ùp 

[m:il At~ 1 

'givep/aceto-- -01]71] À]-i!.l~/À]~~~;;j 9-t:+, 

'with everyone in tears - .2.~ A]-ifl"0] ~~% t-i!.l 

• ~~nj- ~~171 

A]-ifl"OI] ttl-i!.} zr ~~o] 9-,=" ~~7]7]- q~ 'Î' ~ 
",] 'fr. 'jl 7]-"'] ~~.g. 7-] gj ~ ~ ~ ~~ 7] ~ y.Ej-I;!! t:+, 

ablackfuneral- ~~~ ~i!l]-6j, 

'=" 7h~·til. 

4 getto-intime--àJ] ~]A]~OI] ~~15]-t:+. 

'Stunnedbythenews -:J. ±-6j<>l1 ~~o] 'l!:~ Y. 7]-. 

"break open the door - -lt-% .!f-'Î'oJ ~ t:+, 

17 Now was the hour that Juliet should awaken. - ~ 
i!.l OJ! 0] llij oJ y. 0): 15]-,=" A] ~O] ~ t:+. 

a white Christmas - ~ 1.jj i!.l '=" 3. i!.l6. 0]-6.. 

green old age - ~ ~ ~ x. 'do 
rosy future - ~.g. ~èll. 
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from h~r long sleep. 8he opened her eyes and 

sa w the priest. "Where is Romeo?" she asked. 

The priest was about to answer wl).en .he heard 

the commotion of people coming. 80 he had to go 

and hide. 

Then Juliet saw that Romeo was dead beside 

her with a poison cup in his hand. She knew at 

once that Romeo had drunk poison, taki:qg her for _ 

dead. She kissed his still warm lips. Then she 

10 drew Romeo's sword, thrust it into her heart, and 

breathed her last. 

Over the dead bodies of their children, the 

Capulets and the Montagues clasped hands, 
r- ----

vowing to put an end to their long feud, and to 

)5 have statues made in memory of the two young 

loyers. 

(Adapted) 

1 LH8 el=;! 1 I~::il Mit 1 
3 he aboui 10 - 'lj- ... "t} PI J!. "t} ct. • r~cfJ~ ~"5f1::- ~~ 

commotion 
[kam6ul"m] 
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thrust [Sr Ast] 

clasp [klœsp] 

feud [fju:d] 

·the commotion ofpeople coming - A}'1f~ol ct7} 
.2.i:- ±~è.~ ±iI. 

'with a poison cup in his hand - ~01 ~ ~~ 'è-oJl 

r~ctJ~ l..J-Et1..Jli:- 7}"'J ~~ ~.g. die"-l ~ °1~~ 
~?lfJ!. ~~"t}?l1 JH!~ ~01 ~~gj breathe one's 
last olct. 01.2J- 1l1~~ ~~ oJ~.2..ïE., 

~ .. H-
I taking her for dead - .::z. t;j 7} ~.g. ~.ïE. ~ J!.. 

I1hreathe one's lasl - *~ 7-j !f-ct, ~ct. 
• 4 vow 10 put an end 10 - - - ~ it1..Jl71.ïE. "~kil"t} ct. 

return to one's creator (~~'T-oJl?ll.ïE. ~0}7}ctl. 
come to nothing (.!f- (~) 7} !ôl ct). 
go to one's last home ( .!f- 'i"l.2..ïE. 7}ct) %°1 V. ct . 
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CONVERSATION DRILL 

Talking about Shakespeare's Hometown 

1 Ol::;:t e:t::;:t 1 

Did you enjoy your stay 
in Stratford, Su-mi? 

Oh, yeso It's a beautiful 
town. It's full of lovely 
thatched hou ses. 

What was it like? 

It was wonderful. The 
actors were so talented. 
Their voices and move­
ments were perfect. 

Stratford [stnétfard] ..Ill Q.j ~llj oJ gj ::i!. ~J. 

thatched house - if:. 7r~. 

envy [énvi(:)] v . .!f.ioJ~F;lt:J-. 

IH~ e:t::;:tl 
Did you enjoy your slay in -? - - Oll oj.lf-~ %'li0l1 

Did you go to the 
theater there? 

Yeso There was a 
performance of Romeo 
and Juliet. 

You're so lucky. 
1 do envy you. 

Yeso It was a great 
experience to see a 
Shakespeare play in 
Shakespeare's hometown. 

~7Hll..j? 

There was a performance of. .. - r.51. 0 1.2.st ~iI'?J!J 

gj ~'à°l ~~t:J-. 
Whal was il like? - :::J.. ~ 'à.g. oJ 'Jll..j ? 
1 do envy you. - Lil7r ~ ~ .!f.tj t:J-. 
Il was a greal experience to ..• - ... ~ -5!.g. ~ ~ i' 

.g. 7â~ol~OJ. 
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READING COMPREHENSION· ~ 

A. ~ê~ LH~l!J ~JlI D~ WH-question 011 CHEt!tAID. A. 

1. How did Romeo manage to go to the Capulets' party? 1. 137~ 6"8» %.z. 

2. ~hen and where did Romeo and Juliet get married? 2. 142~ 1"8» %.z. 

3. Why was Romeo banished from the city of Verona? 3. 142~ 8-22"8» %.z. 

4. Who gave Juliet a drug? How long would she sleep? 4. 143~ 11"8» %.z. 

5. ~hat happened to their parents at the end of ~he play? 5. 145~ 12~» %.z. 

B. ~ê~ LH~l!J ~~I:!! TOII. li2.11:!! FOII OH !tAID. B. 

1. At first, Juliet didn't know Romeo was a Montague. TIF 1. 138~ 21~» %.z. 

2. Romeo was afraid of Juliet's father. TIF 2. 140~ 2-6~» %.z. 

3. Juliet was given a drug which killed her. TIF 3. 143~ 11~» %.z. 

4. The priest's letter did not reach Romeo in time. 

5. Romeo killed himself with his sword. 

1. Romeo and Juliet fell in love immediately. 

(a) Juliet was the first girl Romeo ever loved. 

TIF 

TIF 

(b) The couple waited a few days before getting married. 

(c) A priest helped them to arrange their secret wedding. 

(d) The young loyers never spent a night together. 

2. Their love had tragic consequences. 

(a) Juliet was found dead before she could marry Romeo. 

(b) In his sorrow, Romeo died by drinking poison. 

(c) The priest helped the loyers 't6 kill themselves. 

(d) Their families hated each other even more than 

before. 

c. 
1. immediately - (.li!.Àj­

O}À}) <9''''J. 
a/ew days be/ore 

getting married - ~ 
:.! %j- 71 -l! oj ~ %~. 

2. have tragic conse­

quences - 111-9-~ 'tl 

in one's sorrow - ~% 

kill oneself - À!-1!"%j-ct. 
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ce LlSTENING COMPREHENSION 

1. (a) in the classroom 

(c) on the street 

(e) in the departrnent store 

2. (a) visit the library 

(c) return a book 

(e) see Shakespeare's plays 

3. (a) Shakespeare's poems 

(c) a collection of poems 

(e) Shakespeare's plays 

(b) on the playground 

(d) in the library 

(b) borrow sorne books 

(d) read Shakespeare's poerns 

(b) a story book 

(d) a library 

• ~ 71 e! =il -"'iit4iJiU-
What are you doing here? - are7t ot~ 

~t;t;>j] %~q.. 

return the book one borrowed - ~ ~ ~ 

% ~'itt;tq.. 
a collection of Shakespeare's poems - ~] 

Stories in poem form - Al ~ ~ gj 01 0]:7] 
.s;. 
e. 

as good as his pwys -.::z.gj §j~%o]y. c} 

~7tÀl~ ~~~. 
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SPEAKING PRACTICE "0 
-------~ 
* Let's practice speaking: 

1. It was impossible for Jane to spare time for the cinema. 

difficult solve the problem 

quite uncommon be sIeepy in class 

2. 1 would rather exercise than watch television. 

have raw fish have raw meat 

find ajob go to college 

3. Aren't you afraid of my people? 

wild animaIs 

mice 

4. Let's say good night for the present. 

stop the discussion 

caU it a day 

5. 1'11 Ieave myfuture in your hands. 

the decision 

this problem 

• Let's talk our future plans • 

A: What will you be doing in two years' time? 

B: 1'11 be studying at college. 

A: How about in ten years' time? 

B: 1'11 be pursuing my dream career. 

-W8PI e!=r.EIEle-

1. spare time for - -
Ol] A] ~% ~o» i5~ct. 

2. exercise~ watchOl] 

7J.(1] ~ ~ct. 

4. Let' s cali it a day -
.2.~.g. 0] 'il- i5~~~. 

5. leave - in one' s 
hands - - % fTOl] 

?l] ~7] ct. 

What will you be doing in ... ? - t;f study at college - t:Jl ~Ol] ct '-l ct. 
€- ... \:! -"fOl] .!f.~ i5~:il ~%11}? pursue one's dream career - °1"'J 

in Iwo year's time - 2\:! -"f. 3j 'il ~ ~ % 9(ct. 
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7. ROMEO AND JULIET:A TRAGEDY 

WRITINGPRACTICE 

Your Summary of Romeo and Juliet: 
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~--•• ---. 
ROLE PLAY 

* m2H2J ~Ol ~jj} e1=!!i=! ~AWIi ètôH OIOtJlôH ~AID. 

[Ol~ e!:::;I 1 

Which play is the drama club producing this semester? 
A Midsummer Night's Dream by Shakespeare. 
(Ham/et / Macbeth) 

1 don't know that one. Is it a tragedy? 
Oh, no. It's a romantic comedy. 
(Yes. It is about a kingdom of fairies/ 
an unhappy prince / a Scottish king). 

It sounds amusing. Is it a popular play? 
It sure is. It's one of Shakespeare's best loved 
works. 

When does the play open? 
Our first night is next Friday. Will you come? 

Of course! 1 love romantic comedies/ tragedies! 

IH~ e!:::;I1 
midsummer [midsAmar] Hamlet [hremlat] 
Macbeth [makbé9] fairy [ft(:)ri(:)] A78. 
Scottish [skatil] a. b..:a~~E..sj. 

lt sounds amusing. - ;.U 0] 'll % ~ 7,{;z.y,. 
ls it a popular ploy? - . .=L;>J ~171 'll i:- ~ ~01 t.j? 

lt sure is. - *ë0 10 t. 
this semester - 0] '8 "O{7] 011. When does the ploy open? -.=L 'B.;:-.g. ~;;oJ1 7U 'lj- 51 ;>;1 ? 
thefirstnight - (~~sj) ~'e!". ~ ~~(.A.}~). 
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LET'S TAKE A BREAK 

What are our plans 
for -? - - ~ <>l1 ~ 

° 1 0l'~ 711 ~ Y 77}? 

agenda 
[ad3énda] ~''-t 

~::<à. 

the first item on the 
agenda - §j ~ ~ 

~ 't!-{!/~;(jl. 

The motion is 
carried. - %~ 7t 
7t~~~~YC}. 

take a ten-minute 

break - 11 it-~ ~ 
~% ?,J-c}. 

close the meeting -

1111§j3lc}. 

1 think it's about 
time to ... - ... ~ 
AWo1 c} i1 ~ 
{}'ê;-LJ q.. 

CONFERENCE EXPRESSIONS 

Good morning, everyone. 
l' d like to welcome you all 
to the last meeting of our class. 
Let's begin the meeting now. 

1 L 

The first item on the agenda is... J 
1 L 

o. K. The motion is carried. 

Chin-suk will be talking with us 
first. 

Il 
Do you have a question, Min-ho? 
How about you Mi-suk? 

L 
We are going to take a ten-minute] 
break. 

Il 
We will close the meeting. 
Thank you, everyone. 

~ Other Conference Expressions 

What are our plans 
for this meeting, 
Mr. Chairman? 

(1 think) itls about time to start. (7H ~ ) 

1 would like to open the meeting. (7H ~) 

We have gathered today to discuss the problem of ... 

(~~ -&~) 

1 would like to start with ... (~~l ~7H) 

The first speech will be given by ... (~jU'r ~7H) 
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A PROVER81 Beauty is in the eye of the beholder. 
~1 ~oj1 ~7i/ 01 t:!-. . 

~----------------~ L rd like ta make a motion. 

,-------', '---------------
Thank you, Mr. Chairman. 

If you ask me ... 

As I see it .. . 

I think we .. . 

I second the motion! 

Thank you, Chin-suk. 

, I think the point is 

weil taken. But I have 

a question, Chin-suk. 

Do you .... ? 

1 agree with Chin-suk ~hat ... 

r' d just like ta say that ... 

When are we going ta take 
a break, ML Chairman? 

rd like to invite comments/questions on this subject. 

(~~ %5:.) 

Mi-suk, your time is almost over. (Al Z!- -&~) 

Since we are pressed for time, please make your comment 

brief. 

That's very interesting, Min-ja, but 1 think we oug'ht to 

hear from other friends. (~~ "5-E %5:.) 

1 must bring this meeting to an end here. (nlj ~ ) 

beholder 
[bih6uld~r ] 

make a motion - % 
91/~91 ti}t:!-. 

second the motion -

%91oj] ~1"Jti}t:!-. 

As 1 see it - ~17} ~ 

71~~. 

the point is weil 
taken - ~,*91 ~ 

~.g. ~ ~~"ê-'-l 

rd like to invite 
comments on this 
subject -01 ~~1 
oj1 tJl ~ 91:à ~% 
~%~H -'rll·'H .. 

Since we are 
pressed for time -

Al ~ 0 1 ~ 'if tir E..!à. 

bring - to an end -

-% it41t:!-. 
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[ju:] , 1 

~ ~~%Ol],= ~~ *oJ 
01] 1t 2 ~'8lrn [il % 

% t.lli::- -31~Hl <5tt:J-7t 
'il% .2.E.i!j2 ~~ Zl 
><JA]r-l [u:].s;. ot.lj'-i!j 

~t:J-. 

~ <~·§A+9HA+~ 

AD'lJ IIil. ~ At~ 7J<5t 

rt] ~%~t:J-. 

~ <%A+.!fA+~~]J+ 

+~ AD 01] Ai '= .!fA~ 

~ At~ 7J<5trt] ~~t:J-. 

~ could have 7)- ~ % 
0] ~ IIil [hl %.g. ~i!j 

À] ~i::-t:J-. 

.8. 

1. ~i!j7] 9l~ ~À)-~. 

< 'i± .2. % + À)- % > ~ .s;. 

END 
v.i. itl..}-t:J-. 
V.t. itt.Jl.t:J-. 

end in - - -~.s;. itl..}-

t:J-. 
end up ... - o)-:>:]l!j-olJ 

... ~ AJ<llOl] o]gt:J-. 

There is no end to - -
-01] '= ~;tj]7)- \d t:J-. 

7. ROMEO AND JULIET: A TRAGEDY 

FURTHER STUDY 

A.le, Pronunciation, Stress, Liaison, andJntonation 

luI f!!ry funeral 

luel due rescue 

excuse 

leaul 

human 

beauty 

op-p6se de-té st de-part ex-change 

ig-nore as-sume re-lue-tant en-chan-ting 

• •• ••• • the enchanting young lady come out onto the balcony 

the good-Iooking young man look down onto the garden 

could have [kud hrev] ==> [ku -drev] 

put on a [put an t=)] ==>[pu-d6-nt=)] 

How dïd you come here, tell 1 me, and 1 wBy? 
L 

B. Word Power 

1. Watch Your Spelling 

stabbed stunned regretted 

swear appearance hasten 

2. Words in Context 

AlI is weIl that ~nds weIl. 

sliI!l!ed 

sword 

The long discussion ended in a decision. 

If you drink and drive, you'll end up in jail. 

At last Jim and Tom ended their quarrel. 

The end of the game was quite exciting. 

They got married at the end of July . 

There is no end to his patience. 

The end justifies the means. 
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c. Useful Expression 

1. all of a sud den (= suddenly, unexpectedly) 

AlI of a sudden, an idea flashed upon me. 

AlI of a sudden, 1 dropped the plate and it broke. 

2. catch onels attention (= attract/draw one's attention) 

l'm trying to catch the clerk's attention. 

Julie's attention was caught by the yellow skirt. 

3. none other than (= no one else but) 

The gentleman was none other th an the colonel. 

He who helped the couple was none other than the priest. 

4. make an excuse (= excuse/justify oneself, defend) 

Stop making excuses! 1 know why you are so late. 

Tom made a poor excuse, but Eric made no excuses. 

5. be reluctant to (= be unwilling to) 

Susan is reluctant to mention Fred's name. 

John was reluctant to go to the cemetery. 

D. Structure Review 

1. To his great anguish, Rosaline did not return his love. 

To my regret, she didn't calI me. 

To her surprise, Jim buy her a bunch of flowers. 

2. Romeo, unable to hold back any longer, shouted out. 

RO~fo, halfmad with sorrow, hurry back to Verona. 

Fred, sick with the flu, go home early. 
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c. 
1. flashed upon me -

1.l1 oj ~ 4i-<>11 11 %,,~ 
'f:l ttj.2..s q. 

3. none other than -
- q~o~'d -. 

4. make an excuse -

I/J :>11 ~ tll q, \Il '8 ii~ 
q. 

5. be reluctant to ... -
... ii~71~ 7Jj~q. 

D. 

1. <to+.1:%Zj+'8A~) 

To his great anguish -

tll 'ët ii1 'li c+ '{f ;>l1 x.. 
a bunch offlowers -

~ ~ q~. 

2. half mad with 

sorrow - ~*.Q.5. 

1fr~ 7à {} °1 l..} 7}Ai, 

sick with the flu - ~:::f 

.Q.5. *01 O}ll}-Ai, 
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A. 
hardly, scarce1y, bare­

Iy,=" r:>jgj ... i;]-Àl ~ 

t:bi!}2. .lf-"à~ tIjj ~ 

't!t:t .. 

B. 

c. 
<to+~%z;j +7,}"à % 

Y-E.j.1.ll,=" 'liA}) 
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EXERCISES 

A. Answer the questions by using the giv€m words. 

Ex. Can you believe his story? 1 hardly 
~ 1 can hardly believe his story. 

1. Can you see that bird in the tree? 1 scarcely 

2. Can your little brother read and write? 1 hardly 

3. Do you resemble your mother? 1 barely 

4. Do you have time to eat lunch with me? 1 scarcely 

S. Is there any water in the bottle? 1 hardly 

B. Change the following as shown in the example. 

Ex. "Who is he?" Juliet asked her nurse. 
~ Juliet asked her nurse who he was. 

1. "Who drew these orchids on this screen?" Mark asked 

me. 

2 .. "Who is the man behind you?" 1 asked Jim. 

3. "What do you caU the powder of wheat?" he asked me. 

4. "Did you receive a photo copy of it?" 1 asked him. 

S. "Why do you want to be a potter?" they asked me. 

c. Rewrite the following using the given words. 

Ex. She didn't re!um his love. 1 to his great regret 
~ To his great regret, she didn't retum his love. 

1. 1 can't accept your kind invitation. 1 to my great regret 

2. Her son was against the marriage. 1 to her deep anguish 
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3. The president visited her house.! to her great surprise 

4. 1 took the children to the park. ! to their great delight 

5. Every student passed the exam. ! to PlY satisfaction 

D. Moke sentences using the given words. 

Ex. He entered the ballroom. / not recognized 
~ He entered the ballroom without being recognized. 

1. He survived the car accident.! not injured 

2. He hid himse1f for a time. ! not found 

3. He was released by the police. ! not punished 

4. Romeo climbed over the wall. ! not noticed 

5. The thief walked around the town. ! not caught 
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D. 
(without being+p.p) 

- ••• "8")-Àl '?,f:ï!.. 
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OVERALL CHECKUP n For rapid reading 

A. Cirele "True" or "Fa/se": 

It has never been easy for parents and children to understand each other 
completely. You can create harmony in yOuf family if you explain yOuf 
opinions calmly and sensibly. At the same time, try to look at your problems 
from yOuf parents' point of view. When you become a parent, you will 
. probably give your children the same advice that your parents are now giving 
you. And you will probably try to persuade them with the same reasons, and 
in almost the same words. 

* sensibly - *~ ~71l. point ofview - tl:~. 

(a) The parentlchild relationship is often difficult. TIF 

(b) You can do nothing to improve the relationship. TIF 

(c) The opinions of yOuf parents have no value. TIF 

(d) When children grow up, they share their parents' opinions. TIF 

(e) YOuf parents are probably right, after an. TIF 

B. Fill in the b/ank with the best answer: 

One of the main reasons for Shakespeare's world-wide appeal is the number 
and variety of characters he created. They include people from aH walks of 
life, from kings and queens to beggars and fools. Shakespeare understood his 
characters very weH, presented them clearly, and wrote dialog that sounded 
natura!. ________ , for many readers of Shakespeare's plays, 

heroes and heroines like Romeo and Juliet seem as real as true historical 
characters. 

(a) As a result 

(c) In spite of this 

(e) Nevertheless 

* appeal - 'Ù 7], "H ~. 
life-{}*. -ëJ~. 

(b) At that time 

(d) Apart from that 

character - 'Ù %. walk of 
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c. Choose the wrong ending for the following sentence: 

What is a "good" college education. at the beginning of the 21st century? 
First, since international communication is all-important, it should inc1ude the 

study of foreign languages, particularly English. College students ought to 

have a basic understanding of modern science, and but they shouldn't ignore 

books of history and literature. They should also have sorne knowledge of the 

social sciences, such as philosophy and psychology, which deal with human 
relations and human problems. Finally, all college graduates should be familiar 

with computers and modern information systems, since they will play an 
important role in the future. 

* ali-important - Zl..a.~. 

graduate - ~~ ,,». 
social science :- A}~ .>4~. 

In this paragraph, college students are advised· _________ _ 

(a) to study philosophy and psychology 

(b) to study in a foreign country 

(c) to read books about history and literature 

(d) to study foreign languages and cultures 

(e) to be familiar with computers 

D. Choose the best answer for the following question: 

John received a letter from his girlfriend, Mary, who lived far away. She 

wrote, "1 am very sorry, but 1 have a new boyfriend. You have a photograph 

of me. Please send it back, so 1 can give it to my new boyfriend." At first, 

John was angry, then he had an idea. He asked his friends for pictures of 
women: aunts, sisters, girlfriends, mothers and cousins. He put all the ·pictures 
in a big box and sent the box to Mary, with a letter. The letter said, "Please 

take your picture. 1 can't remember which one you are." 

What did John want in this story? 

(a) happiness (b) revenge (c) contentment 

(d) separation (e) freedom 


